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Abstract 

The language classroom as a space for reflection, interaction, and enactment calls for 

language teaching and learning that makes meaning and prepares intercultural communicators 

who value local knowledge, are sensitive to diversity and are aware of their global community. 

This dissertation aims to examine the role of a pedagogy of multiliteracies in the development of 

pre-service teachers’ intercultural awareness. This study was conducted with a group of 12 pre-

service teachers at a State University in Colombia. It was based on a pedagogy of multiliteracies, 

through the knowledge processes, approached from a qualitative interpretive case study 

perspective. The findings indicate that connecting personal experiences to those of others 

through global literacies and multimodal tasks helped develop intercultural awareness in relation 

to issues of ethnicity, gender, physical ability, and social class; thus, expanding participants’ 

limited nationalist perspective and taking them to embrace a more intersectional view of others.    

Keywords: Intercultural awareness, pedagogy of multiliteracies, multimodality, pre-

service teachers 
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Resumen 

La clase de lenguas como espacio de reflexión, interacción y acción requiere una 

enseñanza y un aprendizaje de idiomas que tenga sentido y forme comunicadores interculturales 

que valoren el conocimiento local, sean sensibles a la diversidad y conscientes de la comunidad 

global que los rodea. El objetivo de esta tesis es examinar el papel que juega una pedagogía de 

las multiliteracidades en el desarrollo de la conciencia intercultural de profesores en formación. 

Este trabajo se realizó con un grupo de doce profesores en formación, en una universidad pública 

colombiana. Se basó en una pedagogía de las multiliteracidades, a través de los procesos de 

conocimiento, abordada desde un enfoque cualitativo de estudio de caso interpretativo. Los 

hallazgos indican que conectar las experiencias personales con las de otros, a través de 

literacidades globales y tareas multimodales, ayudó a desarrollar una conciencia intercultural en 

relación con cuestiones de etnia, género, capacidad física y clase social, expandiendo así la 

limitada perspectiva nacionalista de los participantes y permitiéndoles adoptar una visión más 

interseccional del otro.  

Palabras clave: conciencia intercultural, pedagogía de las multiliteracidades, 

multimodalidad, profesores en formación. 
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Introduction 

Intercultural communication and the emergence of new literacy practices have permeated 

all aspects of our lives. This is why preparing ourselves to understand, tolerate, and coexist in a 

friendly manner is urgent in this shrinking world where differences are to be seen as 

opportunities for sharing and complementing each other. Accordingly, “the globalization of the 

world community inevitably leads to cultural diversity. The changing cultural characteristics of 

neighborhoods, schools, the workforce, and social and political life make cultural diversity the 

norm rather than the exception...” (Chen & Starosta, 1998, p. 29). Thus, the integration of 

teaching practices that foster intercultural awareness through strategic pedagogical practices that 

consider context and learners’ realities is deemed necessary.  

The notion of culture as an inherent component of intercultural communication has been 

studied from the anthropological, social, and linguistic views (Baker, 2015; Bennett & Bennett, 

2004; Hall, 1959, 1998; Hall & Reed, 1990; Hofstede, 2011; Kramsch, 2013; Lough, 2002; Rey, 

1996; Scollon & Scollon, 2001; Spencer-Oatey & Franklin, 2009). Intercultural communication 

has also been conceptualized as frameworks (Hofstede, 2011), patterns (Lado, 1957), and 

communicative practices attained through social interaction (Baker, 2015; Hall, 1959; Hall & 

Reed, 1990). Similarly, intercultural communication research is characterized by a wealth of 

terms such as intercultural competence, intercultural communicative competence, intercultural 

awareness, intercultural sensitivity, intercultural adroitness, and cross-cultural communication 

(Bennett, 1993; Byram, 1997; Chen & Starosta, 1998; Deardorff, 2006; Hua, 2016; Liddicoat & 

Scarino, 2013; Woodin, 2016).  

Notwithstanding, scholars such as Chen and Starosta (1998) have pointed out that from 

the plethora of concepts referring to intercultural competence, only intercultural sensitivity, 
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intercultural adroitness, and intercultural awareness are central to its constitution. The authors 

affirm that “sensitivity is the affective aspect, adroitness the behavioral aspect, and awareness the 

cognitive aspect” (p. 28); that is, the three components are an integral part to developing 

intercultural competence. In particular, regarding intercultural awareness, the authors define it as 

the “cognitive aspect of intercultural communication competence that refers to the understanding 

of cultural conventions that affect how we think and behave” (Chen & Starosta, 1998, p. 28).  

In foreign language classrooms, it is essential to increase intercultural awareness (Baker, 

2011; Chen & Starosta, 1998; Seider, 1981) to go beyond verbocentric views of language 

(Álvarez Valencia, 2016a; Kress, 2000) and to consider diverse literacy practices (Cope & 

Kalantzis, 2009; The New London Group, 1996) that favor intercultural understandings. The 

language classroom should be a space for reflection and interaction that prepares teachers to 

approach language not as the ultimate goal but as a means for building relationships and making 

meaning out of experiences lived inside and outside the classroom. Because the population 

studied are pre-service English teachers, this project helps them reflect upon their own language 

learning experience while developing intercultural awareness, which is, in the end, a preparation 

for their future teaching career, given they will be able to understand language learning and 

teaching as a process that is intrinsically related to intercultural communication.  

Additionally, the socio-cultural view of literacy studies that focuses on events and 

practices of reading and writing (Barton & Hamilton, 2000; Street, 2013) has transformed the 

educational milieu and become part of educational research (Mora, 2011); thus, transforming the 

traditional view of reading and writing that was considered a monolingual, monomodal and 

monocultural activity (Cope & Kalantzis, 2000; Marshall, 1998). Technology and the new 

communication landscape have opened avenues for New Literacies (NL) (Coiro, et al., 2014; 
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Gee, 1996; Knobel & Lankshear, 2007; Perry, 2012). These new ways of acting in the world and 

with the world have reconceptualized what literacy practices are, how they interact and intersect 

in social events, requiring a different type of engagement with text or, as the New London Group 

(1996) posits it, a multiliteracies practice. A Multiliteracies (ML) perspective implies a 

pedagogical approach to literacy (The New London Group, 1996) that brings possibilities for 

more inclusive, cultural, linguistic, communicative, and technological diversity in the classroom.  

The main contribution of this study is to articulate the principles of ML with the area of 

intercultural communication. I particularly explore the process of rising intercultural awareness 

in order to develop an understanding of how the area of ML can help the development of 

intercultural awareness. The studies reviewed in the two areas have contributed to 

conceptualizing and developing intercultural awareness (Baker, 2011; Chen & Starosta, 1998; 

Liddicoat & Scarino, 2013, Liu, 2016; Woodin, 2016) and ML (Cope & Kalantzis, 2000, 2009; 

Kalantzis & Cope, 2004, 2008; NLG, 1996), but still an articulation between the two fields has 

not been expressly established. This study, thus, aims to contribute to establishing a more 

explicit connection between intercultural awareness and multiliteracies practices. Therefore, 

there is a need for intercultural awareness so as to gain better knowledge and understanding of 

diversity (Baker, 2011; Chen & Starosta, 1998), and a need for a pedagogy of multiliteracies, as 

a means to make meaning through various modes of communication (Kress, 2010) that go 

beyond print literacy, consider diverse semiotic systems (Kalantzis & Cope, 2009; O’Rourke, 

2015; Perry, 2012), and provide meaningful learning opportunities that surpass the classroom 

experience (Lozano et al., 2020). 

This study draws on a pedagogy of ML (Cope & Kalantzis, 2009) to bring diverse modes 

of communication to the classroom and to expand learners’ possibilities of engagement with text 
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and the social and cultural world. It is approached from a qualitative interpretive case study 

perspective (Creswell, 2012; Merriam, 2009) to understand the participants’ intercultural 

experiences while developing multimodal tasks. This was done with a group of 12 pre-service 

English teachers who were in their fourth year of a five-year teacher education program at a 

public university in Colombia. These pre-service teachers had already developed some linguistic 

abilities in English as a foreign language (EFL), thus increasing their intercultural awareness was 

important for them as future teacher to be better intercultural communicators and intercultural 

educators. 

Gaining intercultural awareness expands specific cultural knowledge for practice, in 

practice, and of practice (Hammerness et al., 2005); that is, PSTs are able to gain cultural 

knowledge that helps them today as students, which will also contribute to their teacher training 

process and to their future teaching careers. It allows individuals to realize that there are multiple 

intersectional identity dimensions (Crenshaw, 1989; Hill-Collings & Bilge, 2016) that play out 

during interaction, including gender, ethnicity, social class, and physical ability. A pedagogy of 

ML fosters the understanding of the multimodal nature of texts (Álvarez Valencia, 2016b) and 

global literature as identity cultural markers (Short et al., 2016). This work adds to the ML 

engagement to gain intercultural awareness for current and future teaching practices, thus 

contributing to teacher education that is more context-bound (Kumaravadivelu, 2001) and that 

values local knowledge (Canagarajah, 2005).  

Following, I present the main goal, specific objectives, and research questions. Then, a 

conceptual overview of studies related to intercultural awareness, ML, and related areas is 

introduced. Afterwards, I describe the research design, providing detail about the paradigm, 

methodology, population, study context, instructional design, and data analysis procedure. At the 
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end, I present the section of findings with the analysis of the information gathered from the data 

collection, discussion, and conclusion.  
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Objectives 

Main Goal 

To examine the role of a pedagogy of multiliteracies in the development of pre-service 

teachers’ intercultural awareness  

Specific Objectives 

1. To identify early literacy practices that underlie pre-service teachers’ funds of 

knowledge. 

2. To examine the ways pre-service teachers engage with interpreting and designing 

multimodal texts through a pedagogy of multiliteracies 

3. To unveil pre-service teachers’ perceptions of the impact that a pedagogy of 

multiliteracies has on their development of intercultural awareness. 
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Research Questions 

Main Question 

What is the role of a pedagogy multiliteracies in the development of pre-service teachers’ 

intercultural awareness?  

Sub-Questions  

1. What early literacy practices underlie pre-service teachers’ funds of knowledge?  

2. What does pre-service teachers’ work with a pedagogy of multiliteracies tell us about 

their engagement with interpreting and designing multimodal texts? 

3. How does pre-service teachers’ engagement with a pedagogy of multiliteracies impact 

their development of intercultural awareness?  
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Literature Review 

In this section, I present a review of the literature of the topics of interest – culture, 

intercultural awareness, literacy, and multiliteracies. I describe the historical background and 

contemporary context, present previous studies developed in relation to this research, and discuss 

the conceptual and methodological gap that support this study.  

Culture  

Attempting to conceptualize culture has taken several decades of work, and yet the 

plethora of definitions rooted in anthropology (Baker, 2015; Hall, 1959, 1998; Hall & Reed, 

1990; Hofstede, 2011; Lough, 2002; Rey, 1996; Scollon & Scollon, 2001; Spencer-Oatey & 

Franklin, 2009), and applied linguistics (Bennett & Bennett, 2004; Heath & Street, 2008; Byram, 

1997, 2013; Byram et al., 2002; Kramsch, 1993, 2013) have not yielded a definition that 

accounts for the complexity of the term. Baker (2015) affirms that “our definitions of culture will 

always be partial and open to revision and change” (p. 46). Its origin from an etymological 

perspective highlights the duality of culture as what is cultivated or grown, not naturally born 

(Baker, 2015). That is, emerging from the knowledge that is received through social interaction. 

In particular, Hofstede (2011) characterizes culture through frameworks and examples of 

behaviors that may be anticipated, while Spencer-Oatey and Franklin (2009) ponder between the 

emic and etic dimensions of culture, considering it a fuzzy set of basic assumptions and values.  

From an applied linguistics standpoint, Heath and Street (2008) discuss meaning-making 

situations embedded in the study of culture while attempting to understand how cultural patterns 

support, deny and change structures and uses of language and multimodal literacies. Likewise, 

Bennett and Bennett (2004) argue that the ability to comprehend cultural diversity depends on 

understanding the idea of culture itself. For them, cultural knowledge is embedded in attaining 
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intercultural competence or in the ability to develop communication skills for a variety of 

contexts. Although they do not intend to follow specific cultural models, they stand for the idea 

of developing the linguistic skills needed to use the language in concrete cultural situations, 

which could be assumed as a call for teachers to find a balance and a way to pursue language 

teaching that caters for linguistic and cultural understandings.  

Alternatively, the considerations of elements in the study of culture are clearly 

established in Berger and Luckman’s (1996) theorization of the objective and subjective view of 

culture. The objective dimension refers to the institutional aspects of culture (political and 

economic systems, and the products of culture, such as art, music, and cuisine), while the 

subjective dimension involves the experience of the social reality formed by a society (the world 

view of a society’s people).  

 Following this, I have weaved together specific concepts that have helped me broaden 

my view of culture. I start depicting the beginnings of the study of culture based on its relation 

and influence on communication (Hall, 1959; Hall & Reed, 1990). Accordingly, Hall (1959) 

argues that “culture hides much more than it reveals, and strangely enough what it hides, it hides 

most effectively from its own participants; thus, we must learn to understand the out of 

awareness aspects of communication” (p. 29). Hall’s definition has transcended in time with 

more contemporary authors who have raised awareness on subjectivity (Kramsch, 2013) and the 

impossibilities of considering specific cultural practices as the only descriptors needed to 

understand someone else’s cultural subjective experiences. 

Different scholars over the years (E.g.: Hall, 1959; Lado, 1957; Lough, 2002) have also 

highlighted the complexity of culture. Culture is presented as a form of communication (Hall, 

1959) and portrays what people do as a message that needs no words. Culture goes beyond a 
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nationalist perspective because of the many dimensions that it may take, including religion, 

ethnicity, gender, and professional orientations (Dervin, 2006, 2015; Liddicoat & Scarino, 2013). 

These complex endeavors lead us to scrutinize the multiple layers of culture to start developing 

an understanding of its complexity. For instance, Liddicoat and Scarino (2013) advise that “to 

learn about culture, it is necessary to engage with its linguistic and nonlinguistic practices and to 

gain insights in the way of living in a particular cultural context” (p. 23). Dervin (2006) warns us 

on the “imaginary, homogeneous, limited and solid picture of national groups” (p. 2) as 

exemplifiers of culture because they may provide a reduced and biased perspective of people and 

their communities in intercultural communication. We should, instead, understand and study 

culture as “multidimensional and unfixed” (p. 3); that is, nothing patterned or measurable, but 

moving and unstable, with nuances and particularities.  

Attempting to reify culture and differentiate between surface/objective (knowledge, 

belief, art, morals, law, customs) and deep/subjective culture (a complex, non-explicit and 

unconscious whole) has been of significant concern in building a more comprehensive definition 

of it (Agócs & Burr, 1996; Bennett & Bennett, 2004; Berger & Luckman, 1996; Hall, 1998; 

Lough, 2002; Scollon & Scollon, 2001). A view of culture constructed in social action (Baker, 

2015) considers specific traits and does not deny its fluid components. Culture is associated with 

a discourse community that shares a common space (Kramsch, 1993) and symbols that come to 

be in the interaction between people (Risager, 2006). 

The definition of culture that is closest to language teaching and thus highly related to my 

research work includes Byram’s (1997, 2013). He emphasizes the need for language teaching 

that recognizes its social and political responsibilities and presents a model for intercultural 

competence that includes essential saviors (savoir être, savoir comprendre, savoir 
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aprendre/faire, savoir s’engager). Adding to this, a view of culture that expands through specific 

examples of language learners’ subjectivity and experience is portrayed by Kramsch (2013). She 

analyzes the approaches taken in the study of culture in foreign language teaching, which are 

mediated by curricular plans that favor the teaching of small or big C culture, deal with the role 

of the native speaker as authentic representatives of a culture, and nonnative speakers as teachers 

close to their students’ culture and language. Thus, reflection and decision-making become 

essential in language teaching to provide learners with a meaningful experience involving 

sensitivity and awareness.  

In addition, Kramsch (2013) proposes “a definition of culture in its relation to language 

and to discourse” (p. 60), and advocates for non-explicit teaching of culture that considers 

language learners’ subjectivity. Supported on Bakhtin’s thoughts, Kramsch discusses the Other 

through the following reasoning “they cannot understand the Other if they don’t understand the 

historical and subjective experiences that have made them who they are. But they cannot 

understand these experiences if they do not view them through the eyes of the Other” (p. 61). On 

the whole, different views of culture demonstrate how disciplines that have contributed to 

studying it have also added to the sometimes dichotomous or complementary definitions we 

know today, which cannot deny its social and subjective nature. 

In the context of this study, I understand culture as everyday practices and subjective 

experiences shared by a community as they connect in different forms and spaces. Their 

connections and experiences give meaning to their social practices and establish differentiating 

features that provide particularities for their members through their ongoing and intangible 

nature. My view of culture relates to the studies presented above by adopting a social and 

subjective perspective (Kramsch, 2013) beyond specific patterns. My view adopts an ongoing 
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and moving concept that does not remain static but is constructed in interaction (Baker, 2015). 

For this reason, the authors presented above project views of culture that contribute to this study 

and help connect participants’ experiences while they learn and value each other’s backgrounds.  

The Intercultural Dimension and Intercultural Awareness   

The encounter with persons, one by one, rather than categories and generalities, is still the 

best way to cross lines of strangeness (Bateson, 2000, p. 81).  

The previous section served as scaffolding to the study of culture and its relation to this 

work; it was essential to first introduce diverse concepts of culture and my own understanding of 

it. Then, in this section I conceptualize on the role of culture as basis for developing an 

intercultural dimension and intercultural awareness.  

The study of intercultural communication has contributed to the development of 

interlinguistic and intercultural understanding, helping break social and geographic boundaries 

and build relationships among peoples of diverse origins. It has also brought about research 

agendas developed by advocates from different disciplines to advance the foreign language 

teaching (FLT) field. The terms vary according to the focus that diverse authors give to 

intercultural studies, including intercultural communication (Coulby, 2006; Hua, 2016), 

intercultural understanding (Kramsch, 2013), intercultural competence (Bennett, 1993; Bennet & 

Bennet, 2004; Deardorff, 2006; Liddicoat & Scarino, 2013), intercultural communicative 

competence (Byram, 1997; Byram et al., 2002), intercultural awareness, sensitivity and 

adroitness (Chen & Starosta, 1998), and cross-cultural communication (Bennett & Bennett, 

2004; Woodin, 2016). Similarly, although originally thought of as independent from the 

language classroom, diverse models and dimensions have come to nurture the FLT field. They 
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intend to identify key aspects to become an intercultural speaker and propose ways of measuring 

the intercultural dimension of individuals (Bennett, 1993; Byram, 1997; Deardorff, 2006).  

As a contribution to FLT, Byram et al. (2002) present a practical guideline for teachers to 

develop the intercultural dimension in their students. They discuss the need to go beyond a 

grammar-oriented curriculum and to develop the ability to use the language in socially and 

culturally appropriate ways. However, the big question would be how to develop such an 

intercultural dimension in our students, which recognizes their particularities and contexts. The 

guideline presented exemplifies an intercultural dimension in which the interlocutor is an 

individual who belongs to a specific social group; an intercultural dimension supported on social 

practices, in which learners are intercultural speakers or mediators able to engage with complex 

and multiple identities. Kramsch (2009) examines the intercultural dimension as central to the 

constitution of the subjective dimensions of language users. She maintains that “the subject is a 

symbolic entity that is constituted and maintained through symbolic systems such as language” 

(p. 13). Kramsch remarks that these subjective dimensions require particular sensitivity on the 

part of the language teacher and states that “pedagogies that reduce language to its informational 

value, be it grammatical, social, or cultural information, miss an important dimension of the 

language learning experience” (2009, p. 11). That means that language teachers are to create 

spaces in which the language can be meaningful so that it does not play a mere instrumental role, 

but becomes an important and intrinsic element of the language learner, with which they can 

solve real-life situations and live significant experiences.   

Following the discussion, Liddicoat and Scarino (2013) contend that intercultural 

language teaching is fundamentally concerned with understanding and connecting the 

particularities of language and culture. They introduce a series of characteristics that define an 
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intercultural language user, which include some of the following: “accepting that one’s practices 

are influenced by the cultures in which one participates; accepting that there is no one right way 

to do things; valuing one’s culture and other cultures; and using language to explore culture…” 

(Liddicoat & Scarino, 2013, p. 23). This view of the intercultural dimension of language teaching 

intertwines both the linguistic and cultural elements of social interaction. Learners make sense 

and construct the meaning of the language not as mere language learners, but as users who bring 

their values and identities to the process. As language educators, we should thus aim at 

developing intercultural language learning that ensures language-culture integration while 

conceptualizing, understanding, and enacting language.  

Deepening into the educational issues of intercultural communication, Coulby (2006) 

insists that “if education is not intercultural, it is probably not education… intercultural education 

is a major theme, which needs to inform the teaching and learning of all subjects” (p. 246). 

Coulby’s premise remarks the notion of intercultural education which permeates all subjects at 

school; it is not a class to be taught, but a way of life, which doubles its meaning and purpose in 

foreign language education to prepare students to effectively communicate in a variety of 

cultural contexts (Bennett & Bennett, 2004). Either from a more concrete approach to culture 

studied in cross-cultural situations or understanding and coexisting with differences (Woodin, 

2016), the development of intercultural awareness prepares us to go beyond school contexts to 

understand real-life situations and language users.  

The surfeit of possibilities when approaching intercultural communication needs to be 

carefully considered, depending on the scope of the study. In this specific case, the aim is to 

develop intercultural awareness because of the specific needs of the context where this study 

takes place; a foreign language learning context, in which there is no real intercultural 
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connection with the language being learned. Accordingly, Chen and Starosta (1998) reviewed the 

concept of intercultural awareness by providing a key definition that distinguishes it from other 

related terms. They first define intercultural communication competence (ICC) as “the ability to 

acknowledge, respect, tolerate, and integrate cultural differences that qualifies us for enlightened 

global citizenship” (p. 28). ICC is the umbrella term that comprises three interrelated concepts, 

based on Chen and Starosta’s (1998) proposal: intercultural sensitivity (affective), intercultural 

awareness (cognitive), and intercultural adroitness (behavioral). From this view, intercultural 

awareness is the “cognitive aspect of intercultural communication competence that refers to the 

understanding of cultural conventions that affect how we think and behave” (p. 28).  

In this line of thought, Baker (2011) states that intercultural awareness is “a conscious 

understanding of the role that culturally based forms, practices, and frames of reference can have 

in intercultural communication, and an ability to put these conceptions into practice in a flexible 

and context-specific manner in real-time communication” (p. 198). Thus, there is a need to 

develop intercultural awareness that facilitates successful intercultural encounters through the 

negotiation and construction of meaning.  

Along with the previous definition, Baker (2011) proposes a three-tiered model of  

intercultural awareness (IA): 

Basic cultural awareness (CA): aspects of CA which are related to an understanding of  

cultures at a very general level with a focus on the first culture (C1).  

Advanced CA: More complex understandings of cultures and cultural frames of reference  

moving away from essentialist positions.  

IA: Moving beyond viewing cultures as bounded entities and recognizing that cultural  
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references and communicative practices in intercultural communication may or may not 

be related to specific cultures.    

Baker (2011) also makes a difference between conceptual IA: Types of attitudes towards 

cultures and knowledge of cultures needed to successfully engage in intercultural 

communication, and practice IA: The application of this knowledge in real-time instances of 

intercultural communication. Thus, the development of IA among pre-service teachers is 

essential for catering to language users' needs who bring along cultural diversity and are exposed 

to other views of the world through the language they are learning. In fact, this study also draws 

from the concept of conscientização that Freire (1970) stands for, as an awareness-raising 

possibility that inspires teachers and students to explore and understand realities as moving and 

ongoing. This awareness-raising possibility encourages thought and action so that those involved 

in education “may perceive through their relations with the reality that reality is a process 

undergoing constant transformation” (p. 109). That is, one’s own reality and that of others must 

serve as an alternative to build understandings that surpass discourse and become active, which I 

precisely explore in this study while acknowledging, exploring, and raising intercultural 

awareness on different types of diversities on different realities. With a research context 

characterized by diverse populations, coming from Indigenous, Afro-Colombian, and Mestizo 

backgrounds; and from diverse geographical contexts, including farming, rural and urban, a 

perspective that makes them recognize diversity in the classroom through themselves, and 

outside, through the ML they engage with, becomes a genuine opportunity to make local and 

global connections (Short et al., 2016), and to understand that our real cultural backgrounds and 

practices could become a natural part of learning and meaning-making.  
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Literacy and Multiliteracies 

So-called literate Western societies have for too long insisted on the priority of a 

particular form of engagement, through a combination of hearing and sight: with the 

sense of hearing specialized to the sounds of speech, and the sense of sight specialized to 

the graphic representation of sounds by “letters”, on flat surfaces. (Kress, 2000, p. 181) 

 

The previous quote illustrates a critique of the mere focus on print literacy practices, for 

this reason I chose it to introduce the discussion on literacies. This section attempts to survey the 

evolution of traditional literacies into multiliteracies to understand and reflect upon the changes 

undergone by this discipline and elucidate its implications for the classroom-driven research that 

I report here. 

Literacy 

Literacy, defined by Street (2013) as social practices of reading and writing, has 

undergone shifts with the advance of technology, the different sociocultural changes of a 

globalized and globalizing world, and the recognition of the role of different modes of 

communication in the construction of meaning. Nevertheless, its early development was situated 

between the cognitive (text-level reading comprehension and its linguistic components) and 

social practices (what readers can do with the texts they approach). Street (2013), as an advocate 

for reading and writing that has a purpose on people’s lives, contrasted autonomous and 

ideological models of literacy. In his earlier work (Street, 1984) while proposing a connection 

between the theory and practice of literacy, he first introduced the autonomous and ideological 

models of literacy, in a rather practical way, by providing examples of scholarly publications that 
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present such models. His work discusses the oral and written traditions in non-schooled and 

schooled communities and how each influences their cognitive and social development.  

The autonomous model assumed literacy to be a set of neutral, decontextualized skills 

that can be applied in any situation. Literacy is something that one has or does not have; people 

are either literate or illiterate, and those who are illiterate are deficient. Street (2013) also advices 

on the need to avoid such an autonomous model. On the other side, the ideological model 

conceptualizes literacy as a set of practices ground in specific contexts. To support this premise, 

Perry (2012) suggests that “literacy as a situated social practice underpins other theories within 

the larger umbrella of sociocultural theories on literacy” (p. 53). In point of fact, giving context a 

starring role, recognizing students’ realities and background, as well as listening to their voices, 

is essential for meaningful teaching and learning to take place (Ausubel, 1963; Kumaravadivelu, 

2001; Mora, 2011). To include social realities and context, Luke (2012) proposes a move beyond 

cognitive literacy processes towards “critical literacy approaches [that] set the reshaping of 

political consciousness, material conditions, and social relations as first principles” (p. 7).  

Alternatively, Barton and Hamilton (2000) differentiate between literacy events and 

literacy practices. They describe events as “observable episodes which arise from practices and 

are shaped by them” (p. 8); that is, the evidence of people approaching literacy. Practices, in 

contrast, can be relatively unobservable, intangible. Barton and Hamilton (2000) define practices 

as “the general cultural ways of utilizing written language which people draw upon in their lives. 

What people do with literacy” (p. 8). Thus, how people approach literacy has to do with the 

established practices, including power relationships, access to literacy, and the kind of literacy 

that is related to a specific system of values.  
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Although both concepts may be valid, literacy events and practices are presented as 

dichotomies in literacy or extreme forces mediating literacy, which places teachers in a decision-

making situation in the pedagogical arena because one is usually presented as bad, traditional, 

non-social, and unrecommendable. Our pedagogical practice and research in the classroom will 

need to ponder situated practices in order to mediate between the two edges, which can be rather 

complementary. As Mora (2011) argues, “in order to really understand how literacy beliefs and 

practices continue evolving, it is not just to conceptualize them from theory or from pedagogy” 

(p. 3).  

Subsequently, Mora (2011) points at the difficulty of using the word literacy and 

establishing its clear meaning, but he argues that one meaning that is commonplace among 

scholars is: “The transition from traditional canonical views of reading and writing to one where 

multiple forms of expression, technology, and alternative and multicultural text have come into 

play” (p. 3). Mora’s insights expand our notion of literacy to an inclusive practice derived from 

the learners’ needs, which can only be possible by considering their own realities, contexts, and 

life experiences, or what Freire (1987) would name reading the world. Equally, Freire (1987) 

maintains that “reading does not consist merely of decoding the written word or language; rather, 

it is preceded by and intertwined with knowledge of the world” (p. 29). Knowledge of the world 

is crucial in the development of this study because of the richness that funds of knowledge bring 

to pre-service teachers’ development of intercultural awareness, which pairs up with the critical 

standpoint that Freire endorses about the role of context and knowledge of the world in a 

conscious literacy act.  

This study draws on funds of knowledge to create possibilities for exploring and 

engaging pre-service teachers in the pedagogy of multiliteracies that enrich their intercultural 
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experiences. Funds of knowledge is a concept coined by González et al. (2005) in their search for 

documenting students’ competence and knowledge through research experiences with families. 

They declare that this concept is based on the following premise: “people are competent, they 

have knowledge, and their life experiences have given them that knowledge” (pp. ix-x). Funds of 

knowledge are based on home experiences to nurture school literacy projects; these connect 

homes to schools and “schools to students’ lives” (p. 8). It is argued that “these interactions 

between text and social life, between word, and world, is a constant process in the approach” (p. 

22).  

The richness of González et al.’s research is that in the context of this study, it will help 

pre-service and in-service teachers learn and connect schools and communities through telling 

their stories. “It is in the richness of telling these stories that we can find not only evocative 

human drama but social analysis that emerges from its organic roots” (González et al., 2005, p. 

2). Exploring funds of knowledge, thus, brings alternatives for connecting academic and real-life 

knowledge to celebrate meaningful learning opportunities. This study also draws on principles of 

culturally sustaining pedagogy (CSP) as it includes what learners bring from home as possible 

knowledge to be discussed at school and motivates “linguistic, literate and cultural pluralism” 

(Alim & Paris, 2017, p. 1). The authors state that “culturally sustaining pedagogy exists 

wherever education sustains the lifeways of communities who have been and continue to be 

damaged and erased through schooling” (Alim & Paris, 2017, p. 1). That is, they support 

diversity as natural to school and perceive different backgrounds as potential for learning to take 

place. Students do not need to forget their linguistic and cultural pluralism to be part of the 

mainstream when they have the possibility of not mirroring others, when schooling decenters 

knowledge and takes their backgrounds into account. Culturally sustaining pedagogy is as well 
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connected to funds of knowledge in the work of Reyes et al. (2016) as they welcome children 

early literacy practices and funds of knowledge by inviting pre-service teachers to observe 

families and further include these life experiences to build and live academic content. 

Fundamental to school-home connections, Cope and Kalantzis (2000) question that 

“literacy pedagogy has traditionally meant teaching and learning to read and write in page-

bound, official, standard forms of the national language” (p. 9). They “attempt to broaden this 

understanding of literacy and literacy teaching and learning to include negotiating a multiplicity 

of discourses” (p. 9). Their approach to literacy provides a broader perspective that includes 

multiple modes of communication for a multisensory experience while considering globalism 

and diversity. They argue that “we are agents of meaning-making. Thus, it is essential to use a 

didactic literacy pedagogy that proposes a deeper approach to reading and interpreting meaning; 

a much more dynamic view of literacy that considers the design of a variety of texts and ways of 

communicating” (p. 12).  

Accordingly, as the study of literacy has embraced multimodality (MM), it has brought 

the school and home contexts together, permeating social aspects that traditional literacy did not 

consider. Rowsell and Collier (2017) assert that MM “explains communication as a combination 

of modes of representation and expression within text designs, including visual, print, gestural, 

dramatic and oral” (p. 313). Adding to this, Wagner (2018) notes that “in interactions, people 

draw on all resources they have in common with their co-participants, and languages are just one 

type of resource” (p. 100).  

There have been studies about literacies developed in the Colombian national context 

which urge to develop literacy practices that include local knowledge (Sharkey, 2012), raise 

awareness on social and educational issues (Clavijo, 2000, 2003, 2007; Clavijo & Ramírez-
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Galindo, 2019; Correa, 2010; Mora, 2011, 2012, 2014, 2015, 2016; Rincón & Clavijo, 2016), 

and establish a connection between local knowledge and social transformation (Mora et al., 

2021). Clavijo (2000), as well as Mora (2011), has led the study of literacies, generating in-depth 

reflection on literacy practices in Colombia. As an illustration, Clavijo (2000, 2007) has inquired 

into the role of literacy at different levels of education, reflecting upon primary school students, 

pre-service, and in-service teachers’ understandings of literacy practices and the need to integrate 

school subjects to nurture more meaningful literacy practices. Her studies extoll schoolteachers’ 

work on literacies and how these permeate the school and social contexts, advocating for 

students’ learning needs and sociocultural realities. Likewise, Mora (2011) analyzes the 

evolution of literacy beliefs and practices of teachers and the need to rethink educational 

practices; reflect upon understanding the concept of literacy, its historical and pedagogical 

evolution in teachers and students. In particular, there is a call for literacy with a purpose to 

exercise critical consciousness, examine ideologies in textbooks, and foster agency by including 

city literacies that transform individuals through reflection and advocacy (Mora, 2014, 2015, 

2016).  

Alternatively, Rincón and Clavijo (2016) implemented community-based pedagogies to 

bring literacies closer to students’ local realities. They affirm that “the inquiry that students did 

in their communities unfolded a wide variety of multimodal ways to represent their findings” (p. 

77), which allowed for meaningful learning and more context-based language learning. 

Similarly, Sharkey (2012) discusses teachers’ reflection about local realities as a must in times of 

educational reforms. She views “language and literacy as situated, cultural practices” (p. 11), 

thus aligned to students’ sociocultural realities, voiced through literacy practices (Rincón & 

Clavijo, 2016).  
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Literacy can be viewed as the door through which knowledge, critical thinking, and 

interpretation of reality are possible if we wish our students to become more intercultural, 

propositive, and reflective citizens. In my view, literacy has to serve a social and reflective 

purpose, inside and outside the classroom. It is not merely about decoding words to understand a 

text’s meaning, but it is about using that text to solve real-life situations. The purpose of literacy 

in foreign language teaching education is to connect language experiences with homes and 

communities, thus with students’ lives and subjective experiences (Kramsch, 2013). This 

discussion on literacies intersects with my study regarding the possibilities for meaning-making 

those pre-service teachers reach to make sense of the language they are learning.  

ML is a pedagogical approach to literacy developed by the New London Group (NLG) in 

1996, which aims to make classroom teaching more inclusive of cultural, linguistic, 

communicative, and technological diversity. The NLG used the word ML under two important 

premises: “The multiplicity of communication channels and media, and the increasing salience 

of cultural and linguistic diversity” (Cope & Kalantzis, 2000, p. 5). Proposing a three M - 

multilingual, multicultural, and multimodal - view of literacy (Cope & Kalantzis, 2000) 

reconceptualized literacy practices. The goal was to find alternative ways in which literacy 

pedagogy could fit today's learners' changing contexts and realities through empowerment and 

critical decision-making. Cope and Kalantzis (2000) argue that “mere literacy remains centered 

on language only... while a pedagogy of multiliteracies, by contrast, focuses on modes of 

representation much broader than language alone, which differ according to culture, and context, 

and have specific cognitive, cultural, and social effects” (p. 5). 

In addressing the question of the ‘what’ of literacy pedagogy, The NLG (2000) proposes 

a metalanguage of ML, based on the concept of ‘Design.’ This concept is introduced by the New 
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London Group (1996) by identifying six major areas of design (see figure 1 below) that describe 

patterns of meaning or modes of meaning (modes of communication). These areas involve 

Linguistic Design (e.g., vocabulary and metaphor, modality, transitivity, grammar), Audio 

Design (e.g., music, sound effects, etc.), Spatial Design (e.g., layout, spatial distribution), 

Gestural Design (e.g., behavior, gesture, sensuality, kinesics), Visual Design (e.g., color, 

perspective, vectors), and MM Design which corresponds to the meaning-making that arises 

from the relation between the previous modes of meaning. Learning by design needs to be 

further explored in English language teaching, as encouraged by Kalantzis and Cope (2004), who 

argue that learning happens no matter the circumstances and that “everyday learning is deeply 

embedded within the world. The distinguishing feature of education is that learning happens by 

design” (p. 39).  

Teachers are thus seen as designers of learning processes and environments. They need 

creative intelligence to redesign their activities in the very act of practice. Thus, “learning and 

productivity result from the designs (structures) of complex systems of people’s environments, 

technology, beliefs, and texts” (NLG, 1996, p. 19). This concept of design applied to language 

learning provides specific opportunities for learners and teachers to create meaningful and 

localized teaching and learning practices.  
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Figure 1 

Multiliteracies: Metalanguages to Describe and Interpret Design Elements  

 

Source: NLG (1996) 

The NLG (1996) suggests a pedagogical orientation to ML, which includes four 

components that were reframed by Cope and Kalantzis (2006) one decade later, as a practical 

alternative for a pedagogy of ML, based on the experience theorizing and putting ML in action 

(See table 1). Cope and Kalantzis (2006) explain that “this updated and revised restatement 

multiliteracies agenda is grounded in ten years of practical intervention, research, and theoretical 

work” (p. 20).  
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Table 1 

Multiliteracies Agenda Revisited 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Source: Kalantzis & Cope (2006) 

The recognition that pedagogy of ML “opens access to powerful learning to a broader 

spread of learners in a world where diversity is becoming all the more critical” (Kalantzis & 

Cope, 2006, p. 19) has moved researchers to find alternatives to integrate ML into educational 

processes; nonetheless, Cope and Kalantzis (2006) also assert that “these pedagogical 

orientations or knowledge processes are not a pedagogy in the singular or sequence-to-be-

Pedagogical Orientations – 

1996 Formulation 

Knowledge Processes – 2006 

Reformulation  

Situated Practice Experiencing 

…the Known 

…the New 

Over Instruction Conceptualizing 

…by Naming 

…with Theory 

Critical Framing Analyzing 

…Functionally 

…Critically 

Transformed Practice Applying 

…Appropriately 

…Creatively 
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followed. Rather they are a map of the range of pedagogical moves which may prompt teachers 

to extend their pedagogical repertoires” (p. 19). In this way, the value of the Knowledge 

Processes for this project is its pedagogical orientations, which I do not take in a linear way, but 

as an alternative to lead pre-service teachers into a meaning-making process through a pedagogy 

of ML.  

Each step in the Knowledge Processes is defined as follows:  

 Experiencing (becoming immersed in new situations), in which school learning and practical 

world experiences are connected.  

 Conceptualizing (connecting concepts), given learners theorize out of developing 

understandings of the new knowledge gained.  

 Analyzing (evaluating one’s perspectives) to help learners develop and enact critical 

functional frames based on prior and new knowledge.  

 Applying (putting knowledge into practice) to solve and make sense of practical world 

situations. 

The Knowledge Processes bring ML closer to the language classroom as they embrace 

linguistic and non-linguistic aspects, contextual teaching, and learning through meaning-making 

that is considered essential in designing learning experiences. To illustrate this point, Angay-

Crowder et al. (2013) implemented the four components of an ML pedagogy to teach 

multilingual kids using multiple modes of communication. Through digital storytelling, they 

designed multimodal tasks to engage learners in ML and the exploration of their multiple 

identities. Angay-Crowder et al. (2013) recognize the power of this approach done with a 

multimodal focus to strengthen multilingualism and multiculturalism. This study is good in that 

it connects a pedagogy of ML for better language learning opportunities and for meaning-making 
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and critical inquiry on the part of the students. Nonetheless, it falls short in providing evidence 

on how the exploration of multiple identities and the engagement with ML provided a genuine 

opportunity to experience the knowledge process and to gain tools for their future. 

The reformulation of the knowledge processes is embodied in the works of Michelson 

and Dupuy (2014) and Palpacuer Lee (2018). They recreate the knowledge processes in foreign 

language learning spaces to take their students beyond linguistic constructions to meaning-

making through intercultural experiences.  

Palpacuer Lee (2018), on the one hand, engages language users who are part of a teacher 

development program, in active text and art design, through an ML pedagogy. She developed a 

project to engage participants who were part of a language teacher development program in a 

literacy event at the Louvre museum in Paris to enact a literacy framework. The purpose was to 

“explore pedagogical pathways towards multiliteracies through encounters with art at the 

museum, as teachers walk, talk, learn, and design together (p.135). By analyzing artwork, they 

designed their own walk through the museum. The author suggests that “in teacher education 

classes, language teachers should be encouraged to collectively engage with multimodal texts, 

and to make interdisciplinary, embodied, and intercultural connections” (p. 135). Participants 

enacted language, uncovered subjectivities, and experienced multiple designs through a physical 

semiotic space. Palpacuer Lee (2018) commented that “in the process, connections were 

established between texts, between texts and the participants as readers/viewers and learners, and 

between texts and potential students’ learning in the L2 classroom” (p. 146).  

Michelson and Dupuy (2014), on the other hand, implemented a ML-based approach in a 

language class to “foster learners’ intersemiotic awareness through global simulation” (p. 21). 

They frame their work on the NLG concept of design to support students’ meaning-making 
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through the Knowledge Processes. They maintain that “multiliteracies pedagogies have been 

taken up both as curricular reform projects as well as instructional techniques” (p. 25). This 

double purpose allows to use it as support in the planning and implementation of classroom tasks 

that provoke language and intercultural awareness.  

Adding to this, the NLG (1996) claims that ML “overcome the limitations of traditional 

approaches by emphasizing how negotiating the multiple linguistic and cultural differences in 

our society is central to the pragmatics of the working, civic, and private lives of students” (p. 

60). Further, social semiotics is vital to the world of ML as an approach to communication that 

seeks to understand how people interact by a variety of means in particular social settings.  

Michelson and Álvarez Valencia (2016) affirm that “social semiotics delves into how 

meanings are made and structured in processes of communication and acknowledge that semiotic 

acts and products are constituted and shaped through historical, cultural, and social uses of signs” 

(p. 2). One essential aspect of social semiotic theory is the principle that modes of 

communication offer historically specific, socially, and culturally shared options or semiotic 

resources for communicating (Kress, 2010; Kress & Van Leeuwen, 2001).  

To back up this idea, Short et al. (2016) propose reading stories using different modes of 

communication; these stories include cultural identity markers that go beyond stereotypes and 

prejudices. They use the term Global Literature to refer to “any book that is set in a global 

context outside the reader’s own global location” (p. 5). Such a proposal adopts a multiliteracies 

approach because it examines global and local practices and “the potential of global literature for 

building intercultural understandings” (p. vii).  

A pedagogy of ML and the concept of design are essential elements for the development 

of my study because they build the conceptual and instructional framework to help pre-service 
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teachers make meaning through a pedagogy of multiliteracies that firstly help them recognize 

and value their own cultural practices and funds of knowledge, and then expose them to making 

connections, comparisons, and reasoning about the Other (Kramsch, 1993), and potentially 

develop intercultural awareness.  

Although initially developed for L1 contexts, a pedagogy of ML has been widely adapted 

to foreign language learning (Boche, 2014; Hepple et al., 2014; Kim & Omerbašić, 2017; Losada 

& Suaza, 2018; Luke, 2000; Medina et al., 2015; Meng, 2016; Michelson & Dupuy, 2014; 

Michelson, 2018), thanks to the wealth of possibilities it brings for interaction, real-life 

communication, and meaning-making in the language classroom. As foreign language teachers, 

we ought to engage our students with the language they are learning by exposing them to 

alternative pedagogies that are inclusive of diversity to expand their horizons and connect 

language with communities and different forms of life. As stated by Kramsch (2009), “the most 

important gift we can give our students is to explore with them (not for them) the immense 

wealth of meanings opened up by the language we teach” (p. 207).  

Previous Studies on Intercultural Awareness and Multiliteracies  

The two areas of research that I approach in this study have been explored by several 

authors separately, but research intersecting the two areas directly is not found. To connect the 

two areas of study and establish a link between those studies found in the literature and my 

research, I prepared this section in which I first include general international (outside the 

Colombian context) studies, to then explore national (Colombian) studies. I grouped them based 

on the commonalities and foci they had and also based on the contributions to the two areas of 

my study. I discuss research that is informative for my study, first on intercultural awareness and 

then on ML. Studies found in the field of intercultural communication have a variety of 
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approaches from the affective, cognitive, and behavioral components of communication 

(Bennett, 1993; Byram, 1997; Chen & Starosta, 1998; Deardorff, 2006; Hua, 2016; Liddicoat & 

Scarino, 2013; Woodin, 2016). While different scholars concentrate on studying intercultural 

awareness (Baker, 2011; Chen & Starosta, 1998), in many cases, the specific link to language 

education is not clearly established.  

The field of intercultural communication has given birth to several terms that have been 

researched in different ways. The concept of intercultural competence has been explored, based 

on the understanding that culture moves and does, and is composed of patterns of explicit and 

implicit behavior (Brice-Heath & Street, 2008; Spencer-Oatey & Franklin, 2009). Other research 

has focused on the development of the intercultural dimension of the person (Byram et al., 2002) 

and intercultural communicative competence (Byram, 1997; Coperías-Aguilar, 2010). 

Additionally, there have been models and dimensions suggested in intercultural communicative 

competence (Bennett, 1993; Byram, 1997; Deardorff, 2006; Sercu, 2004), which have paved the 

way towards measuring its development.  

Studies in the foreign language university classroom highlight it as a context for 

developing intercultural awareness. Some authors have developed models and processes for 

introducing cultural awareness (Baker, 2011; Boghian, 2016; Rappel, 2009), and others have 

explored the conditions, beliefs, and understandings for intercultural awareness to be developed 

(Liu, 2016; Wang, 2014). In fact, Liu (2016) endorses the language and culture liaison and inter-

dependability through the development of a study in the Chinese context with university EFL 

students who have been mostly exposed to language grammar in their classes. She explores 

students’ condition and attitudes towards intercultural communication and the sources from 

where knowledge and awareness are constructed. Subsequently, she proposes a course of action 
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to help students develop more intercultural awareness. This study aligns with my research 

purpose in terms of finding alternatives to connect language with the outside world and going 

beyond verbocentricity (Álvarez Valencia, 2016a; Kress, 2000) while helping preservice teachers 

gain intercultural awareness. Nonetheless, Liu proposes strategies that mostly encourage the 

acquisition of static cultural content and deprive students of making meaning and negotiating 

multiple discourses.  

Alternatively, Kramsch (2013) reflects on subjectivity, otherness, a third place, and the 

integration of literature and communication in language teaching, which is in line with Pavlenko 

(2014), who, from a view of language and cognition, has also scrutinized the discursive world of 

individuals interacting in more than one language. These discourses are interpreted based on 

their stories and “narrative worlds” (p. 207), thus delving into communication practices that 

move between more than one language and are deemed intercultural. Additionally, Liddicoat and 

Scarino (2013) indicate that awareness emerges from the interrelation between language and 

culture in intercultural communication and meaning-making. They highlight the role of learners 

as interpreters of meaning who make connections, reflect, and interact socially. Liddicoat and 

Scarino’s work supports my study because their proposal, similar to mine, comes to life in the 

foreign language classroom and views language not as the ultimate goal but in connection with 

its users’ social experiences. In my case, I take into consideration the diversity I encounter in the 

population I work with to foster intercultural understandings through reading the world (Freire, 

1987). 

Now connecting to my nearest context, intercultural communication has been a topic of 

interest in Colombian classrooms as well, given the fact that teachers have addressed the need to 

go beyond a mere linguistic approach to language teaching and to consider the social and cultural 
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understandings of local communities. Álvarez Valencia (2014) reviewed publications done in the 

intercultural field in foreign language teaching in Colombia. The review revealed that “the 

influence of sociocultural perspectives has propelled language teachers to move from a linguistic 

approach toward an intercultural approach to language and culture” (p. 1). Álvarez Valencia 

(2014) also found a variety of topics being explored, including conceptual aspects of culture, the 

role of culture in language teaching, and the development of intercultural awareness.  

Other topics that have concerned authors in the local context regarding culture and 

intercultural communication deal with learners’ perceptions, attitudes, and understandings of 

cultural elements (Gómez-Rodríguez, 2015; Ramos et al., 2012). In this regard, the work of 

Ramos et al. (2012) encouraged intercultural understanding in a rural school by including 

students’ context and narratives in lesson planning. They took into account the differences that 

exist between rural and urban education to be inclusive of those differences through the 

implementation of pedagogical strategies and the analysis of students’ artifacts to understand 

their engagement along the process.  

From a different view, there has been a focus on developing intercultural awareness 

through exposing students to literature and cultural content (Castañeda-Usaquén, 2012; Fandiño, 

2014; Gómez-Rodríguez, 2012, 2013, 2014; Ramos, 2013). One major work developed is 

Gómez-Rodríguez (2015). He conducted a study on the development of a critical intercultural 

view. He asserts that “critical intercultural competence can be achieved through controversial 

issues of deep culture that challenge learners to react critically about the status quo of deep-

rooted cultural constructs” (p. 45). He advises the inclusion of deep cultural elements in order to 

encourage more substantial intercultural development. The previous works have a cultural view 

based on learners’ realities or aim at developing intercultural understanding. Such approaches 
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permeate the goals of my study in terms of encouraging an intercultural view; nonetheless, they 

do not always connect learners’ realities with the development of new understandings. 

Mostly done in the university context, Colombian authors have also explored 

sociocultural consciousness, critical interculturality, and cultural agency (Bautista, 2017; Bonilla 

and Cruz-Arcila, 2014; Calle-Diaz, 2017; Granados-Beltran, 2016; Viafara & Ariza, 2015). 

Works on cultural agency, like the one developed by Viafara and Ariza (2015), discuss the need 

to go beyond cultural awareness-raising to build cultural agency. They analyze the role of 

sojourns for participants to make critical intercultural connections and build cultural agency. 

They suggest that “interculturally competent speakers need to be able to interpret cultural 

manifestations and connect these expressions between cultures…” (p. 126). The contribution of 

this work to intercultural discussions in the national context is the authors’ attempt to go beyond 

the level of cultural understanding and instead foster cultural agency; that is, becoming critical 

about their discoveries and connections with cultural practices. In the same line, my study adds 

to the ongoing discussion of developing intercultural awareness through alternative pedagogical 

strategies that are inclusive of pre-service teachers’ cultural practices.  

Bonilla and Cruz-Arcila (2014) explore and analyze critical sociocultural elements 

embedded in the teaching of English in rural contexts. They study unexplored areas in an attempt 

to unveil Colombian rural settings, which is key to understanding inequalities present in our 

educational system. This hard work on the part of researchers, knowledgeable of the context, 

allows to start reducing such gaps. Kiramba (2017) supports this view while exploring invisible 

or marginalized literacies, which, as he explains, are those literacies not privileged or not known 

at school but existent in rural children's realities. The population that benefited from Bonilla and 

Cruz-Arcila’s (2014) study was in-service teachers who were already facing diversity challenges 
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in education; in this sense, the study yields immediate contextual application. This is an attempt 

to bring research closer to the language classroom while involving teachers in exploring their 

contexts. Even more, promoting diverse educational practices in teacher training contexts, like 

the one where my study takes place, promises to be an awareness-raising opportunity that will 

positively impact current and future teachers to make informed context-based decisions.  

From another standpoint, recent works have explored multimodality in language learning 

and experiential learning for intercultural development (Álvarez Valencia & Fernández-

Benavides, 2018; Fernández-Benavides, 2019; Llanes-Sánchez, 2018). Álvarez Valencia and 

Fernández-Benavides (2018) explore how technology, in the form of social networks, becomes 

an alternative to foster intercultural communicative competence. This research analyzes the 

experiences of a population that was part of a teacher education program, similar to that of my 

study, but the principles governing their research differ because of their focus on multimodal 

tools for online interaction. Nonetheless, this study contributes to building possibilities for 

teacher educators to continue developing intercultural understandings in language learning. 

Following, I connect the discussion of intercultural awareness to ML as the means which allows 

me to promote new knowledge and alternatives into how these two can be integrated to develop 

intercultural language learning.  

Background Studies on Multiliteracies 

Research in the area of ML has permeated first and second language acquisition, as well 

as a variety of contexts, from elementary schools to university settings. Initial conceptualization 

and research were developed with students’ first language through the implementation of 

pedagogical practices that consider technology, literature, and social realities to provide 

meaningful pedagogical experiences (Hepple et al., 2014; Kim & Omerbašić, 2017; Luke, 2000; 
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Meng, 2016). Accordingly, the study developed by Kim and Omerbašić (2017) is an example of 

networks and interconnectivity to enter other communities and explore their literacy and cultural 

practices. This study invited adolescents to engage with textual and multimodal transnational 

practices to develop an understanding and embodiment of others’ ways of living. Although in a 

different context, this research is connected to Michelson and Dupuy (2014), who approached a 

pedagogy of ML to reshape the identities and foreign language experience of a group of learners. 

They worked with global simulations for students to feel what life is like while embracing 

someone else’s identity and cultural practices. Kim and Omerbašić (2017) and Michelson and 

Dupuy (2014) worked with a similar goal in mind: providing language users with opportunities 

to make sense of others’ cultural practices by embracing multilingual and multiliteracies 

experiences.  

The foreign language teaching field has undoubtedly benefited from research on ML for 

students’ critical engagement and cultural awareness (Boche, 2014; Dooley, 2009; Freedman & 

Carver, 2007; Fukunaga, 2006; Jacobs, 2013; Michelson, 2018; Michelson & Dupuy, 2014; 

NLG, 1996; Olthouse, 2003). To begin with, Boche (2014) is interested in teachers’ development 

as a pillar for bettering teaching practices. He explores teachers’ understanding and engagement 

with ML to embrace multimodality, explores the possibilities that students have in the language 

classroom, and provides understanding and conceptualization of reality. Nonetheless, his work 

stays at the exploration stage and does not propose pedagogical strategies that allow participant 

teachers to grapple with specific classroom-based knowledge, nor does he attempt to gain 

insights into what can be done to face current language teaching or to understand how ML can 

serve to widen limited utilitarian language learning that is not aware of diversity, intercultural 

understandings and meaning-making processes.  
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Alternatively, Nieto (2018) suggests the integration of students’ realities based on a 

theory of community–based pedagogies. Her work integrates local knowledge with curriculum 

planning and thus recognizes diversity and cultural knowledge as integral to building 

understandings of ourselves and others. This study contributes to my inquiry by providing 

specific pedagogical strategies thought of by practitioners to improve their teaching practices 

while exploring local knowledge. To do this, they are immersed in the community and connected 

to its members to create more contextualized teaching content. 

Some local studies that have drawn on a ML perspective have explored it based on 

teachers' and students’ perceptions (Areiza et al., 2014). This study uncovered how foreign 

language teachers and students saw themselves in terms of multiliteracies development. Areiza et 

al. (2014) point out that participants were highly functional in terms of literacy but with limited 

pedagogical literacy knowledge. The authors recognize the wide range of ML from a theoretical 

standpoint; however, along with their exploration, they pair multiliteracies skills to computer 

literacy, which is a reductionist view of ML.  

A wider view of ML is inclusive of cultural, linguistic, communicative, and technological 

diversity, is aware of current changing contexts, and fosters empowerment and critical thinking 

(Cope & Kalantzis, 2000; NLG, 1996). Let us also consider O’Rourke (2005), who suggests that 

“one way of understanding multiliteracies is to consider four dimensions of literacy that are 

applicable regardless of the communication mode – the human, foundational, critical and 

creative” (p. 2). In this sense, when more than one dimension is at stake, diverse possibilities 

arise and thus diverse ways of understanding the world, which is what ML aims at.  

Losada and Suaza (2018) implemented a pedagogical approach to ML in a foreign 

language classroom through “video-mediated listening activities” (p.13) to expose students to 
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multiple literacies and the construction of multiple meanings while learning a new language. 

They acknowledge the benefits that a pedagogy of ML brings to a language class and thus 

proposed activities that would enhance learners’ linguistic skills while making meaning of new 

knowledge. They proposed language learning that made more sense to students because they 

were encouraged to reach new interpretations; notwithstanding, the study did not aim to 

articulate the 3 Ms (multilingual, multicultural, and multimodal) of ML, which would have 

provided students with more opportunities to live a deeper meaning-making experience that 

would further their multilingual view. This study aligns with other studies developed in foreign 

language classrooms in that it finds alternative pedagogical strategies supported on a pedagogy 

of ML to engage language learners in real-life communication. 

It is essential to review works that have explored ML from a community perspective as a 

way to voice local realities. Medina et al. (2015) turn to ML to help their students read their 

communities critically to transform their lives. They assert that “their [students’] immediate 

learning community serves as a place to learn, raise awareness and propose changes by studying 

social and cultural issues critically” (p. 46). The authors took advantage of the digital mode of 

the class they were teaching to implement multimodal and digital literacies, thus including a 

multiplicity of communication channels (Cope & Kalantzis). By critically reading their academic 

community, students recognized diverse semiotic resources, appreciated and enacted local 

knowledge.  

Luke (2012) supports a critical view of literacy because he affirms that “it views 

language, texts, and their discourse structures as principal means for representing and reshaping 

possible worlds… the use of texts to analyze social fields and their systems of exchange-with an 

eye to transforming social relations and material conditions” (pp. 8-9). ML thus became a 
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possibility for introspection and for gaining cultural knowledge. The knowledge gained should 

be a resource for opening ourselves to new possibilities and new communities to build 

intercultural understandings.  

The studies reviewed in both literacies and ML illustrate the work done in diverse 

contexts and with several approaches. Studies initially conceived for the first language classroom 

served as background to introduce ML and intercultural communication principles in foreign 

language contexts. Discussing the state-of-the-art in the national and international contexts has 

helped me understand the history and current panorama of the topic under study, and thus 

contributed to nourishing my research. The gap that I still find is the contextual situation of my 

work and the integration of both ML and intercultural awareness. For this reason, by connecting 

the two concepts, this research will contribute to language teaching by specifically exploring 

how pre-service teachers engage with a pedagogy of multiliteracies and thus develop 

intercultural awareness.  
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Research Design 

Learning does not take place just “between the ears,” but is eminently a social process. 

Students’ learning is bound within larger contextual, historical, political, and ideological 

frameworks that affect students’ lives. (González et al., 2005, p. ix) 

This study is grounded in a social constructivist paradigm, which understands that 

meaning is constructed subjectively and that “intercultural differences and cultural memberships 

are socially constructed” (Hua, 2016, p. 12). This view aligns with the idea of learning for life 

and the construction of knowledge through experience (Honebein, 1996). Social constructivism, 

as an epistemological perspective, informs this study as it provides a lens through which to 

understand participants’ knowledge construction while they get engaged in multimodal and 

multiliteracies practices that highlight the self through funds of knowledge (González et al., 

2005). This knowledge construction and the interactions that participants and researchers 

undergo bring about a process of interpretation to derive co-constructed knowledge.  

A social constructivist epistemology also connects with some of the principles of a 

pedagogy of ML. In particular, ML draws from constructivism in that it understands learning as 

the negotiation and construction of meanings that are also tied to identities. It acknowledges the 

multiple sources of knowledge construction and representation and their mediatory role in human 

development. This is why ML takes a broader view of the human representational process and 

considers a broad range of semiotic resources or modes of meaning-making people deploy in 

contemporary communications environments (Cope & Kalantzis 2009; NLG, 1996). In this 

regard, this study is carried out based on a pedagogy of ML that focuses on “modes of 

representation much broader than language alone, which differ according to culture, and context, 

and have specific cognitive, cultural, and social effects” (Cope & Kalantzis, 2009, p. 4).  
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Multiliteracies studies commonly draw on ethnography and case study methodologies. 

Ethnographic research delves into exploring features shared by a group of people to “develop a 

general portrait” (Creswell, 2012, p. 461); thus, providing a means to understanding and 

interpreting their behavior, attitudes, and practices. Consequently, this work adopts a qualitative 

interpretive case study perspective to gain a deep understanding and provide a “detailed 

description and analysis” (Creswell, 2012, p. 481) of the experience participants have while 

engaging in the pedagogy of multiliteracies and potentially developing intercultural awareness. 

In this line of thought, Guba and Lincoln (1994) argue that “qualitative data can provide insight 

into human behavior” (p. 106); that is, provide tools to scrutinize specific characteristics that can 

be documented through observation. 

Moreover, Merriam (2009) presents a case study as “one type of qualitative research that 

searches for meaning and understanding; the researcher being the primary instrument of data 

collection and analysis. A case study is an in-depth description and analysis of a bounded 

system” (pp. 39-40).  

The bounded system in this research is the specific language class I taught, and the 

ecological space created by the interactions between the students and me, and the students with 

each other. They made a case to be studied because a specific sample of the population of a 

Teacher Education Program became the center of examination and participated in a set of 

activities only prepared for the class they were taking.  

Furthermore, in line with a constructivist epistemology, I draw on Geertz (as cited in 

Hua, 2016), who describes the interpretive perspective as a way to “uncover and interpret culture 

through the contexts where it exists, describing and observing behaviors in detail and in their 

contexts” (p. 23). That is, the results of the interpretation derived from this research are mediated 
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by me as a researcher and by the participants and their experiences, which are negotiated and 

result from interaction. In short, the adopted lenses for this study, a social constructivist 

paradigm and a qualitative interpretive case study approach, allow me to understand students’ 

attitudes and engagement with a pedagogy of multiliteracies and the way these practices mediate 

their development of intercultural awareness.  

Context and Participants  

This study was carried out during an academic semester at Universidad del Cauca, a 

State-funded University in Colombia, located in Popayán, the capital city of the Department of 

Cauca. The Department of Cauca has a very diverse population with people coming from 

Indigenous, Afrocolombian, and Mestizo backgrounds. The participants were a group of twelve 

pre-service teachers who came from this diverse background and thus my curriculum was 

planned to be inclusive of that diversity.  

The course name is Understanding and Producing Texts in English, a class that is 

regularly taught in the 4th year of a 5-year teacher education program with a major in Spanish 

and English. The aim of the course is to develop reading skills in the English language for PSTs. 

The curriculum is mediated by the following mission of the program with which all courses have 

to align: To train future educators capable of understanding local and diverse knowledge, as well 

as oriented towards global and general knowledge, and who can use knowledge gained in the 

program to better relate to the context in which they are teaching. Once they graduate, most PSTs 

get teaching jobs in rural communities, indigenous reservations or vulnerable communities, 

therefore, the curricular planning of all courses must aim at providing them with tools to help 

them connect with their teaching contexts.   
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Taking into account the program and the course mission and goals, teachers choose the 

course material and have the freedom to adapt it to fit the needs of PSTs. In this specific case, 

and based on students’ academic and personal backgrounds and learning needs, I decided to 

include stories that facilitated PSTs making global to local connections in order for them to not 

only learn from the stories linguistic content, but also gain some intercultural awareness and 

become aware of pedagogical strategies through a pedagogy of multiliteracies that would help 

them develop class activities now and enrich their pedagogical repertoire for their future teaching 

careers. 

All pre-service teachers enrolled in this class participated in the study, given that the 

activities developed were part of the class curriculum; nonetheless, they signed an informed 

consent form (see appendix 1) that explained what data I would collect out of the activities 

developed in class. The consent form also made students knowledgeable about anonymity 

insurance. I gave participants pseudonyms to protect their identity but internally made sure I 

could recognize them through their individual stories.1 There were nine women and three men 

who belonged to strata two and three in the Colombian socioeconomic stratification system. 

Some were from the city of Popayán, while others came from different municipalities of the 

Department of Cauca and from other Departments of the country. Their ages ranged between 21 

to 26 years old. Their background and family histories were explored. Thus, our diversity 

became an opportunity to engage with rich discussions, in which personal stories of frustration, 

accomplishment, moving, and being, came to life in an environment of safety and confidence 

that we built in our classroom. 

                                                           
1 Colombian socioeconomic system is divided into five strata. The higher the strata the better the income.  
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My positionality as a teacher-researcher was that of a participant-observer since I actively 

participated in the whole research process by proposing, designing, and by developing 

multimodal activities with them and collecting evidence that helped answer the study's research 

questions. Kramsch (2009) suggests that “the most important gift we can give our students is to 

explore with them (not for them) the immense wealth of meanings opened up by the language we 

teach” (p. 207). This is why the decision-making in terms of the kind of material I chose to 

explore with them and the diverse activities we developed were all influenced by my personal 

and professional background and the perceptions I had of them. My subjective experiences 

(Kramsch, 2013) as a language learner came to life while planning the activities because I 

wanted to have a humanistic impact on pre-service teachers; I wanted them to learn from me as a 

person as well.  

My background as an Afro-Colombian woman who grew up in the Pacific Coast of 

Colombia, who loves to read, write, and recite poems and tales was always reflected in the 

stories I chose for them. I cannot leave my personal and family story behind. The close-family 

heritage I carry with me was present while reading and reflecting upon Guji Guji experiences, a 

character who grew up amidst a different species, but felt welcome because of who he was; by 

reading Sosu’s call, a boy whose difference got him in the spotlight, but whose big heart and 

bravery saved his community; and by reading Malala’s magic pencil, and making students 

believe that we reach our goals if we are brave enough to fight adversity. Through this research’s 

human and constructive nature, we found possibilities to uncover diversity and made meaning 

that surpassed the expectation of a regular reading course in a teacher education program.  
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Instructional Design  

I implement pedagogical strategies to help PSTs in their current language education, 

which would also contribute to their future teaching careers. Given that this study required a 

pedagogical implementation, in this section, I outline the pedagogical principles that inform the 

multiliteracies activities carried out. I collected data during an academic semester, in which I 

engaged pre-service teachers in different multimodal tasks that set the context for a pedagogy of 

multiliteracies and the development of intercultural awareness. In order to achieve this, I drew on 

a pedagogy of ML, which is an approach to literacies that includes a multiplicity of discourses; a 

three Ms–multilingual, multicultural, and multimodal–view of literacy (Cope & Kalantzis, 2000).  

ML “overcome the limitations of traditional approaches by emphasizing how negotiating 

the multiple linguistic and cultural differences in our society is central to the pragmatics of the 

working civic, and private lives of students” (NLG, 1996, p. 60). ML is “a way to focus on the 

realities of increasing local diversity and global connectedness” (p. 64). A pedagogy of ML suits 

my research work because it embraces cultural and linguistic diversity, thus bringing possibilities 

to construct meaning and value difference.  

The NLG (1996) suggests pedagogical orientations to ML, which include the following 

four components:  

Situated practice, based on the world of learners’ designed and designing experiences. 

Over instruction, through which students shape for themselves an explicit metalanguage 

of design. Critical framing, which relates meanings to their social contexts and purposes. 

And transformed practice, in which students transfer and re-create designs of meaning 

from one context to another. (p. 83)  

 



DEVELOPING INTERCULTURAL AWARENESS THROUGH A PEDAGOGY  61 
 

These pedagogical orientations were reformulated by Cope and Kalantzis (2006) one 

decade later. They named them knowledge processes and presented them as a practical 

alternative for a pedagogy of ML, based on the experience theorizing and putting ML in action. 

Cope and Kalantzis (2006) explain that “this updated and revised restatement ML agenda is 

grounded in ten years of practical intervention, research, and theoretical work” (p. 20).  

Several studies have used this framework for putting ML into action in the foreign language 

class (Michelson & Dupuy, 2014; Palpacuer Lee, 2018). Figure 2 presented below was proposed 

by Michelson and Dupuy (2014) to illustrate the move from the NLG (1996) pedagogical 

orientations to the new proposal developed by Cope and Kalantzis (2006). They designed this 

figure to exemplify how they used the knowledge processes as a pedagogical strategy to help 

language learners make meaning.  

Figure 2 

Four Curricular Components (NLG, 1996) and Knowledge Processes (Kalantzis & Cope, 2006) 

shown side by side in Michelson and Dupuy (2014) 

 

Source: Kalantzis and Cope (2006); Michelson and Dupuy (2014); NLG (19996)  
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Cope and Kalantzis (2006) explain the rationale behind the knowledge processes as 

follows:  

Experiencing: …school learning and the practical out-of-school experiences of learners. 

Experiencing the Known -reflecting on our own experiences, interests, perspectives, and 

experiencing the New -immersion in new situations and texts. Conceptualizing: The 

learners become active conceptualizers, making the tacit explicit and generalizing from 

the particular. Drawing distinctions of similarity and difference, categorizing and naming. 

Conceptualizing requires that learners be active concept and theory-makers. It also 

requires weaving between the experiential and the conceptual. Analyzing: Learners 

explore causes and effects, develop chains of reasoning and explain patterns in text. 

Learners interrogate the interests behind a meaning or an action. Applying: Entails the 

application of knowledge and understandings to the complex diversity of real-world 

situations. It involves making an intervention in the world which is truly innovative and 

creative and which brings to bear the learner’s interests, experiences, and aspirations. (pp. 

17-19) 

 

The knowledge processes are the materialization of a pedagogy of ML in terms of being a 

practical guide to welcome reflection and action in a language class. The steps proposed by Cope 

and Kalantzis (2006) are by no means to be used linearly, nor are they to be taken as mandatory. 

They are rather a possibility for engaging in the pedagogy of multiliteracies while exploring new 

knowledge, reasoning and using it to gain language and cultural insights.  
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Data Collection Process 

In table 2, I include the instruments and procedures of data collection and their relation to 

each research objective. In parentheses, after the instrument, I have written the number of times 

each instrument was administered:  

Table 2 

Instruments and Procedures of Data Collection 

Instrument Goal Procedure 

Pre-service 

teachers’ (PSTs) 

artifacts: 

Narrative 

accounts (# 1) 

(See Appendix 2) 

To provide data on 

PSTs’  

engagement in 

narratives so as to 

know their funds of 

knowledge, raise 

self-cultural 

awareness and 

identify literacy 

practices 

(Objective 1) 

PSTs wrote audio or video recorded narratives 

about their cultural and literacy background. 

The purpose was to engage them in a narrative 

that uncovered their funds of knowledge, raised 

self-cultural awareness, and identified 

multiliteracies practices. According to 

Creswell (2012), narratives “explore individual 

stories to describe the lives of people” (p. 20). 

Narratives can help classroom practices 

because “stories reported in qualitative 

narrative research enrich the lives of both the 

researcher and the participant” (Creswell, 

2012, p. 501). The prompts to trigger PSTs’ 

writings were “broad topics to be explored in a 

mutually educative manner” (Gonzalez et al., 

2005, p. 11). This served as a guide for 
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Instrument Goal Procedure 

participants to freely express other aspects that 

may not be specifically prompted.  

PSTs’ artifacts: 

Visual stories - 

Intercultural 

awareness among 

peers (# 1) 

(See Appendix 3) 

To provide data on 

PSTs’ raising of 

intercultural 

awareness through 

the identification of 

literacy practices 

(Objective 1) 

 PSTs’ shared their narratives with their 

classmates so that the person who received 

them could read them, watch them or listen to 

them (depending on the format). Students 

exchanged their narratives with three 

classmates. While reading, readers took notes 

of aspects they found remarkable, touched by, 

or identified with. After that, each person chose 

to represent one of the stories, their feelings, 

and reactions in the form of a comic strip, a 

timeline, or any other visual resource. They 

posted visual representations on the walls of the 

classroom and presented them, explaining what 

they symbolized. 

PSTs’ artifacts: 

Workshops on 

global literacies 

with a ML 

perspective (5 

books + 

To collect data on 

PSTs’ engagement 

with interpreting 

and designing 

multimodal texts 

Multimodal tasks for PSTs to engage in the 

pedagogy of multiliteracies and gain 

intercultural awareness.  

Global literature. I chose five books with a 

multicultural and global perspective in order 

to provide rich opportunities for PSTs to 



DEVELOPING INTERCULTURAL AWARENESS THROUGH A PEDAGOGY  65 
 

Instrument Goal Procedure 

2 documentaries) 

(See Appendix 4) 

 

through a pedagogy 

of multiliteracies 

 (Objective 2) 

discuss topics of concern to specific cultural 

groups around the globe. We read fictional 

and non-fictional books with a global to global 

and global to local perspective (Short et al., 

2016).  

Global documentaries. We watched two 

documentaries that present global intercultural 

perspectives, in order to raise awareness on 

how we have come to see others, based on the 

limited and stereotyped information gained 

from biased sources, and how we construct 

other people’s identities and impose stories on 

them, from our own standpoint. 

Culturally diverse exhibition. We read the 

book: What the world eats (D’Aluisio, 2008). 

This book presents twenty-five families in 

twenty-one countries. The book depicts the 

foods they commonly eat during a week. Since 

PSTs come from different backgrounds, they 

prepared and brought foods from their regions 

and presented those, making global and local 

connections (Short et al., 2016).  
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Instrument Goal Procedure 

PSTs’ 

Questionnaire: 

Perceptions on 

Intercultural 

awareness (# 1)  

(See Appendix 5) 

To provide data on 

PSTs’ perceptions 

of a pedagogy of 

ML. 

(Objective 3) 

I administered a questionnaire to know PSTs’ 

engagement with a pedagogy of multiliteracies 

and to understand how these practices 

influenced their intercultural awareness. It also 

helped to elucidate the articulation of a 

pedagogy of multiliteracies and intercultural 

awareness. 

Researcher’s 

Journal (# 14) 

(See Appendix 6) 

To provide data on 

PSTs’ engagement 

with interpreting 

and designing 

multimodal texts 

through a pedagogy 

of ML and their 

connection to the 

development of 

intercultural 

awareness 

Objectives: 1, 2 & 3  

I completed a journal to document my 

observations of all instances in which PSTs 

engaged with a pedagogy of multiliteracies and 

to analyze how these practices were likely to be 

connected to the development of intercultural 

awareness. I wrote fourteen entries during the 

research process.  

Source: My Own 

 



DEVELOPING INTERCULTURAL AWARENESS THROUGH A PEDAGOGY  67 
 

I engaged PSTs with diversity through multimodal texts and a pedagogy of 

multiliteracies. While reading or watching stories and developing multimodal tasks, they 

underwent different types of engagement. I encouraged them to Experience, Conceptualize, 

Analyze, and Apply, following the Knowledge Processes (Kalantzis & Cope, 2016). I analyze 

excerpts taken from the stories, which generated discussion and knowledge. I quote some of 

PSTs’ verbatim to illustrate how they materialized the stages of analysis and application of a 

pedagogy of multiliteracies while diversifying their views of others and portraying indicators of 

intercultural awareness. 

Data Analysis Procedure 

Qualitative data analysis is an iterative and reflexive process that begins as data are being 

collected (Clandinin, 2006). For this reason, I drew on Marshall and Rossman’s (2011) seven-

phase analytic procedures, as follows: (1) Organizing data –listing the data gathered and logging 

it per dates and type. Based on the data collection instruments, I organized the data by types; that 

is, I had four groups of data: narrative accounts and visual stories –intercultural awareness 

among peers, workshops on global literacies with a ML perspective, perceptions on intercultural 

awareness, and researcher’s journal. Because the entries to the researcher’s journals were written 

as a way to triangulate data collected from other instruments, I did not add them to a group; 

instead, they provided elements to deepen the analysis of data collected from each instrument. 

(2) Immersion in the data –engaging with the data and making sense out of it. I went through 

every journal entry first, then put together all the information I gathered through the other 

instruments to start documenting how they contributed to answering the questions of the study. 

(3) Coding the data –applying codes to the categories generated. I codified the data in terms of 

data collection order and patterns that started to appear in data coming from different sources to 

ensure trustworthiness. This was done by assigning dates, names and numbers to each piece of 



DEVELOPING INTERCULTURAL AWARENESS THROUGH A PEDAGOGY  68 
 

information collected. Then I found commonalities in the data and grouped it based on my first 

insights of how information related to further analyze it and draw on more specific categories. 

(4) Offering interpretation through analytic memos—I wrote out my thoughts about the data 

patterns and categories. This was part of the process of generating categories of analysis, putting 

them together, and finding other possibilities. Writing out my thoughts about the data was first 

done through the researchers’ journal, then expanded during this analytic process.  

 (5) Generating categories and themes: To generate categories, it was necessary to write 

down commonalities and to find points of convergence inside the data gathered. Because I had 

different sources of information, I had to find ways in which they crisscrossed and how the 

existing literature supported such themes.  

 (6) Searching for alternative understandings –trying to find other ways of interpreting the 

data through triangulating. I did this by making sense of the data. After organizing and 

generating categories, reasoning, and analyzing, I observe, analyze, and compare how all the 

instruments contributed to reaching the objectives. This comparison between instruments 

allowed me to perform methodological triangulation (Denzin, 1970), which was further 

supported through analyst triangulation through the dissertation advisor, who went over my 

interpretations and provided further insights, based on what he saw and on how he would 

conduct the analysis. 

 (7) Writing the report of the study –extending the analytical process and reporting the 

complexity of the data, as well as its interpretation. After having followed the different steps into 

data analysis, writing the report gave cohesion to the study, as I could put the data report into 

chapters that narrated the process participants went through to develop intercultural awareness 

through a pedagogy of ML.  
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Analyzing Narratives  

I interpreted PSTs’ narrative accounts through a narrative analysis approach (Bold, 2012) 

to support the social constructivist nature of this study. Narrative analysis consists of interpreting 

stories with a research framework in mind. That is, participants tell everyday stories, and these 

ones are analyzed based on specific elements that include how the story is told and the different 

steps in the development of the story, which provide sources of data to understand narrators’ 

specific life events. In this specific case, PSTs wrote, audio or video recorded their stories, which 

gave them time to recall and organize the events to be told. This provided chronologically 

organized stories, which were interpreted, taking the elements that uncovered their early literacy 

process.  

Analyzing Multimodal Texts  

To analyze PSTs’ multimodal artifacts that constituted narrative accounts and visual 

stories, I adopted Álvarez Valencia’s (2016b) steps in multimodal analysis of texts. His model 

emerges from the need to analyze contemporary texts in a different way. He asserts 

that the new communication landscape has shaping effects on how people design, 

negotiate and disseminate meaning; therefore, another approach to language and 

communication is necessary – an approach that is heuristic and looks at different 

elements that part-take in meaning-making and sign production. (p. 100) 

The author proposes a four-step process to analyze texts, as shown in figure 3.  
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Figure 3 

Steps in Multimodal Analysis of Texts 

 

Source: Álvarez Valencia (2016b) 

The first step Examining conditions of production and use of text analyzes under what 

social, cultural, and historical conditions a text is produced. By doing this, the author and the 

audience are situated in a particular context and time, and their relations of production and 

consumption are established. In this step, the conditions of use of text are also examined. This 

includes an analysis of the particular genre that is performed in regards to its structure, cultural 

and social functions. In my project, genre was important because PSTs could produce different 

kinds of texts, and that gave more elements for analysis; besides, PSTs’ varied places of origin 

and school backgrounds added to the diversity of their narratives. That is to say that PSTs’ places 

of origin and life stories highly influenced the genre they chose to narrate their stories, that is 

why genre was closely related to PSTs’ backgrounds, and to the production and enjoyment of 

certain types of texts.  
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The second step is Identifying base units: that is, “base units that compose a text” (p. 

103), which include, as cited in Bateman (2008), “everything which can be seen on each page of 

an analyzed document” (p. 103). For this, I established the semiotic resources used by PSTs in 

their text design in class; I identified every element on the multimodal texts that made any type 

of meaning: drawings, lines, space, color, letters, etc. 

The third step is Identifying modes of communication and their functions. It describes 

modes of communication, supported in the six areas of Design (linguistic, audio, spatial, 

gestural, visual, and multimodal) identified by the NLG (1996). Here, I established the modes of 

communication based on the six areas of design, then the functions that the modes or base units 

performed in constructing meanings in the multimodal text.  

The fourth step is Establishing intersemiotic relationships: Álvarez Valencia (2016b) 

suggests this the fourth and last step in multimodal text analysis. For this, I analyzed meanings 

derived from the combination of the different semiotic resources that composed the multimodal 

composition.  

Furthermore, while analyzing multimodal texts, I draw on intersemiotic relationships that 

are established in the ideational, interpersonal, and textual meanings. Ideational meanings are the 

“representation of meanings about the world” (Álvarez Valencia 2016b); Interpersonal meanings 

are the visual representation of narratives based on their organizational and hierarchical 

elements; and Textual meanings are the relationships among groups of elements linked to one 

another (Kress & Van Leeuwen, 2001). 

Although Álvarez Valencia (2016b) advises that the steps toward multimodal analysis he 

proposes can use alternative orders, not necessarily the linear road he exemplified in his analysis, 

I followed the same order he used because it first explores general text conditions and then 
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analyzes other nuances. PSTs’ texts, coming out of their understandings of their partners’ 

cultural and literacy experiences, became a good base for exploring their meaning-making 

experience because, through these texts, they externalized feelings and perceptions of their 

counterparts. In the end, the analysis of different modes of communication and meaning 

construction derived from the multiliteracies tasks developed by participants that contributed to 

reaching the goals of this study.  

Questionnaire Analysis 

To document PSTs’ engagement with a pedagogy of ML and their development of 

intercultural awareness, I administered a questionnaire at the end of the academic term, which 

was made up of the following three questions. I organized this information in pie charts to 

visually analyze participants’ preferences for a specific literacy piece. I used a coding scheme 

defined by phrases, from which the following two categories of data emerged: Gender awareness 

and Social awareness; furthermore, within social awareness there were three subcategories that 

included: issues on ethnicity, economy and inclusion. These categories came out of the grouping 

of PSTs’ specific book choices and further developed in their written comments that I grouped to 

analyze commonalities that revealed their specific awareness raising based on the topics worked. 

The qualitative analysis was done based on the categories mentioned above, in which I also took 

elements from the notes taken in the researcher’s journal. I also referred back to the multiliteracy 

tasks and students’ reactions that I described in the previous section. A qualitative analysis 

(Clandinin, 2006; Creswell, 2012) of these questions provided insights and a deep understanding 

of PSTs’ experience and enabled to document their engagement with a pedagogy of 

multiliteracies and their development of intercultural awareness.  
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Findings 

This section presents the analysis of PSTs’ voices while they made meaning of texts 

cultural content, interpreted and designed multimodal texts through the work done based on 

pedagogy of multiliteracies and, through this, developed intercultural awareness. I present their 

experience of writing and analyzing narratives, reading global literature, watching global 

documentaries, and organizing a globally diverse exhibition, in which they developed better 

understandings and appreciation of local knowledge; that is, knowledge of their immediate 

contexts, including their own communities of origin, the nearby towns, the region and the 

country, and also became aware of global realities; that is to say, places outside Colombia. Short 

et al. (2016) refer to global Literature as “any book that is set in a global context outside the 

reader’s own global location” (p. 5), which was the case in this study. 

The 12 PSTs involved in this study received the following pseudonyms: Females: Ana, 

Isabella, Paula, Juliana, Andrea, Maira, Luisa, Mariana, and Sofia, and Males: Manuel, Dario, 

and Felipe. These pseudonyms are used along the data analysis to cover their identity but yet 

keep their individual voices. There are instances in which I present the participants as a group, 

while in other, I illustrate individual experiences because of the descriptive and analytic fashion 

of the tasks developed.  

Literacy Practices and Funds of Knowledge 

Table 3 presents the categories of analysis derived from the data and their connection to 

reaching objective 1, which is: To identify early literacy practices that underlie pre-service 

teachers’ funds of knowledge. I present each category based on the commonalities found in 

PSTs’ experiences through data collection. Subcategories are present in more than one category 

of analysis because concepts such as funds of knowledge, reading as a meaningful literacy 
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practice, or bedtime stories as literacy events were identified in different moments of PSTs’ 

narratives.  

Table 3 

Categories of Analysis 

Objective Instrument Categories of analysis 

1. To identify early 

literacy practices that 

underlie pre-service 

teachers’ funds of 

knowledge. 

 

1a. Artifacts: 

Narrative Accounts 

 

1b. Artifacts: Visual 

stories: Intercultural 

Awareness among 

Peers 

1. Narrating early literacy 

practices 

2. Personalizing my literacy 

journey 

3. A sense of loss: Connecting 

places and cultural literacy 

practices 

4. Family contribution to my 

literacy process 

5. School contribution to 

literacy 

Source: My Own 

Narrating Early Literacy Practices 

As presented in table 3, this section accounts for objective 1: To identify early literacy 

practices that underlie pre-service teachers’ funds of knowledge. It was possible to reach this 

objective by gathering and analyzing PSTs’ artifacts through narratives that they wrote, audio 

recorded, or video recorded, which raised cultural awareness and helped identify some of their 

funds of knowledge (González et al., 2005), and literacy practices. To trigger the writing of their 
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narratives, PSTs were asked to do the following: Narrate, in any mode you like (a podcast, a 

video clip, an alphabetically written text, etc.), your cultural and literacy background.  

Additionally, there were artifacts that illustrated visual stories developed by PSTs, after 

reading their partners’ narratives, based on what was unveiled from each other and on the 

capacity they developed for analyzing and understanding these stories. As an example, and 

drawing on Álvarez Valencia’s (2016b) steps in multimodal analysis of texts, I analyze a visual 

story that shows PSTs’ engagement with their partners’ literacy experiences. This type of 

multimodal analysis is as well supported on the work Kress and Van Leeuwen (2001). 

 In this task, I asked PSTs to read their partners’ narratives, then take notes of aspects they 

found remarkable, touched by, or identified with. After that, each person chose to represent one 

of the stories, their feelings, and reactions, in the form of a comic strip, a timeline, or any other 

visual resource they found available. They posted the visual representations on the classroom 

walls and, each designer explained what it meant and how they perceived their partners’ 

experiences.  

When I told PSTs that their partners would read their narratives and react to them to gain 

awareness on their funds of knowledge, there were different reactions. Some felt unease because 

they were accustomed to having me as their unique audience. I witnessed this feeling while PSTs 

participated in the activities so I took notes of this in the researcher’s journal. They had written 

very personal issues there, including pictures of themselves and their childhood experiences. 

Nonetheless, I told everyone about the importance of developing this exercise professionally and 

respectfully.   

PSTs portrayed commonalities they had with their partners in their drawings, which 

showed how the narrator’s experience was similar to the designer’s. They highlighted books 
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read, methodologies found at school, good and bad experiences, and reasoned about education. 

Additionally, they used their teaching knowledge to understand and explain their partners’ texts. 

In figure 4, I present one example of how Paula transmodalized Manuel’s narrative. 

Afterwards, table 4 illustrates specific moments in which each mode was present in PSTs’ texts. 

Subsequently, I analyze features of the graphic examples by displaying base units, mode of 

communication, and function. I finish by establishing intersemiotic relationships according to 

Álvarez Valencia’s (2016b) analysis model. 
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Figure 4 

Funds of Knowledge in Literacy: Manuel’s Story Illustrated by Paula  

 

Source: Paula 

 

 

 



DEVELOPING INTERCULTURAL AWARENESS THROUGH A PEDAGOGY  78 
 

Table 4 

My Partner’s Literacy and Cultural Background – Modes of Communication 

Base units  Mode of 

communication 

Function 

Funds of knowledge in literacy 

 

Spatial/Visual/ 

Gestural/ 

Linguistic 

To document funds of 

knowledge in literacy 

development  

Elements distribution  

-School on top, followed by home and 

cultural elements 

-Family board games                            

-Music at school 

-Leaving hometown 

- The university symbol (a torch) in his 

thoughts 

 

Spatial/Visual -To present in the form of 

a timeline, different 

moments lived. 

-To display a u-shape 

process (good beginning 

with lows and ups)  

-To evidence an early 

literacy process, school 

contribution to literacy 

and transition from rural 

to urban 

-To show empowerment 

gained at university  

-Happy boys enjoying board games, music, 

arts, school 

Visual/Gestural -To exemplify through 

facial expressions and 

the performance of 
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Base units  Mode of 

communication 

Function 

- A sad boy sitting on the ground refusing to 

leave town 

-A family leaving everything behind  

-A happy boy again after entering 

university 

-The symbol of the university (a torch) in 

the boys’ thoughts while smiling  

activities, such as 

playing, reading, and 

painting, good and bad 

experiences in the 

literacy process 

Expressions –First letters and numbers 

-Typography –Capitalization of the first 

letters at school and of the word 

UNIVERSIDAD 

-Translanguaging – Universidad in Spanish                      

Linguistic -To describe literacy 

beginnings 

To emphasize current 

literacy practices  

Source: My Own  

Paula’s drawing is a detailed representation of Manuel’s narrative, based on her own 

perceptions and sensitivities that awoke while she read Manuel’s story. As suggested by Kress 

and Van Leeuwen (2006) “visual structures point to particular interpretations of experience and 

forms of social interaction” (p. 2). This means that my analysis and presentation of  Paula’s 

drawing here is a recreation of her visual representations based on my own experience as well. 

That is to say that a text that was originally narrated by Manuel has had at least two different 

representations, interpretations and redesigns (NLG, 1996). Aligned to this, Machin (2016) 
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discusses how language grammar and visual grammar differ, thus he ascertains the challenge of 

analyzing visual designs.  

Paula’s image comprises base units that portray groups of students drawing and illustrates 

the most remarkable and meaningful moments and people who have surrounded Manuel’s 

literacy process. Although placing school on top gives it a central position in his life, the role of 

family members, mainly his brother, is also acknowledged with a height almost as equivalent to 

the school. The height refers to the brothers’ location in the image, which takes a place almost as 

important as school, and is reinforced with letters that provoke more meaning making of a school 

context (Kress & Van Leeuwen, 2006). Some cultural elements in Dario’s environment, such as 

music, painting, trees, a mule, and a country house, represent the rural environment where he 

grew up. His moving from place to place is related to a variety of feelings, with a happy 

beginning, followed by sadness of moving, and then the pleasure of being at a university, which 

is a place that feels like home. The description of the places where he has lived, and experienced 

literacy development were enrooted in Manuel’s narrative, and in this way, Paula gave them a 

starring role in her visual interpretation. Through Manuel’s journey, each place had a special 

meaning, of either happiness or enrichment (Rohkrämer & Schulz, 2009). 

Additionally, playing board games with his brother, which is presented on the top left part 

of the page, is an important event in Manuel’s early literacy practices, which was equally 

highlighted by Paula who acknowledged this beginning as a positive influence in Manuel’s 

literacy process. Playing board games has a double purpose because Manuel has fun at home, 

and it facilitates his literacy process at school, establishing the so-needed school-home 

connection (Dewey, 1933; Freire, 1987). This school-home connection is remarked by an arrow 

that follows board games. Once Manuel had this first experience, he went to school to continue 
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enjoying literacy practices which were now more alphabetical, but still kept the collaborative and 

participatory essence they had at home. After living many positive experiences associated with 

literacy events (Barton & Hamilton, 2000), Manuel lives a painful moment which shows him 

sitting on the ground with a sad expression, not interested in the book in his hand, and then 

travelling a long road with his family. However, leaving town had its rewards once he 

encountered a new world of possibilities in which his literacy practices were enjoyable again.  

 Paula’s drawing provided visual, spatial, and linguistic (Cope & Kalantzis, 2009) 

representations of Manuel’s narrative. It has visual images of happiness throughout, with only 

one sad moment —when he refuses to leave home. Additionally, the linguistic mode represents 

specific words that marked his experience, with typographic elements, such as capitalization, to 

contextualize and emphasize a space. This denotes how literacy has remembered that 

multimodality has always been part of textual constructions (Kress, 2003), bringing the school 

and home contexts together and permeating social aspects that traditional literacy did not 

consider.  

The multiplicity of discourses and forms of expression that go beyond linguistic symbols 

in communication are addressed by Rowsell and Collier (2017), who assert that “communication 

is a combination of modes of representation and expression within text designs, including visual, 

print, gestural, dramatic and oral” (p. 313). Paula’s meaning-making shows that communication 

emerges from assembling modes (space, image, color, gesture, language) to create particular 

meanings, in this case her understanding of Manuel’s narrative. A boy crying at the bottom of the 

page, holding a book in his hand outside a small country house represents fear and attachment to 

a place (Rohkrämer & Schulz, 2009). This is followed by a mule that takes he and his family to 

the city where he finds a great place called university and which makes him smile again. This 
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transition from the countryside to the city, although described as painful at the beginning, ends 

happily when Manuel encounters knowledge represented in books and a space where he feels at 

home, which is represented with a torch, that is the symbol of the university where this study 

took place.  

Every element in this visual space created by Paula is located to show transitions and 

connections between elements of the drawing and the visual, linguistic, and spatial modes. In this 

way, there are intersemiotic relationships that can be established in the ideational, interpersonal, 

and textual meanings, as follows: 

Ideational meanings – or the “representation of meanings about the world” (Álvarez 

Valencia 2016b) is established by presenting educational institutions such as schools and 

universities as spaces where learning takes place. The representation of these ideational 

meanings are viewed by Kress and Van Leeuwen (2006) as “the ability of semiotic systems to 

represent objects and their relations in a world outside the representational system or in the 

semiotics of a culture” (p. 47). Alike, in Paula’s image, the concept of education is widened 

through the presentation of other semiotic resources, which similarly contribute to developing a 

learning process. There is a house, a brother, a guitar, trees, books, a board, a teacher, and thus a 

mixture of traditional canonical literacy views (Mora, 2011) and non-traditional elements to 

foster literacy practices. These elements present education as an experience that can also take 

place outside the school setting.  

Interpersonal meanings: The visual representation of this narrative has organizational and 

hierarchical elements that help in its understandings; it also provides details of the elements that 

the designer intends to highlight. For instance, educational institutions are presented on the upper 

and lower parts surrounded by people who enjoy being there. In this particular case, facial 
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expressions show support on the literacy process. The role of the people who support the literacy 

process is clearly portrayed through facial expressions and social closeness (González et al., 

2005). This visual text is intended to provide clear-cut meanings to the person who accesses it 

because of its organization and expressive through visual representations. It connects with the 

reader viewer by using arrows that establish a reading path. It also portrays most characters 

smiling and looking at the viewer as a way to denote proximity and engagement, as has been 

suggested by Kress and Van Leeuwen (2001).  

Textual meanings: The drawing has an organization that allows one to establish 

relationships among groups of elements linked to one another with an arrow showing its role or 

purpose. There is a guitar surrounded by musical notes in the middle of the page which 

represents imagination, creativity, freedom and possibilities to make choices. This guitar is 

followed by an open green area with trees and flowers in which students have resources such as 

paper, paintings, brushes, and a space for painting freely. This also displays a school that, 

although located in a rural area, has economic resources to provide students with the material 

they need to develop learning projects. What is portrayed here is not likely to happen in the 

Colombian context of rural public schools, thus Paula is highlighting the fact that Manuel’s 

teacher took advantage of the resources she had at hand to promote kids’ learning.  

Also remarkable is the fact that the teacher is standing at the end, keeping a good distance 

from which she happily observes students. The teacher’s arms are open as a way of welcoming 

them to be themselves and of offering help when needed. For instance, music is the way to 

creativity and imagination (Troscianko, 2013), an experience that is fostered but not mandated 

by the teacher, who becomes an observer of the kids’ free art expressions, where it is possible to 

imagine and create new worlds (Currie, 2020). The only written word is uppercase and has a 
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central position. In addition, there are five uppercase letters and some numbers showing literacy 

and mathematical knowledge as relevant to school curriculum (González et al., 2005). 

Based on the subjective nature of the constructivist paradigm (Hua, 2016), meanings that 

I could elucidate from Paula’s visual illustrations can only be subjectively analyzed. Paula’s 

drawing portrays her own living experiences, and Manuel’s narrative presents a picture of his 

literacy background and funds of knowledge (González et al., 2005). Thus, while Paula reads and 

visually redesigns Manuel’s narrative, she gives her subjective interpretations to the text, 

creating a new meaning-making experience. As presented by Álvarez Valencia (2016b) in 

quoting Halliday’s work, “in all acts of communication people make meaning about their world 

experiences” (p. 108). 

These subjective experiences (Kramsch, 2013) that connect one’s literacy experiences 

and interpretations to those of others contributed to reaching objective 1 in the sense that it was 

possible to connect PSTs’ literacy experiences with those of others in order to start gaining 

intercultural awareness with people they are close to. Documenting the specific moments in 

which PSTs reacted to their partners’ narratives and redesigned their stories provided evidence of 

the sensitivities expressed and the knowledge gained from others. Mariana, for example, 

recreated Sofia’s story, highlighting the following “inspiration, happiness, she had a reading 

model; her talented mom” She also remarked “sadness, solitude, being ignored.” (Sofia’s story 

recreated by Mariana). Besides presenting images that illustrated how she felt about reading her 

partner’s narrative, she used words that showed care and sensitivity. This knowledge of others 

brought about a closer and more empathetic relationship among partners as they uncovered each 

other’s early literacy experiences. Another example is how they gained intercultural awareness 

by becoming sensitive to Ana’s experience reading non-alphabetical texts because of the absence 
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of books and thanks to her parents’ occupations. This developed PSTs’ awareness on origin and 

provoked discussion on social status and the limited possibilities that students coming from rural 

places have. Such elements present in narratives and analyzed by PSTs provoked the 

development of intercultural awareness, in forms that are further exemplified below. Moreover, 

doing a multimodal analysis of PSTs’ visual stories in reaction to their partners brought 

possibilities for diverse modes of communication that entail a pedagogy of multiliteracies (Cope 

& Kalantzis, 2009).  

Following, I present specific accounts of the twelve narratives that symbolized twelve 

different life stories and roads travelled in the literacy process -roads that converged and 

diverged, all written in first person. Uncovering students’ funds of knowledge was the beginning 

of the world of ML with them. Even though we had previously developed class activities along 

the course, which had provided information about their academic lives, this task was a great 

opportunity to know their other sensitive side, to understand the beautiful, puzzling, and heart 

touching experiences they had gone through –to know their funds of knowledge, by recalling 

their early home literacy practices.  

By titling this task ‘My cultural and literacy background’, I encouraged PSTs to recall 

memories from childhood up to the present, through the following guidelines: Narrate, in any 

mode you like (a podcast, a video clip, an alphabetically written text, etc.), your cultural and 

literacy background. Mention aspects you find remarkable, difficult, challenging, or pleasant in 

your process. Ask relatives (mom, dad, uncles, aunts, grandparents) for details if you cannot 

recall certain moments. Include your place of origin, family ties, family occupation, and 

community aspects you find relevant. Mention the place of literacy in your home and those 

literacy practices you and your family engage with.  
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These stories gave voice to PSTs’ cultural, symbolic, and embodied experiences 

(Kramsch, 2009) with literacy practices. Although I gave them general guidelines, and every 

story could have different components, once I put the data together and started analyzing its 

content, I used a coding scheme defined by phrases, which became common patterns coming out 

of PSTs’ ideas and answers to the different tasks, from which the following general categories 

sprouted: Personalizing my literacy journey, a sense of loss: connecting places and cultural 

literacy practices, family contribution to my literacy process, school contribution to literacy, and 

University life and literacy. Afterwards, I identified some specific categories, based on the same 

coding scheme defined by phrases, but these last categories lie beneath the general ones. They 

were: Bedtime stories as literacy events (Barton & Hamilton, 2000; Heath, 1982), reading the 

world as a meaningful literacy practice (Freire & Macedo, 1987), funds of knowledge in literacy 

(González et al., 2005), and place (Rohkrämer & Schulz, 2009) as a builder of literacy identity. 

The criteria for establishing the general categories was the subtopics found in PSTs’ narratives 

when I was looking to identify their early literacy practices, which aligned with the initial 

prompts I gave them before constructing their narratives. The specific categories were based on 

common phrases that PSTs used in their narratives and which were related to specific topics in 

the literature. 

Personalizing my Literacy Journey 

I started with my grandma, who read to me at nights; when she wore her big glasses, it 

meant it was time to read (Paula).  

I start this section with this quote because of the symbolic representation that grandma’s 

big glasses had on Paula’s early literacy process, and which became a positive referent for her 

academic life. The big glasses are the introduction to further present many other semiotic 
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resources that PSTs present in their narratives, and which are aligned to the findings of this 

section in that they project the multimodal nature of texts that have accompanied PSTs along 

their lives and that they have come to life through this project. 

Titles somehow revealed the stories behind texts; this is why PSTs felt free to change the 

original name I proposed: My cultural and literacy background because it probably did not let 

them express all they wanted. There was a variety of descriptive phrases that introduced their 

stories. Following, I present some of them to exemplify how PSTs perceive and narrate their 

initial literacy processes.  

To start, let us learn about Andrea and Paula’s story. Andrea decided to name her story 

Back to my reality: Reconstructing my past (see figure 5). This title represented her literacy 

journey, in which she recalled the places she travelled through literature and the possibilities that 

she had as a young reader, who took advantage of the resources and the people around her to 

dream and build a magic world through books. A process that started with her dad narrating 

stories before bed and was always nurtured by relatives who cared about reading. She recalls: “I 

had a beautiful childhood; although my dad did not read to me, he invented hundreds of stories to 

make me happy. I also remember the songs my mom sang to me; I sang along with her and we 

always had a lot of fun” (Andrea, personal narrative, February 4, 2020). 

The image Andrea used for her narrative illustrated her peaceful state of mind as she 

remembered her initial steps in literacy development. It is not clear if this is a place she visited in 

real life, but it certainly is the representation of a happy memory.  
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Figure 5 

Back to my Reality (Andrea, personal narrative, February 4, 2020) 

 

Source: Andrea 

Alike, Paula titled her story, My first approach, as she reminisced her childhood with her 

grandma, who read to her at night. She says, “I remember my first experiences in pre-school 

when my partners cried because they did not want to be there; but I, on the opposite, was happy 

to stay because I wanted to discover new things every day” (Paula, personal narrative, February 

4, 2020). Her beginnings with grandma helped her build a bond with literacy, which, as she 

assured, has helped her discover and enjoy books and persevere in a practice that has 

accompanied her up to these days.  

Remembering bedtime stories, read or heard from a young age, is an experience that 

Andrea and Paula treasure today. Both reading and telling stories have been complementary to 

their literacy processes; yet, traditional literacy practices have positioned written texts at a 

superior place and thus belittled oral literacy practices. Heath (1982) highlighted the “inadequacy 
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of the prevalent dichotomy between oral and literate traditions” to advise that both literate and 

oral traditions are valid and add to the cultural knowledge or the “way of taking” (p. 49) that we 

learn. As in Andrea’s case, literacy events based on storytelling make multiple discourses and 

pedagogy of multiliteracies available to those who experience them. Heath conceptualizes 

literacy events as “ways of taking meaning from written sources across communities,” as in 

reading all that is around us, including “bedtime stories, stop signs, and television adds…” (p. 

50). Nevertheless, the case of Andrea included songs and oral stories that were part of her 

family’s linguistic resources. To support this view, Heath argues that “in both popular and 

scholarly literature, the bedtime story is widely accepted as a given –a natural way for parents to 

interact with their children at bedtime” (p. 51).  

Ana and Mariana’s stories did not start with the reading of alphabetical texts, but with 

alternative literacy practices supported on their funds of knowledge (González et al., 2005), 

which they had built from family and life experiences. González et al. (2005) state that “there are 

people living, working, thinking, worrying, and caring. In the course of their lives, as individuals 

and as a group, they constitute households that have generated and accumulated a variety of 

funds of knowledge…” (p. x). These PSTs’ experiences with literacy practices that embed their 

funds of knowledge are proof of diverse alternatives encountered in households, which 

determine how they came to experience their early literacy practices and, thus, used that 

knowledge later in their lives. 

Behind Literacy is the title Ana gives to her story; this is the retelling of her early years 

with no access to books, yet with a rich background that contributed to her funds of knowledge 

and made her strong and resilient. Between milking cows with her dad and washing dishes, and 

cooking with her mom, she learned by doing. Although not able to decode printed texts until she 
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went to school, she was committed to her literacy process and had already understood that this 

was a necessary step in her life, one that she wanted and needed to walk: “I felt bad at the 

beginning because my cousin who was my age had learned to read with her mom, but in my 

case, I had no one to help me because my mom could not read or write” (Ana, personal narrative, 

February 4, 2020). Her desire to enter the world of literacy has moved her to become a literacy 

leader now that she is at university, through developing projects to help people in her community 

access books from an early age.  

Similarly, Mariana describes the kind and hardworking people and the beautiful 

landscapes of her native town. Then she highlights her pride in her heritage and being who she 

is. Her story titled my cultural and literacy background is full of images of herself and people 

from her community, as a mirror of her funds of knowledge. Mariana narrated: “My family and I 

belong to an indigenous reservation. We now live outside the reservation and do not keep all the 

indigenous customs, but we do not deny our roots” (Personal narrative, February 4, 2020). 

Mariana feels the need to talk about her roots and argues that she keeps being indigenous; 

additionally, she feels that her cultural background has contributed to her literacy development.  

In connection to the funds of knowledge that undergird Ana and Mariana’s stories, 

González et al. (2005) explore family traditions and common occupations, as they claim that 

“labor histories are very rich sources for funds of knowledge that a household possesses” (p. 12). 

Examples of funds of knowledge include events related to cooking, construction, and gardening, 

among others, which might provide mathematical or literacy knowledge to bring homes and 

schools together. They also assert that “the types of jobs and labor histories that are common 

within a particular location are linked to regional patterns of political economy” (p. 12). Thus, 

more than one aspect is to be analyzed when exploring funds of knowledge. These multiple 
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sources of information make the study of funds of knowledge intersectional, given the fact that 

what we learn from PSTs is influenced by their regional, racial, and economic backgrounds 

(Block & Corona, 2017). 

Another way of portraying literacy beginnings was through comparing or dichotomizing 

home literacy practices with formal education (Heath, 1982). Through My Literacy Background, 

as Maira titles her story, she retells the process of formal education, which started with decoding 

and reading classical stories, writing summaries, and taking reading tests. She says: “I love 

reading; so many novels read have brought me closer to reading. I was and still am happy 

reading novels; the boring part was being evaluated the same way all the time” (Maira, personal 

narrative, February 4, 2020). Maira wanted to have an alternative evaluation system or just to 

read for fun. In the end, to highlight her funds of knowledge, she mentions, “my father grows 

strawberries; thus, as my brothers and I were growing up, we learned how to pick and choose 

them. This makes part of our family background” (Personal narrative, February 4, 2020). 

Although this made part of her mathematical and literacy funds of knowledge, she could not 

make the connection with school life. Had Maira had teachers who understood that “reading the 

world always precedes reading the word, and reading the word implies continually reading the 

world” (Freire, 1987, p. 35), her view of literacy would have been beyond the dichotomous view 

of formal instruction and home literacy practices. Freire points at all the sources of literacy 

outside school that have to do with how children start experiencing their world and how 

schooling needs to make that connection:  

Deciphering the word flowed naturally from reading my particular world…I learned to 

read and write on the ground of the background of my house, in the shade of the mango 
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tree, with words from my world…with her [the teacher], reading the word, the phrase, 

and the sentence never entailed a break with reading the world. (Freire, 1987, p. 32) 

Maira and Sofia’s stories are connected. Sofia titled her story My trip around the world of 

reading and writing. Although the title promised to be an enchanting story, it did not have a 

happy beginning. Sofia’s literacy trip started with disinterest and lack of accompaniment. She 

felt she was alone and found no reason to learn about letters or approach written texts. She 

affirms: “My literacy journey started with a C of confusion” (Sofia, personal narrative, February 

4, 2020). She complained that her interests were not taken into account and said, “I went to 

school to chase grasshoppers. I thought that going to school was only about chasing 

grasshoppers” (Personal narrative, February 4, 2020). Maira wanted to find herself at school, but 

it was not possible; she found no school-home-real life connection and thus could not see school 

as life itself (Dewey, 1933).  

On the opposite, Juliana, Manuel, and Luisa’s stories showed how they connected their 

words to their world (Freire, 1987). Juliana discovered love through books, and this is the title 

and introduction of her narrative, The Color of Love. As if she were telling a fantastic story, she 

narrates in a video clip, her literacy beginning as follows “I was never told its name, shape, color 

or purpose. Many might think I am daydreaming. Does love have a color? In some cases, it does; 

at least for me, it does. It has multiple names, languages, and shapes…” (Juliana, personal 

narrative, February 4, 2020). Juliana describes her literacy experience as a fairy tale with a happy 

ending, thanks to her supportive father and to the world of possibilities she had at hand; she lived 

in an urban area just a few blocks away from a big public library. Juliana had a mind opened to 

what Cope and Kalantzis (2000) view as a multiplicity of discourses, which she was prompt to 

use as a resource to know other worlds and to live a variety of experiences.  
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Similarly, Manuel tells the story of a literacy process with elements from his home, 

which enabled him to establish a world-word connection (Freire, 1987). His narrative opens as 

follows: “My literacy process started with board games” (Manuel, personal narrative, February 

4, 2020). Then, he deepens into his story, highlighting the remarkable role that his older brother 

had in his initial decoding process. For this, he narrates, “My brother would spell out letters for 

me so that I learned them and he could have a partner to play with. Reading was my ticket to 

having fun” (Personal narrative, February 4, 2020). 

In the same way, Luisa narrates her early literacy years as a fantastic story, similar to 

those lived in fairy tales. Her wings grew and grew as she became immersed in the world of 

words. My wings, as she titled her story, were the materialization of her achievements, first as a 

reader, then as an author. Literacy was her way out of bullies, but also the possibility to uncover 

her strength. She uses music in the background of her story, in which the first line you hear is “I 

was lost, but you found me”, from the song Beautiful life by Bebe Rexha. This is her continuous 

search in life to learn how to read, write, and be herself. “The more I read, the more they [my 

wings] grew…Books brought me freedom and love” (Luisa, personal narrative, February 4, 

2020). For Luisa, literacy development gave her magic powers, like in Harry Potter’s school. 

Going to school to experience magic, beauty, discoveries and to gain resources beyond decoding 

nonsense words opened a world of possibilities for making meaning and experiencing school as 

life itself, evoking views of Dewey (1933) and Freire (1987). 

Some stories slightly coincided in title, and so did they coincide in facts. There were 

commonalities among those PSTs who were raised in urban settings, in that they had more 

possibilities for engaging in alphabetical literacy practices. Those who lived in rural settings, on 

the opposite, had less school-related literacy, mainly access to books and technology, yet they 
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had a lot to say based on their life experiences outside the classroom and potentializing 

marginalized literacies (Kiramba, 2017) that could be explored and connected to their school 

literacy practices (Freire, 1987). Figure 6, provided by Juliana, illustrates her inner desire to 

discover the world of literacy and the freedom of choice she had at home to find books she loved 

to read. 

Figure 6 

Choosing Books 

 

Source: Juliana 

Juliana’s video story captured the moment in which she was taking a book out of a 

bookshelf in a library. A library full of colors and shapes, with books of different sizes and about 

different topics. She pulls out her favorite book to exemplify the means that brought love to her 

literacy life. She explains that this book brought the pleasure of reading to her and ever since she 

started discovering what books are. 

Adding to the personalized fashion of PSTs’ stories was the mode and design they used 

(Álvarez Valencia, 2016b; Kalantzis & Cope, 2016). Most were alphabetical texts highlighted by 

drawings of their favorite characters on books they had read, images of themselves accompanied 
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by family members, or a representative place in their surroundings. Others were audio stories 

with which the hearer could easily travel through the many schools, villages, and events they 

talked about. The most captivating perhaps were video stories, seasoned with drawings, 

scratches, colors, accentuated speech, bold text, background music, and other visual and auditory 

resources that awoke synesthesia, that is, the possibility of meaning-making through the 

combination of all our senses (Kalantzis & Cope, 2012). 

A Sense of Loss: Connecting Places and Cultural Literacy Practices 

Stories running between busy urban streets, quiet rural fields, and somewhere in between 

marked these narratives. Transition from rural to urban or from the small school to the big chaos 

was present in many of the stories. PSTs’ calm worlds suddenly changed because it was time to 

start 6th grade or because the family decided to move. Unexpectedly, each of them was just one 

more student in class and had started either to regret what they had left behind or to value new 

things they did not have before; many experiences they had been denied in the previous place. 

Rohkrämer and Schulz (2009) establish that “a sense of place can take many different forms: We 

can experience a place as oppressive or holy, relaxing or invigorating. Humans can value a 

place…, because it connects with childhood memories…” (p. 1342). The place where PSTs grew 

up was influential in their cultural identity and thus in their funds of knowledge (González et al., 

2005). Those places constituted early literacy practices that went beyond verbocentric views of 

language (Álvarez Valencia, 2016a; Kress, 2000) and connected world and word (Freire, 1987), 

thus giving them tools to operate in their daily lives. Such identity construction in their early 

childhood was an aspect they came to value once they moved to a new place, in which their 

funds of knowledge and cultural literacy practices were belittled or not considered as potential 

for building on new literacy practices.  
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More importantly, the places where they grew up and the ways their families earned a 

living sure marked PSTs’ beginnings. Some came from a family of teachers and were guided into 

books early in their lives. This is the case of Andrea, who affirms, “my first-grade teacher was 

my aunt; she still tells me that I was very organized and hardworking” (Personal narrative, 

February 4, 2020). Many others came from families of farmers and learned how to work the 

land, pick up strawberries (see figure 8), or milk cows like in Maira’s and Ana’s stories.  

Figure 7 

My Family Life 

 

Source: Maira 

The stories written and told by PSTs have shown other possibilities for exploring the 

world of literacy and other semiotic resources that help construct meaning-making and 

communication experiences. Notwithstanding, Kress (2000) advises on the limited view of 

communication that we commonly hold. He affirms that we have come to see “…the sense of 

hearing specialized to the sounds of speech, and the sense of sight specialized to the graphic 

representation of sounds by “letters”, on flat surfaces” (p. 181). However, one essential aspect of 



DEVELOPING INTERCULTURAL AWARENESS THROUGH A PEDAGOGY  97 
 

social semiotic theory is the principle that modes of communication offer historically specific, 

socially, and culturally shared options or semiotic resources for communicating (Kress, 2010; 

Kress & Van Leeuwen, 2001). That is to say, alternatives to connect language with the world 

outside.               

PSTs’ journeys through several places made them feel proud of having a specific 

background and found it valuable in their literacy process; proud of belonging to an ethnic group 

(see figure 8), and proud of having gone to the school in their neighborhood. Nonetheless, others 

perceived a lack of something; an opportunity missed when they compared themselves to some 

of their counterparts. Not having electricity, a library, or internet access left them behind. For 

instance, Sofia’s story started with a big C, a big C of Confusion for not having had a pleasant 

literacy process, and for feeling that this false beginning is still haunting her.  

Figure 8 

My Roots 

 

Source: Mariana 
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Family Contribution to my Literacy Process 

Dedicated mothers, families recreating stories, grandmothers who were readers, and 

fathers who took their kids to the public library in the afternoons were present in some of the 

most exciting stories told. PSTs remembered those moments with a smile on their faces and 

retold them with the most descriptive adjectives. Oral stories and nursery rhymes were 

remarkably present; thus, a list of them were mentioned in the narratives, including Rafael 

Pombo’s stories, Bible stories, or other tales invented or recreated by caregivers.  

Felipe, for instance, asserts: My first approach to reading was Bible stories that my 

parents or my sister read to me; I started with graphic symbols at church because my mother told 

me that every time they mentioned God, I should draw a ball, and every time they mentioned 

Jesus I should draw a stick (Personal narrative, February 4, 2020). Felipe’s early literacy 

experience highlights the role of caregivers and family members to help root good literacy 

practices. Figure 9 below is an example provided by Luisa, who, as well as Felipe, was 

introduced into early literacy practices by one member of her family:  

Figure 9 

Good Influence 

 

Source: Luisa 
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This image provided by Luisa is a sample of her initial literacy experience. Deepening in 

its description through multimodal analysis (Álvarez Valencia, 2016b) (see figure 3), it portrays 

semiotic and symbolic meanings that make images and alphabetical texts complement and 

amplify their meaning (Pantaleo, 2005). Luisa narrates that her interest in literacy aroused at an 

early age; nonetheless, she panicked when she thought of letters; she only wanted to read images. 

In fact, reading images is a powerful literacy practice, which, as underlined by Supsakova 

(2016), is one of the earliest literacy practices that date back to the images painted on cave walls 

by cavemen. She affirms that “pictures form our everyday experience lead to the development of 

the new forms of perception, sensitivity, thinking, and understanding of the world” (p. 203).  

Luisa’s multimodal composition gives us a glimpse of the symbolic representation of her 

initial encounters with literacy. There is a positive evocation of a literacy practice where her 

mom and herself were protagonists. This positive atmosphere is constructed visually through the 

modes of gesture: her mom smiling, the use of a palette of colors (brown, blue, red, yellow, pink) 

that recreates a quiet atmosphere, and the linguistic mode that coheres with this positive tone 

through the use of the word ‘bonitos’ (beautiful). On the other hand, space distribution is used to 

symbolically index her distance with the act of reading. Kress and Van Leeuwen (2006) explain 

that in the western reading path, we organize information from left to right, usually privileging 

known information (or information familiar to the viewer or with which one identifies) on the 

left and new information or that which is not known, unfamiliar or unclear on the right. This 

pattern, used to analyze speech, has also been extended to examine pictorial images where the 

reading path proceeds from left to right as well.  

Michelson and Álvarez Valencia (2016), for example, in studying the iconography of 

institutional websites of study abroad, describe how sojourners would take photography in tourist 
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spots where they position themselves on the left as actors that are known (the sojourner), while 

the tourist space on the right represented the unknown location to be explored. Similarly, Luisa 

presents her mother on the left of the image space as the familiar information, while she 

positions the book and herself on the right to index that which is unknown or unfamiliar.  

Meaning construction is heightened by semiotic resources such as gaze and gesture 

(looking down astonished but doubtful), written language (through the use of question marks), 

and color that is used to enlighten the question marks, inviting us to create positive associations 

with the act of having questions or not being clear about what is in the book her mom is reading. 

In short, by positioning her mom on the left with full possession of the book, Luisa portrays 

herself at a particular moment where she still did not own the act of reading, yet as expressed 

above through her multimodal textual design, she let us know that she was captured by the magic 

of books and not understanding them did not make her unhappy. Perhaps this interactional 

pattern changes as children become more independent and learn to read and engage in 

autonomous literacy processes. In short, Luisa’s mother played a key role in her literacy process 

because she gave her books and read them to her for the first time. This parent-child relationship 

and children's experience reading at different stages of their development impacts the 

relationship children develop with books and reading (Heath, 1982). 

On the other side, some PSTs wished their mothers, fathers, or grandparents had read to 

them, so they could have taken better advantage of their early years in terms of literacy 

development. Ana stated,  

I was the only child of an illiterate mother and a farmer father, so I got interested 

in helping my dad with the cows, and I learned how to cook and do housework with my 
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mom; nonetheless, once at school, I also enjoyed reading the few books we had there. 

(Personal narrative, February 4, 2020)   

Ana became a reader for personal choice because nothing in her background steered her 

toward this road; nevertheless, she feels she wasted a lot of precious time in her childhood, 

which is evidenced on her narrative in which she mentioned how nice it would have been to start 

reading from an earlier age. Now that she is at College, she developed a project to help kids in 

her town become early readers. In this regard, Heath (1982) notes that “children growing in 

mainstream communities are expected to develop habits and values which attest to their 

membership in a ‘literate society.’ Children learn certain customs, beliefs, and skills in early 

enculturation experiences with written materials” (p. 51). This means that depending on 

children’s literacy background, certain cultural expectations are not met. Notwithstanding, 

literacy practices that embrace funds of knowledge and implement asset pedagogies such as 

culturally sustaining pedagogies (Alim & Paris, 2017) are to be included as an essential part 

of literacy development. 

Similarly, other cases in which reading started by personal choice were present (see figure 10). 

As an example, Dario wrote: 

“My first autonomous approach was one day at home, I found a book titled Juan 

Salvador Gaviota, and that was the beginning; after that, I also enjoyed reading 

newspapers and magazines I found at home because the images helped me understand the 

message.” (Dario, personal narrative, February 4, 2020) 

Similarly, Juliana affirms: When I discovered love, it was blue, then red when I read 

about a boy called Franz. I discovered love through books in this magic library where my dad 

took me in the afternoons, and everything was possible (Personal narrative, February 4, 2020). 
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Dario and Juliana found possibilities for embracing meaningful literacy practices. While he 

discovered books at home by accident and she was motivated by the rich sources she found in a 

library, they both had the chance to build a world of possibilities, dream and learn from them; to 

imagine possible worlds and adventures through reading.  

Figure 10 

It is my Choice (Image Provided by Juliana) 

 

Source: Juliana 

 

Again, Juliana’s picturesque images livened up her narrative. Figure 10 is an illustration 

of the choices she could make as a young reader, and her narrative is an invitation to read. While 

reading this image, one can see the prominence of the visual mode that generates a pleasant 

sensory experience through the colorful depiction that the assortment of the books creates. On 

the other side, the linguistic mode guides the reader towards the titles that Juliana wanted to 

highlight among many, to wit, El país más hermoso del mundo. The book’s positioning in the 

circle, the little boy with his high hair, and the red edges of the book easily catch the viewer’s 

attention. Orally, she never talked about this specific title, but visually it was clear that she 

favored it. The spatial distribution makes readers think about freedom of choice as she could lay 
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the books in a circular position, touch them, feel them and play around with them. The multiple 

modes of communication present in this narrative are synesthetic because she used various 

modes and thus evokes several sensory stimuli to express and transmit her feelings towards 

literacy. Juliana’s narrative is a good representation of a multimodal design (Kalantzis & Cope, 

2006) because she drew on different modes of communication to design a meaning-making 

experience. 

School Contribution to Literacy 

 The panorama at school went from successful stories to frustrating processes, from 

resourceful teachers with rich methodologies and materials to those who stayed at the decoding 

level or did not have enough resources at their schools (see figure 11). It went from clean walls 

with no visual aids to libraries that were either empty or reserved as the place of punishment. The 

message was, go read because you misbehaved! 

Figure 11 

Inspiring Teacher 

 

Source: Luisa. 
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Figure 11 visually represents a traditional teacher-centered class. The teacher is in front 

of the classroom, pointing at some letters on the board. The students are sitting one next to the 

other, paying close attention to the teacher. Luisa and her classmate look interested in the 

teacher’s explanations. In the image, Luisa draws on perspective (Kress & Van Leeuwen, 2006; 

Machin, 2007) by positioning the viewer as a witness who contemplates what is happening in the 

classroom from the back. She draws on perspective, colors, written language, image, and space 

to take the reader back to a specific moment in her literacy development. Through perspective, 

she communicates that this is a past event and that she feels she is far away from this stage where 

her literacy skills were nascent. By positioning herself on the lower end of the image, showing 

her back to the viewer, and giving more spatial prominence to the teacher and the written 

message, she highlights the centrality of the literacy process. Similar to figure 9 above, in which 

Luisa draws on salience through image size (Machin, 2007) to depict the source of the literacy 

process (her mom), in figure 11, she uses the same design resource by making her teacher more 

salient. She decides not to appear alone in the image and thus chooses to include one classmate, 

somewhat indexing literacy's social and interactive nature. The tone emanating from the different 

elements of the image is positive. The teacher’s face looks amused; the pallet of colors includes 

vivid colors (green, yellow, pink) to denote a positive mood (Machin, 2007). This is further 

enhanced by the linguistic mode: “por suerte entré a los 5 años a grado primero y el professor 

“Chucho” me enseñó a leer” [Luckily, I entered first grade at age 5 and teacher “Chucho” taught 

me how to read] (Luisa, personal narrative, February 4, 2020) and particularly the phrase 

‘luckily’, accompanied by a happy and pleasing type of emoticon underneath the written 

message. Overall, perspective (denoting past), written language (age 5), and image (classroom 



DEVELOPING INTERCULTURAL AWARENESS THROUGH A PEDAGOGY  105 
 

environment) combine intersemiotically to let the viewer recognize a spatio-temporal window to 

Luisa’s initial literacy development.  

Many experiences PSTs narrated were mediated by Nacho Lee; for better or for worse, 

Nacho Lee was commonly used as a textbook to teach kids how to read and write (see figure 12). 

Nacho Lee (1987), a traditional phonics and reading guide for beginners, was and remains a 

pillar for early literacy practices in many parts of Colombia. PSTs’ portrayal of Nacho Lee in 

their schools mostly depends on their teachers’ way of approaching it. Some teachers would use 

it as their main resource to teach kids how to read and write; they would start with phonemic 

awareness and decoding of syllables and short words using Nacho as a basis. In relation to 

textbooks, Stara et al. (2017) pinpoint the primary role of textbooks in elementary education 

since they condition teachers’ decision-making on what to teach and, in many cases, how to 

teach. 

Figure 12 

Early Literacy Guide 

 

Source: Editorial Edinacho S.A. (1987) 

 



DEVELOPING INTERCULTURAL AWARENESS THROUGH A PEDAGOGY  106 
 

Students’ narratives presented meaningful learning experiences that they went through, 

which sparked their imagination and motivated learning by doing. In some cases, during the 

initial stage of their literacy process, there was singing, engagement with children's literature, 

and the use of everyday resources to learn. Isabella recalls: “She [the teacher] taught me to count 

with beans and corn. We read Nacho to identify words and write sentences. I really liked the 

stories in that book” (Personal narrative, February 4, 2020). This is an example of how stories 

and real-life artifacts helped Isabella embody knowledge and thus reach meaningful learning by 

making sense of the relations between words and things (Kramsch, 2009) and by giving meaning 

to what occurs both inside and outside the classroom, through enacting culture and historical 

resonances through language (Thibault, 2011).  

Manuel's narrative presents another instance that involved fostering creativity and 

imagination in early literacy. Manuel recalls details of his engaging in literacy. He says, “My 

teacher sang songs and played her guitar while teaching reading to us. She taught us with song 

lyrics (Personal narrative, February 4, 2020). By articulating arts, imagination, and embodied 

agency, Manuel’s teacher evokes Kramsch’s (2009) view that language learning becomes more 

meaningful when approached beyond linguistic terms. It is also seen as an aesthetic, embodied, 

and emotional act. 

Nonetheless, Dario’s literacy experience was limited to decoding and an instrumentalized 

view of writing and reading. Dario stated, 

 “I did not do well at writing; my teachers just worried about grammar and orthography, 

and I was terrible at that. Creativity was limited because teachers always told us what to write. 

There was no critical reading; they only evaluated basic interpretation, grammar, and 
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punctuation. There was a lot of literal reading; we also transcribed from the board.” (Personal 

narrative, February 4, 2020) 

These literacy practices reveal views of language and literacy development that are 

limited to decoding written text, following principles of the cognitive approach, which 

emphasizes learning based on knowledge of rules (Yuksel, 2014). In view of this, Álvarez 

Valencia (2016b) advises teachers to open up to a multimodal view of language that is in line 

with technological advances and diverse semiotic resources. He asserts that “multimodality is a 

response to the challenges that linguistic description is facing in light of the changes in the way 

texts are designed, produced and disseminated” (p. 100). Some narratives, on the contrary, unveil 

monolithic views of language and literacy where the multilingual, multicultural, and multimodal 

(Cope & Kalantzis, 2000) dimensions did not have a place.  

PSTs’ narrative accounts have contributed to answering the first research objective, 

which intends to identify early literacy practices that underlie pre-service teachers’ funds of 

knowledge. They described the literacy practices they were able to recall from childhood and, 

thus, a connection to their funds of knowledge has been made through the role and impact that 

places, family, and school environment had in their early literacy practices. Students scrutinized 

their literacy trajectories by talking to family members, recalling images and narratives from 

childhood, and expressing their feelings and affiliation to certain cultural groups that made or 

had made part of their lives. 

PSTs’ literacy and cultural background related to home and high school experiences were 

often mediated by literacy practices that leaned towards alphabetical and uncritical reading 

processes that favored decoding and stayed at the reading surface level. Reading with a purpose 

(Knutson, 1997) was not commonly encouraged, and their cultural backgrounds were not always 
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included in their literacy practices. A few cases revealed contextualized literacy practices that 

encouraged a love for literacy. 

It is thus essential to connect literacy with homes and communities, include multiple 

modes of communication (Cope & Kalantzis, 2009), and move beyond decoding to reach 

inferential, critical, and contextualized literacy practices. This is stated because findings suggest 

that PSTs’ narratives became a meaningful source of information in which critical literacy 

practices were established based on the making of school-home connections and the use of 

diverse modes of communication.  The section that follows, presents further evidence of local 

and global connections. In that sense, this project gains relevance because it intends to help PSTs 

build more on multiliteracy practices that recognize contextual and diverse knowledge as pivotal 

in developing intercultural awareness. 

Global Literacies with a Multiliteracies Perspective 

This section accounts for objective 2: To examine the ways pre-service teachers engage 

with interpreting and designing multimodal texts through a pedagogy of multiliteracies. This was 

done by approaching global literature (Short et al., 2016) with a multiliteracies perspective (Cope 

& Kalantzis, 2000) through reading global stories, watching global documentaries, and 

organizing a globally diverse exhibition. Engaging with a pedagogy of multiliteracies brought 

possibilities for exploring new knowledge and gaining language and cultural insights; that is, the 

three Ms—multilingual, multicultural, and multimodal—view of literacy (Cope & Kalantzis, 

2000).  

I chose five books with a multicultural and global perspective in order to provide rich 

opportunities for PSTs to discuss topics of concern to specific cultural groups around the globe 

and, in this way, open the doors for activating intercultural awareness. This careful selection of 
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fictional and non-fictional books was possible thanks to a large list of global books previously 

gathered by Worlds of Words. This is an academic organization made up of a community of 

scholars and chaired by Dr. Kathy Short that examines “the potential of global literature for 

building intercultural understanding” (2016, p. vii). They evaluate books for cultural authenticity 

of the specific cultural groups the books portray, under the premise that “there is never one 

image of life within a group” (Short et al., 2016, p. 327). They raise awareness that books should 

have identity markers from cultures without falling under prejudices and stereotypes.  

Through these books, PSTs developed global to global and global to local intercultural 

awareness. Short et al. (2016) propose that in global-to-global connections, “readers connect one 

culture to another,” and in global to local connections, “readers connect global events to their 

own context” (p. 302). As part of reading and making sense of the books read, I developed a 

series of multimodal tasks to engage PSTs with a pedagogy of multiliteracies, mediated by and 

analyzed through the knowledge processes (Kalantzis & Cope, 2016).  

Additionally, we watched two documentaries that present intercultural perspectives. 

These allowed to challenge limited and stereotyped information gained from biased sources. It 

also raised awareness on how and why we construct other people’s identities, subjectivities, and 

experiences (Kramsch, 2009), at the same time that we impose stories on them due to our beliefs 

of what they are, as Adichie (2009) rightly pinpoints. 

With the purpose of organizing a globally diverse exhibition, we read the book titled 

What the World Eats (D’Aluisio, 2008). This book presents twenty-five families in twenty-one 

countries and focuses on the foods they commonly eat during a week. The authors investigated 

cultures’ diets and living standards, the effect of globalization, and each family’s hopes and 
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struggles. This book triggered discussions on specific cultural practices around food in diverse 

places and gave PSTs a basis to prepare a local food exhibition.  

To document and analyze PSTs’ work on multimodal tasks, I grouped their answers and 

provided vignettes from individual voices, then the following categories, which show their 

engagement with a pedagogy of multiliteracies resulted. Table 5 presents the books and 

documentaries approached, the author and origin, as well as the categories that came out after 

grouping and analyzing information.  

Table 5 

Global Books Read 

 Book / 

Documentary 

Author & Origin Multimodal task 

description 

Categories of 

analysis 

1 Guji Guji 

 

Chen (2004) 

Taiwan 

Engaging students 

with diversity through 

a pedagogy of 

multiliteracies  

 

 

2.1 Diversifying 

students’ view    

Sosu’s Call Asare (2002) 

Ghana 

The Danger of a 

Single Story 

Adichie (2009) 2.2 Challenging 

stereotypes 

2 Dear Primo: A 

Letter to my 

Cousin 

Tonatiuh (2010) 

Mexico – United 

States  

Challenging origin 

preconceptions 

2.3 Contrasting 

origins 

 

National Youth 

Prize 

 

Nadia López 

García (2018)  

Mexico 

2.4 Going local 
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 Book / 

Documentary 

Author & Origin Multimodal task 

description 

Categories of 

analysis 

We Are 

Displaced 

Yousafzai (2019) 

Pakistan – 

Yemen, Syria – 

Iraq – Colombia  

What the World 

Eats 

D’Aluisio (2008)  

Source: My Own 

Engaging Students with Diversity Through a Pedagogy of Multiliteracies  

In this section, I present how I engaged PSTs with diversity through multimodal texts and 

the pedagogy of multiliteracies. Afterwards, I introduce the types of engagement they underwent 

in the process. By reading Guji Guji, Sosu’s Call, and by watching The Danger of a Single Story, 

I engaged PSTs with a pedagogy of multiliteracies. I encouraged them to Experience, 

Conceptualize, Analyze, and Apply, following the Knowledge Processes (Kalantzis & Cope, 

2016). First, I briefly describe the stories read or watched, and the multimodal tasks developed to 

introduce the experience and conceptualization PSTs underwent. Afterwards, I present some 

excerpts taken from the stories, which generated discussion and knowledge. Moreover, I quote 

some of PSTs’ verbatim to illustrate how they materialized the stages of analysis and application 

of a pedagogy of multiliteracies while diversifying their views of others and thus portraying 

indicators of intercultural awareness. 

Guji Guji  

Look at that ridiculous crocodile. He is walking like a duck!  
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Guji Guji is just your ordinary, everyday, run-of-the-mill duck…um, crocodile…um, 

duck. In this engaging story about identity, loyalty, and what it really means to be a family, Guji 

Guji makes some pretty big decisions about who he is, what he is, and what it all means, anyway 

(Chen, 2004). 

Figure 13 

Guji Guji 

 

Source: Chen (2004) 

 

The story of Guji Guji portrays a crocodile growing up amidst ducks. Although he might 

look physically different, what matters for him is the closeness they have developed and how 

they have learned to live in the difference. Despite being invited by a group of crocodiles to 

betray the ducks, through his actions, he demonstrates that family ties are beyond blood.  

Multimodal task: PSTs experienced an intercultural situation by reading the story in 

groups. They identified the roles and moral values of the characters in the story by writing 

phrases that described the feelings they had while reading. These phrases opened a discussion, 

which we continued by conceptualizing and analyzing with specific excerpts from the story. We 

reasoned around these phrases relating them to intercultural groups. As a class, we were one 

intercultural group because of our affiliations to different groups, which provoked a lively 
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discussion. Every PST had the opportunity to mention group affiliations (social class, ethnic, 

gender, sex) they had and to share anecdotes as members of one or more groups. We also 

analyzed how the roles of each character in the story and their behavior had an impact on others.  

In the end, students recreated the situation lived by the story's characters by applying the 

knowledge co-constructed. To meet this purpose, they had to write and perform a story based on 

their own life experiences, coming up with alternative solutions to include people who, in their 

opinion, were treated differently on the basis of any social marker (class, gender, ethnicity, etc.). 

Each group talked about different situations they had experienced and finally agreed to represent 

the one they found more appealing. They were excited and entertained preparing their 

performances and negotiating as a group to provide ideas that resembled the situation lived by 

Guji Guji, but now from their own perspective.  

The story of Guji Guji raised identity awareness in them. PSTs were excited and touched 

by their partners’ performances and messages. Sensitivity, inclusion, group work, belonging, 

identity construction, and tolerance were part of their discourse, which raised more intercultural 

awareness on them.  

Sosu’s call 

He is just one of the boys of the small village, somewhere between the sea and the 

lagoon! Sosu lives with his family on a small island between the sea and a lagoon, and all he 

wants is to feel like a normal boy. “What use is a boy without a pair of good strong legs?” His 

dad does all he can to include Sosu in the routines of the village, but the elders worry that his 

presence will displease the Lagoon Spirit. Sosu cannot walk to school and so stays home and 

plays with Fusa, the family dog, while his family goes off to work or school. When a storm 

threatens to destroy the village, Sosu finds the strength and courage to drag himself to the shed 
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where the village drums were kept. He beats out a loud warning that brings the village running 

back to rescue those left behind. Sosu’s stature rises as media attention puts him and Fusa in the 

spotlight, and with the attention comes a wheelchair that allows Sosu to attend school (Asare, 

2002, reviewed by Miller, 2002 -Worlds of Words). 

Figure 14 

Sosu and his Dog 

 

Source: Asare (2002) 

 Multimodal task 

Analyzing Sosu’s story woke up PSTs’ feelings and reactions because they could 

compare this story to that of people they knew and provide alternatives for including Sosu in the 

school and in the community. They went through the steps of the knowledge processes 

randomly, experiencing, conceptualizing, analyzing, applying, experiencing, and analyzing 

again. This time they went back and forth while developing the activities I proposed. To start, 

they experienced and conceptualized Sosu’s story by working around two images. First, Sosu 

playing the drums (Figure 14 above), then Sosu with his family (Figure 15 below). 
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Figure 15 

Sosu and his Family (Asare, 2002) 

 

Source: Asare (2002)  

I asked them to describe what they observed in the images. These descriptions showed 

how PSTs’ views of the characters were informed by the images they analyzed. Next, they 

watched a video about people who had struggled and finally succeeded in life despite their 

disabilities. They wrote their takes on the video based on the following instructions:  

Watch the video: Top 10 Most Successful People with Disabilities. Have you heard about 

any of these people before? Watching about these people made them continue their experiencing 

and conceptualizing process. In this way, the next statement was to write the words or phrases 

that came to their mind while they were watching the video. PSTs remarked positive aspects they 

became aware of by watching this video or related it to their background experience. It was good 

to see them touched by the stories presented, which related to the next question: Which story 

touched you the most? Explain. Afterwards, they analyzed and applied by answering the 

following questions: Do you know people with a special condition? How are their lives similar 

or different from the cases just seen? 
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Later, we went back to experience by reading Sosu’s story. I asked PSTs to write a list of 

the words or expressions that referred to inclusion, exclusion, or caring, identified in the video of 

people with disabilities, Sosu’s story, or from their own lexicon.  

After that, we analyzed specific parts of Sosu’s story that they felt touched by. Finally, 

PSTs applied knowledge by proposing strategies to include people like Sosu in a school 

classroom.  

The Danger of a Single Story 

The problem with stereotypes is not that they are untrue, but that they are incomplete. 

(Adichie, 2009) 

Chimamanda Adichie, a Nigerian storyteller, invites us to reflect upon our understanding 

of others as people who have a voice and to read the world critically, welcoming different views 

and diverse stories. This TED Talk encourages us to hear the stories of others told in first person 

–not read from biased standpoints.  

After developing a series of multimodal tasks around these three stories, I documented 

PSTs’ interactions and key phrases that marked their discussions and unveiled their gains in 

terms of diversifying their views of others, of going beyond having a single story of them. The 

multimodal approach favored engagement with a pedagogy of multiliteracies through a variety of 

modes that encouraged the intercultural approach of texts to bring possibilities for reflecting 

about other realities and other views of the world. This plethora of possibilities exposed PSTs to 

multiple semiotic resources, taking advantage of the technological possibilities they had at hand. 

It was inclusive of all areas of design -linguistic, audio, spatial, gestural, visual, and multimodal 

(NLG, 1996), which derived in making semiotic and symbolic meaning (Pantaleo, 2005). 
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Diversifying students’ views    

PSTs engaged and connected with the stories read and watched because of their diverse 

and intercultural nature. Reflecting upon the sources of information of the stories and analyzing 

moments lived by the characters allowed them to experience, conceptualize, analyze, and apply. 

We started Conceptualizing and building a critical framework by critically engaging in the 

analysis of phrases such as: “A rather odd-looking duckling hatched”, which not only generated 

knowledge but were mainly a way to trigger discussion and analysis of group belonging and 

identity. In this line, they engaged with a pedagogy of multiliteracies that encouraged the 

discussion of complex and multiple identities, taking language learning beyond its informational 

value to live a meaningful experience (Kramsch, 2009). 

To put it another way, knowledge served to transform limiting concepts of family, 

friendship, and other relationships by analyzing phrases such as: “No matter what they looked 

like, mother duck loved all her ducklings the same.” This analysis engaged PSTs in 

understanding and discussing the experiences lived and the reactions and roles of each character 

in the story. They also compared and critically Analyzed how they would react if they were in a 

similar situation by sharing anecdotes and group affiliations. The recreation of real-life episodes 

is supported by Michelson and Dupuy’s (2014) work on global simulations in a language class, 

which was done to have students feel what life was like while embracing someone else’s identity 

and cultural practices living multilingual and multiliteracies experiences.  

To better illustrate this point, here is a picture of PSTS’ design of a multimodal task, in 

which they drew and acted stories that depicted inclusion and diversity.  
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Figure 16 

The Rose and the Tomato 

 

Source: Group 1 

Group 1 recreated the life of a rose that was growing up amidst tomatoes, thinking she 

was a tomato. Many told her that she would never be a tomato because she was long and 

tasteless, while they were round and juicy. This group awoke sensitivity in their partners by 

teaching them the importance of tolerating others in the difference (Researcher’s journal, 

February 10, 2020).  

Figure 17 

Tools in Carpentry 

 

Source: Group 4 
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Group 4 performed a puppets show about tools in carpentry. They highlighted the role of 

each tool and how important each one felt, but at the end concluded how they were meant to be 

together, appreciate each other, and share in the difference (Researcher’s journal, February 10, 

2020).  

In a similar fashion, by analyzing Sosu’s life, PSTs engaged in meaning-making, which 

was triggered from their understanding of the book and based on how they analyzed the images 

within. Additional sources of information, including a video of successful people with 

disabilities and talking about specific cases of people they knew, brought more input to our 

discussion. In this way, we went beyond having a single story of people with disabilities 

(Adichie, 2009), which diversified our thoughts and views of them.  

In one of my journals, I wrote: “I observed PSTs reacting to the situations lived by the 

main characters of the story, which projected a critical framing (NLG, 1996). They referred to 

inclusion as a must in education and talked about the importance of recognizing diversity” 

(Researcher’s journal, January 29, 2020). Isabella referred to knowledge of diversity when she 

affirmed: “The lack of information that people have about physical and cognitive disabilities 

makes them reject others. People in town rejected Sosu because of his condition, but they did not 

know of his capabilities” (Global literacies, Sosu’s call, Excerpt, January 29, 2020). This critical 

framing, supported by a pedagogy of multiliteracies, led PSTs to reason about inclusive 

education and to propose terms and attitudes that they perceived as appropriate in these cases. 

This is a sign of engagement, which is not always communicated, but which could be enacted in 

the way students react or behave when facing specific situations. As stated by Bezemer and 

Kress (2016), “learning takes place both in communication and in engagement” (p. 62).  
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As an illustration of this point, Palpacuer Lee (2018) recreated the knowledge processes 

in foreign language learning spaces to take their students beyond linguistic constructions to 

meaning-making and based on intercultural experiences. She suggested that “in teacher 

education classes, language teachers should be encouraged to collectively engage with 

multimodal texts, and to make interdisciplinary, embodied, and intercultural connections” (p. 

135). Engaging with multimodal texts helped PSTs build a critical framework by analyzing 

situations that raised their intercultural awareness. 

It was commonplace to hear PSTs Conceptualize around Sosu’s skills, Guji Guji’s values, 

and Adichie’s bravery. “Their experiencing new knowledge became meaningful as they 

compared and contrasted their own life experiences and decision-making to those of the people 

they were reading about” (Researcher’s journal, February 10, 2020). As follows, Manuel’s 

statement is a good example of qualities they highlighted in Sosu, “Sosu was skillful playing the 

drums” (Personal narrative, January 29, 2020). Manuel placed Sosu’s skills higher than his 

disabilities, which was evidence of the transformed practice they were undergoing, based on 

their learnings from such stories.  

“What PSTs were able to express, based on what was learned in the story and on their 

teaching knowledge, provoked lively discussions in which they compared cases of people in 

similar situations or the moment they had judged someone because of their origin, while 

listening to Adichie’s story” (Researcher’s journal, February 13, 2020). This is aligned to the 

study of teachers’ knowledge, which according to Hammerness (2005), is a key component in 

teachers’ careers that acknowledges how we cannot be detached from our sociocultural realities. 

The author asserted that gaining intercultural awareness expands specific cultural knowledge for 
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practice, in practice, and of practice and allows individuals to realize that multiple identity 

dimensions play out during interaction. 

It is remarkable to note PSTs’ reactions to Sosu’s story and worth mentioning the parallel 

they made between the villagers’ beliefs and their own beliefs; in addition, they used the 

knowledge they had gained at university to value difference and to encourage alternative ways to 

include others. This is a way to indicate how the process of experiencing and applying (NLG, 

1996) provoked meaning-making. Furthermore,  

PSTs proposed strategies to include people like Sosu in a school classroom. So 

too, they remarked the need to respect people no matter where they come from and make 

others feel welcome and equal and adapt to their conditions after hearing Adichie’s story. 

They acknowledged how much we could learn from people that because we think they 

are different, we do not give ourselves a chance to know them. (Researcher’s journal, 

February 12, 2020).  

Comparing these stories with those that some PSTs shared, mostly what was learned from 

Sosu, gave them the chance to analyze the gaps between those people who have economic 

resources or who find support in others and those who do not. “This was a good moment for 

PSTs to reflect and raise awareness on their society in terms of inclusion and equal opportunities 

in the difference. This topic touched them and showed their sensitivity towards diversity and 

towards people in need” (Researcher’s journal, January 29, 2020).  

Challenging stereotypes  

All of these stories make me who I am. (Adichie, 2009) 

Watching Adichie’s TED Talk the danger of a single story and comparing it to Guji Guji 

and Sosu’s stories made PSTs challenge stereotypes and welcome diverse stories. We discussed 
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how stereotypes are mostly beliefs and assumptions we have of other people, which we 

commonly learn from our peers, our family, or the media. Stereotypes create overgeneralized 

views of people that are seen as a collective rather than as individuals who might have 

specificities within a group. Yasir (2019) precisely refers to the need of challenging 

ethnocentrism and stereotypes in order to be inclusive of individual differences and able to gain 

intercultural communication skills.  

 Multimodal task 

We watched Adichie’s TED TALK and developed a workshop, which challenged stereotypes 

and welcomed diverse stories. To begin, I wrote the word stereotypes on the board and asked 

PSTs to recall ideas that came to their minds when they read that word. Afterwards, we discussed 

the idea of stereotypes. Following this, I asked PSTs to think about the regional variation we 

have in Colombia and to talk about their impression of people from specific places. We talked 

about people from Cali, Medellín, and The Atlantic Coast –three different and distant places in 

the country. PSTs listened to their perceptions about the cultural traits of the people from these 

regions.  

 The next challenge I gave them was to complete the following phrase: People think I 

am… because… 

This phrase made them think about themselves based on how other people saw them. 

Admittedly, we commonly think of stereotypes we have of others, but rarely do we think of the 

view others have of us. To analyze how others perceive us, we developed an introspection 

activity that uncovered diverse feelings and emotions. “There were surprises in their looks when 

they expressed how they had perceived others by knowing just one part of their stories” 

(Researcher’s journal, February 13, 2020).  
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Following, we watched the video, “The danger of a single story,” and answered the 

following: 

a) Mention any aspects that surprised you about the story.  

b) Do you remember stereotypes you have held of other people? 

c) Try to remember a Fidi in your life (Fidi was a houseboy in Adichie’s family house, and 

the single story she had of him was that his family was very poor. This is what her 

mother had told her. She changed her single story of him when she went to visit his house 

and saw his family making baskets; then, she learned that they had skills beyond being 

poor).  

d) How did your single story of that person change after you talked to her/him? I gave PSTs 

the challenge to go talk to those “Fidis” in their lives, if they had not done so in the past, 

and to come and share their findings, explaining how the single story they had imposed 

on them had changed after their encounter  

 

It was rewarding to disclose PSTs’ development of understanding through the activities 

derived from this video, 

Sharing their own stories of stereotypes towards others was not easy at the beginning, but 

little by little, they opened themselves to telling some shocking and at the same time 

beautiful stories while becoming actively engaged in the task. Their positionality shift 

regarding people they had come across was evident too, which marked a new beginning, 

as they mentioned. Many assured how important it was to know diverse stories of people 

to avoid judging others. In this way, they gained diversity and awareness beyond 

stereotypes (Researcher’s journal, February 13, 2020). 
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As an illustration, Mariana reported: “people think I am friendly because I am always 

happy” (Global literacies, Danger of a single story, Excerpt, February 10, 2020). In this way, 

everyone expressed how they thought other people represented them and how the image that we 

portray is partially true and not always fair, based on how much others come to know us. Manuel 

complained, “People think I am mad because I am always serious” (Global literacies, Danger of 

a single story, Excerpt, February 10, 2020). “I understood this phrase as his cry for fairness and 

for selling a different image of himself to his partners, and also to indicate how little people 

knew him, which illustrated his emotional engagement with the activity proposed” (Researcher’s 

journal, February 12, 2020). This perception is aligned with the following phrase we discussed 

from Guji Guji’s story “I am not walking like a duck; I am a duck.” This is an illustration of how 

we perceive others at first sight, and at some point, expect them to fit within a specific cultural 

group, one that holds the characteristics we expect –one single cultural view.  

That means that knowing just one facet is not enough to understand and establish good 

communication with others. Here, Cope and Kalantzis’ (2000) view of literacy, which 

encourages a three Ms–multilingual, multicultural, and multimodal– perspective, 

reconceptualizes literacy practices and finds alternatives for literacies pedagogy to fit the 

changing contexts and realities of today’s learners through empowerment and critical decision-

making. Such openness to several possibilities is inclusive of cultural diversity.  

Thus, building a critical framework aids in the development of intercultural awareness 

that is informed by diversity of thought and action (Freire, 1970), or the development of what 

Freire called conscientização to explore and understand realities as moving and ongoing, so that 

those involved in education “may perceive through their relations with reality that reality is a 



DEVELOPING INTERCULTURAL AWARENESS THROUGH A PEDAGOGY  125 
 

process undergoing constant transformation” (p. 109). That is, understanding others’ reality 

should surpass discourse and become action. 

As a possibility to challenge stereotypes, besides providing alternatives for inclusion, 

after having read Sosu, Ana highlighted, “although there are many negative phrases that have 

historically been used for kids who have learning challenges, fortunately, I have learned about 

words that imply inclusion and opportunities, such as gifted, special education needs, normal, 

support, solidarity, equity, understanding and acceptance” (Global literacies, Sosu’s call, 

Excerpt, February 4, 2020). These lines provide evidence of awareness of diversity gained by 

PSTs, while they critically engaged with the topic, which was expressed and discovered while 

they gave themselves the chance to know multiple stories. 

PSTs told many different stories of people they had come across and remarked that giving 

themselves the opportunity to talk to these people was enough to know some of their 

stories and to change the way they perceived them” (Researcher’s journal, February 13, 

2020). To take a case in point, Dario argued, “a single story can make us underestimate a 

person or a place (Global literacies, Danger of a single story, Excerpt, February 10, 2020) 

Thus, coming to a deep understanding of others requires going beyond basic knowledge 

of them, or as remarked by Gómez-Rodríguez (2015), it is beyond essentializing a surface 

cultural view.  

As an example of the biased and limited view that Paula had of Africa, she declared, “it 

really surprised me how African people are seen by people from other countries, by people like 

me” (Global literacies, Danger of a single story, Excerpt, February 10, 2020). She recognized 

how her view was changed by knowing all Adichie had gone through and comparing this view to 
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other people's experiences from diverse origins. Paula’s self-critical engagement evidenced her 

involvement with the topic and the learning experience that she underwent.  

To further discuss this point, let us analyze the role of stories in building critical 

engagement. Adichie (2009) suggested, “Stories matter. Stories have been used to dispossess, but 

stories can also be used to empower and humanize. Show a people as one thing, as only one 

thing, over and over again, and that is what they become” (00:17:36). The single story that Paula 

had of Africa was the one that had been repeated to her by the media. Now, having had the 

chance to know an additional story had expanded her limited perception. Another example of 

how a single story narrows our view was presented by Andrea’s take of the video “Her 

roommate thought she was poor just because she was African” (Global literacies, Danger of a 

single story, Excerpt, February 10, 2020).  

As a matter of fact, it is not easy for us to recognize the biased views we have of others, 

and it is not common for us to accept the stereotypes we hold of other people because, in the end, 

this is all we know about them; thus, we take it as the whole truth. Along the same lines, some 

PSTs started to talk about past events, which they disconnected from their present selves when 

referring to stereotypes. Consider Isabella’s comment, “When I was younger, I was scared of 

people with tattoos because I associated them with evil people; now I know it is not true” 

(Global literacies, Danger of a single story, Excerpt, February 12, 2020). The recognition of a 

limited and stereotyped view of others placed in the past would relieve PSTs from the burden of 

being judgmental in the present time. Accordingly, Kramsch (2009) asserted, “they cannot 

understand the Other if they don’t understand the historical and subjective experiences that have 

made them who they are. But they cannot understand these experiences if they do not view them 

through the eyes of the Other” (p. 61). To gain these subjective views, otherness, and a third 
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place, as introduced by Kramsch, are integral to the intercultural awareness learners need to be 

better intercultural communicators.  

Indeed, the transformed practice was essential for their positionality shift regarding 

people they had come across. Many assured how knowing diverse stories helped them build a 

framework of tolerance of diversity and avoid being judgmental towards others. In this way, they 

gained diversity awareness by being actively involved in the task, which allowed overcoming 

stereotypes and engaging in the pedagogy of multiliteracies while diversifying their views of 

others.  

Challenging Origin Preconceptions  

It is a commonplace to have ideas and perceptions of people because of their ethnicity, 

social class, religious beliefs or regional background. Thus, challenging origin preconceptions is 

the opportunity to avoid judging others based on the one single image we have of them, but to 

think of origin as the multiple stories that a person might bring and that make part of their 

cultural background. In this sense, four stories provided knowledge that intersected origin, 

experiences related to specific geographic locations and moving as an opportunity to expand 

one’s horizons or to flee from death. The diverse economic, racial, and geographic backgrounds 

of the stories’ characters provoked an intersectional analysis of their realities. Intersectionality, a 

term originally coined by Crenshaw (1989) as a critique to the disconnection between race and 

gender, and in an attempt to find justice for black women, is presented by Block and Corona 

(2017) to account for the many dimensions (e.g. racial, gender-based, sexual, social, ethnic) that 

we can engage with while exploring a person’s experience. Analyzing the diverse backgrounds 

that come together makes a person’s experience richer and varied, thus adding to the fact that no 

single cultural descriptor is enough to reach a deep intercultural understanding.  
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After reading Dear Primo, We are Displaced and What the World Eats, and watching a 

documentary about the recipient of a National Youth Prize, experiencing, conceptualizing, 

analyzing and applying were essential to help students to challenge origin perceptions. 

Following, I briefly describe the stories read or watched and the MM activities developed; 

afterwards, I quote and analyze common knowledge that derived categories of analysis to 

document PSTs’ work on multimodal tasks for their engagement with a pedagogy of 

multiliteracies. 

Dear Primo: A Letter to my Cousin  

Do you wonder like me what life is like far away? 

Two cousins, one in San Miguel de Allende, Mexico and one in New York City, write to 

each other and learn that even though their daily lives differ, at heart, the boys are very similar 

(Tonatiuh, 2010). 

Figure 18 

Dear Primo 

 

Source: Tonatiuh (2010) 
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 Multimodal task 

PSTs read the story in pairs; they analyzed the message and specific lexicon used by the 

two characters who lived in different countries. After that, there were questions to disclose their 

intercultural understanding of the story (questions adapted from Oswego Public Library District 

www.oswego.lib.il.us). Multimodality was encouraged through the reading of images and the 

analysis of the characters’ realities. 

The following two questions encouraged PSTs to Experience:  

How are Charlie and Carlitos’ lives different? How are they the same?  

Did the illustrations help you understand the story? Why or why not? What would you add?  

The next three questions connected their background knowledge with the knowledge they 

gained through the book to Conceptualize specific intercultural situations.  

Do you think Charlie portrays an accurate picture of American life? Why or why not? 

Do you think Carlitos portrays an accurate picture of Mexican life? Why or why not? 

What do you think it would be like for either Charlie or Carlitos if he were to go live with his 

cousin for the summer? What might he find difficult? What might he find easy?  

During class discussion, as well as through PSTs’ written answers, stereotypical 

descriptions arouse; this could be, in part, due to the descriptive nature of the book, which if not 

carefully studied can make readers take the basic information presented there as the only truth. “I 

advised PSTs to think of the cousins as individuals who have lived specific experiences in the 

places they live, not as the unique representation of their culture” (Researcher’s journal, 

February 5, 2020).  

Next, I wanted PSTs to prize the book by analyzing its intercultural contribution. For this, 

I posed the following question: This book won the Pura Belpré Award, which is given to the 

http://www.oswego.lib.il.us/
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author whose work best portrays the Latino cultural experience. Why do you think this book won 

that award?  

By analyzing their perspectives, PSTs expanded their intercultural view and remarked on 

diverse cultural practices presented in the book. “They now saw the cultural practices presented 

as cultural descriptors, illustrated by pictures, which compared cultural practices, not as 

definitive cultural representations” (Researcher’s journal, February 5, 2020). This could be 

observed while PSTs described aspects that called their attention of both cultures. They 

described what the characters ate, and did on a daily basis, and compared the two countries based 

on those cultural practices.  

PSTs shared their own intercultural experiences by applying what they had read. For this, 

I asked them the following:  

Have you ever been to another country/region/city? What was it like? If you have not, what do 

you imagine that it might be life?  

The Knowledge Process provided a smooth transition to work and analyze the story. It 

made PSTs compare their lives to the lives of those in the story while internalizing and applying 

new concepts. In this way, we developed cultural and origin awareness. 

National Youth Prize 

Escurren las lágrimas de mi madre a quien le pusieron ceniza en la boca para que olvidara 

su lengua. Mi madre que hoy vive con la mitad de su corazón [Tears flow from my 

mother who was put ashes in her mouth to make her forget her language. My mother who 

now lives half-hearted]. (López-García, 2018) 
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Nadia López García is a young Mexican indigenous poet who was recently awarded the 

National Youth Prize as recognition for her work on strengthening indigenous languages and 

cultures. Her story is a reflection of her life as an indigenous young woman in a marginalizing 

and discriminatory society. She remarked: Soy mujer, soy indigena, soy migrante y soy joven; 

quizá todas las características que dolorosamente presagian un futuro poco alentador [I am a 

woman, I am indigenous, I am a migrant, and I am young; perhaps all the characteristics that 

painfully portend a hostile future].  

 Multimodal task  

Based on Nadia’s experiences and empowerment, we developed a global to local (Short 

et al., 2016) discussion, in which we analyzed her work and her context to later share local 

stories of perseverance. We watched the documentary from a global to local perspective, trying 

to learn about Nadia’s unveiling of her local culture and language and what she does to make it 

visible in a world that, for the most part, does not favor minority groups’ social constructions. 

This time, we reflected on the realities presented by Nadia; then, we compared her experience to 

ours in the Department of Cauca, in which minority groups, to which many PSTs belong, try 

hard to have their voices heard.  

We are Displaced  

It never fails to shock me how people take peace for granted. I am grateful for it 

every day. Not everyone has it. Millions of men, women, and children witness wars every 

day. Their reality is violence, homes destroyed, innocent lives lost. And the only choice 

they have for safety is to leave. To “choose” to be displaced. That is not much of a 

choice. (Yousafzai, 2019) 
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Figure 19 

We are Displaced 

 

Source: Yousafzai (2019) 

In this book, Malala tells us the story of girls who mirror their own story as they too 

faced internal as well as international displacement. She gives a voice to those people behind the 

statistics who have been displaced worldwide –because they are more than a number. She 

introduces Zaynab (18) and Sabreen (16), two sisters who, after their grandmother decease, got 

trapped in war in Yemen and tried to escape to the United States to reunite with their mother, 

whom they had not seen for 14 years. Then, the story of Najla, who fled along with thousands of 

people of her Yazidi community to survive terrorist attacks. At the end, we read the story of 

Maria, a girl from Iscuande in Colombia, who was forced to change her mango trees for the big 

city of Cali where she and her family had no one; this happened after her father was brutally 

killed by armed groups. Maria, who learned the word displacement at the age of four, recreates 

this story thanks to her older sister’s memories.  
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 Multimodal task 

PSTs went from global to local intercultural awareness by reflecting on people’s 

experiences, which, although apparently foreign, deep inside reminded us of our native 

Colombia and its social and political situation. Going from global to local intercultural awareness 

gave PSTs an eagle view of displacement, which they later connected to the realities of 

thousands of people who have experienced the same in our country. Malala introduced her own 

story of displacement, plus those of ten other refugee girls. We analyzed four of those stories 

(Zaynab, Sabreen, Najla, and Maria).  

After reading and experiencing the lives of these four refugee girls, PSTs connected 

concepts they found remarkable in each story. Below is an example of one of the stories we 

analyzed: 

Maria’s Story 

Figure 20 

Malala and Maria 

 

Source: Yousafzai (2019) 
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I don’t remember his face that well, but I do remember the day we left the farm. 

We were rushing, and that scared me. I did not know then that we were running away. 

When we finally arrived in Cali, my mother said my father had been violently killed just 

the day before, and we were running because my mother feared we were next… When I 

was seven, my mom finally gave it a name. “We are displaced,” she told me. The word 

was new, but the feeling was not.  (Maria’s story) 

What the World Eats 

Imagine for a moment that it is early Saturday morning in the United States. You 

have just awakened, and it is time for breakfast. If yours is like the majority of American 

families, your meal might consist of … If instead, you wake up in a village in the East 

African country of Chad, there are no boxes of ready-to-eat cereal, no cartons of milk… 

(D’Aluisio, 2008)  

Figure 21 

What the World Eats 

 

Source: D’Aluisio (2008) 

 



DEVELOPING INTERCULTURAL AWARENESS THROUGH A PEDAGOGY  135 
 

Reading a book that presents regional foods did not intend to essentialize culture to one 

dish nor provide mere surface views of culture (Gómez-Rodríguez, 2015; Short, 2016). On the 

opposite, this task fostered critical connections (Freire, 1970), which contributed to developing 

intercultural awareness on what cultural foods are like in some specific places; it also helped 

PSTs view countries beyond specific cultural artifacts. Given this task took place after we had 

read the books proposed and done workshops that helped develop different types of awareness, it 

was planned to go beyond describing or associating places to one specific behavior or dish. We 

developed critical connections by analyzing how food contributed to culture and to its people; we 

compared specific characteristics of food preparation in several places and how this was a way to 

unite families and sometimes towns. We also analyzed, based on what the book what the world 

eats proposed, families’ income, economy, natural resources, among other aspects that are 

sometimes taken for granted in a regular language class.  Short (2016) advises that “if we do not 

see culture as integral to our identities, but as present only on others, culture becomes exotic and 

divisive” (p. 14). What is more, cultural practices around food create social representations of 

families and communities. Practices and representations about food there are part of people’s 

funds of knowledge (González et al., 2005). Likewise, the engagement provided with texts that 

present such diversity allowed participants to connect with other cultural practices and to value 

their own.  

 Multimodal task 

Reading D’Aluisio (2008) and knowing about places that surpass the common 

representative countries in the world brought new knowledge to PSTs. They analyzed images, 

which illustrated the stories of families around the world, and found out how they differed or 
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resembled food PSTs knew. Images 28 and 29 are examples of food from other places that they 

associated with foods we eat in Colombia.  

Figure 22 

Cotton Candy - Cayro, Egypt 

 

Source: D’Aluisio (2008) 

Figure 23 

Pig and Chicken Intestines - Manila, Philippines 

 

Source: D’Aluisio (2008) 

I asked them to prepare a recipe from their hometown/region/place of origin or inherited 

from grandparents/family tradition. They brought the dish and gave a little talk about it, 

mentioning ingredients and time of the day/time of the year it was eaten. Since PSTs came from 
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different backgrounds, they prepared and brought foods from their regions and described them, 

making global to local connections (Short et al., 2016). The presentations were a moment to 

share a little of PSTs’ cultural backgrounds and family traditions. Although the dishes they 

decided to present are very common in Colombia, they shared slight differences in the way they 

cooked them in their families, which was a moment to embrace cultural diversity.  

Contrasting Origins 

“PSTs moved from situated practice, in which they experienced new knowledge of global 

situations, to transformed practice by presenting their views of others, mediated by their own 

subjective experiences (Kramsch, 1993)” (Researcher’s journal, March 18, 2020). To put it 

another way, Morrison (2017) suggested that for understanding the other, we need to know their 

individual stories. In this regard, by reading the stories of Dear Primo, We are displaced, and 

What the world eats, and by knowing a little about the life of National Youth Prize Nadia López 

García, PSTs gained knowledge and came to understand the situations lived in the stories, from a 

very personal viewpoint, transcending their own stories.  

 For instance, food was one aspect that PSTs engaged with and which provoked fear in 

some and excitement in others. Their reactions to the foods introduced in the book went from 

those who wanted to try anything they saw, to others horrified by the idea of eating foods 

unknown to them. These feelings, along with the idealization of new places, where they would 

find friendly people, made them want to go there and projected the intercultural awareness they 

were starting to gain. This analysis is based on what PSTs mentioned during interaction and on 

what I observed as well. When exposed to reading about new places, for example, they 

commonly idealized places because of their descriptive factors. For example, we talked about 

places such as Cartagena in Colombia and some would mention that people from there are very 
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friendly, although they had never been there. I thus perceived how they engaged with 

interpreting multimodal texts through a pedagogy of multiliteracies to expand their intercultural 

knowledge.  

Additionally, Dear Primo contributed to developing an understanding of others beyond a 

limited nationalist view. In fact, culture goes beyond a nationalist perspective because of the 

many dimensions that it may take, including religion, ethnicity, gender, and professional 

orientations (Dervin, 2006, 2015; Liddicoat & Scarino, 2013). “Initially, PSTs mentioned 

cultural differences they found regarding surface cultural elements, which mostly generalized 

cultural practices, such as food, games, city attractions vs. nature and animals; and means of 

transport” (Researcher’s journal, February 3, 2020). As an example, Isabella explained: “It is the 

life of a boy growing up in a city; he illustrates what the culture of his city is like; he does things 

typical to an American: he plays basketball, video games, does break-dance, and eats pizza” 

(Global literacies, Dear primo, Excerpt, February 3, 2020). Isabella’s understanding highlights 

surface views of cultural aspects. This is why I intended to engage students in deeper discussions 

because, as Gómez-Rodríguez (2015) contended, “controversial issues of deep culture challenge 

learners to react critically about the status quo of deep-rooted cultural constructs” (p. 45).  

 Notwithstanding, by doing a deeper analysis of the story, PSTs approached elements of 

deep culture such as ideologies behind ways of living, which determined kids’ roles at home, 

freedom and responsibilities. Most importantly, they challenged origin preconceptions, as in the 

case of Andrea, who mentioned, “They are both kids and live similar days, they go to school, 

they play with their friends; despite the apparent differences, they are still people; they are both 

enjoying their childhood” (Global literacies, Dear primo, Excerpt, February 3, 2020).  
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Deep cultural practices are perceived within a discourse community that shares a 

common space (Kramsch, 1993) and through symbols that come to be between people in 

interaction (Risager, 2006). “Because the book Dear Primo compares and contrasts cultural 

practices, some PSTs fell into mere comparing and contrasting, notwithstanding, we discussed 

how individual experiences cannot be generalized, and we challenged preconceptions rooted in 

people’s place of origin” (Researcher’s journal, February 5, 2020). This led us to scrutinize the 

multiple layers of culture to start developing an understanding of its complexity, because “to 

learn about culture, it is necessary to engage with its linguistic and nonlinguistic practices and to 

gain insights in the way of living in a particular cultural context” (Liddicoat & Scarino, 2013, p. 

23). The Linguistic dimension that Liddicoat and Scarino (2013) propose is what PSTs have 

mostly been exposed to so far in several language courses, thus it was necessary to contrast this 

with nonlinguistic practices. That is, they were encouraged to analyze cultural practices beyond 

mere linguistic elements and to observe behavior, attitudes, family lives, and other cultural 

representations that complement such linguistic practices. 

Going Local  

By reading global stories, PSTs developed global to local connections while challenging 

the initial perceptions they had of people from diverse origins. That is why Short et al. (2016) 

support reading stories that are inclusive of cultural identity markers to move beyond stereotypes 

and prejudices. This is precisely what a multiliteracies approach developed through multimodal 

tasks does to potentiate global and local cultural literacy practices.  

Specifically, National Youth Prize award winner Nadia López García’s experiences were 

an invitation to value local cultural practices and to develop global to local connections (Short et 

al., 2016). Nadia’s unveiling of her local culture and language, and what she does to make it 
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visible in a world that, oftentimes, does not favor minority groups’ social constructions, 

motivated the sharing of PSTs’ local stories of perseverance. Knowing about her life 

experiences, in which she narrated her childhood as an indigenous migrant worker, resembled 

experiences in the Department of Cauca, “It revived stories of minority groups, to which many 

PSTs belong, and provoked discussion of their struggles to make a living, preserve their 

language, or be part of the mainstream society in terms of equal education and economic 

opportunities” (Researcher’s journal, March 3, 2020).  

Here is the case of Mariana, whose family belongs to an indigenous group. She says: “I 

am similar to Nadia because I left the reservation to find better educational opportunities, but I 

was not as brave because we do not preserve the language” (Global literacies, National youth 

prize, Excerpt, March 3, 2020). Similarly, “PSTs talked about the need to use local knowledge 

and access education as an alternative we have to position ourselves in the socioeconomic ladder. 

This is an example of the global to local connections PSTs established. There is evidence of 

intercultural awareness in terms of gaining specific knowledge of others, which they would use 

to analyze their own reality. By knowing these stories, they became aware of the lives of other 

people and sympathetic of what these people have gone through and they opened their views to 

diversity. Additionally, the need for active learning was mentioned, as a way to use knowledge 

for the development of critical citizens (Byram, 2013) who value local understandings and are 

open to global realities” (Researcher’s journal, March 3, 2020).  

Subsequently, the idea of moving, of leaving a place of one’s own (Rohkrämer & Schulz, 

2009), of being displaced helped them embrace others’ subjective experiences (Kramsch, 1993). 

The stories of others became our stories (Adichie, 2009). Reading about Zaynab, Sabreen, Najla, 

and Maria’s stories of displacement was extremely touching and awareness-raising because of 
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their autobiographical nature. These stories connected different national origins to the concept of 

displacement; that is, a reality experienced beyond geographical borders, which raised global to 

local intercultural awareness (Short et al., 2016). As an example, Dario related his story to those 

of the girls because he admitted, “although I was not violently displaced, my family was always 

moving because of my father’s occupation, so when I was younger I had the feeling of 

displacement, of leaving my friends and my school” (Global literacies, We are displaced, 

Excerpt, March 3, 2020). In fact, moving from place to place brought feelings of displacement 

and of being forced to live new experiences (Rohkrämer & Schulz, 2009), which Dario 

connected to the global stories read. 

After selecting key phrases in each of the stories, we discussed life choices, moral values 

and life in a totally new place. We became sensitive towards those others that we often come 

across, but we are not aware that they did not choose to be there. “We reflected about the 

realities of our cities, the realities of violence and displacement that we have not only watched 

and read on the news but felt near when our friends, family members or neighbors have faced it 

too” (Researcher’s journal, February 19, 2020).  

The discussions generated to align with Malala’s (2019) premise of giving faces to the 

statistics and raising awareness on displacement as a world issue that has affected people 

everywhere. PSTs engaged with the stories introduced by Malala and reacted to the situations I 

posed. As an illustration, Felipe talked about his fear of being displaced as he stated: “I would 

feel uncertain of going to a new country where everything is new, including the language. 

However, if life gave me another opportunity, I would start anew” (Global literacies, We are 

displaced, Excerpt, February 19, 2020). 
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That is, discussing issues that somehow relate to their experiences developed local 

intercultural awareness and thus situated and transformed PSTs’ thoughts about this global issue. 

As a teacher educator, I hope that our discussions may eventually lead to action since, as 

Bezemer and Kress (2016) argue that action and speech should be embedded in the designing of 

learning environments. In this line, it was possible to hear PSTs talk about potential reactions 

towards specific peoples while faced with hypothetical situations, which they are expected to 

enact when faced with similar real-life situations. One important takeaway from the sessions was 

that they could look at particular stories and connect with humanity at the individual level 

because “we generalize, we overgeneralize, and we other until we come to know individual 

stories of those others and realize they are people like us, that we have come to know as the 

stories they represent” (Morrison, 2017, p. 23).  

Knowing about life stories of people coming from diverse regional, economic, cultural or 

religious backgrounds created global to local connections (Short et al., 2016). Reading D’Aluisio 

(2008) gave PSTs knowledge about specific cultural artifacts of a culturally diverse world. We 

learned about places we had not heard before, given the book collects information about 

dwellings not commonly presented in textbooks, such as Kouakourou, Mali; Kuwait City, 

Kuwait; and Todos Santos, Guatemala, which led us to know more than the typical 

representative countries in the world. We learned how eating habits might be influenced by 

spiritual traditions (a regular person in India eats one pound of meat a year) or geographical 

location (20% of the population in Greenland eats seal four times a week). Besides, we read 

about families’ economic condition (33% undernourished population and 2% of households with 

access to electricity in Chad; 62% of the population in Bhutan have access to drinking water) as 

an effect of globalization. “PSTs’ engagement with a pedagogy of multiliteracies favored the 
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analysis of their own contexts in terms of practices around food. They also made sense of 

cultural practices and ways of living of countries they had not heard of before” (Researcher’s 

journal, March 18, 2020). 

We challenged perceptions on origin by understanding that the information presented in a 

book could not be taken as the truth and only condition for all families in a country but were an 

estimate of the realities of most people in the specific places where data were gathered. Situated 

practice motivated learners to share about their cultural backgrounds and family traditions to 

embrace diverse cultural practices and avoid the “imaginary, homogeneous, limited and solid 

picture of national groups” (Dervin, 2006, p. 2), which provides a reduced and biased perspective 

for intercultural communication. This is why PSTs’ exposure to global literacies, their reactions 

to stories, and their interpreting and designing of multimodal texts motivated global to local  

connections which were taken within a critical framing approach that raised awareness on 

diversity by means of multimodal tasks.  

The multimodal activities developed engaged PSTs in the pedagogy of multiliteracies, 

ground in specific contexts. For instance, giving context a starring role, recognizing students’ 

realities and background, and listening to their voices was essential for meaningful teaching and 

learning to occur (Ausubel, 1963; Kumaravadivelu, 2001; Mora, 2011).  

The different tasks and texts that students designed were instrumental in crystalizing 

several tenets of the pedagogy of multiliteracies, but in particular, the literary aspect was used as 

“a way to focus on the realities of increasing local diversity and global connectedness” (p. 64). 

To sum up, documenting PSTs’ work on multimodal tasks unveiled their engagement with a 

pedagogy of multiliteracies and aided the development of intercultural awareness.  

 



DEVELOPING INTERCULTURAL AWARENESS THROUGH A PEDAGOGY  144 
 

Impact of a Pedagogy of Multiliteracies on Intercultural Awareness 

This section accounts for objective 3, which aimed to unveil students’ perceptions of the 

impact that a pedagogy of multiliteracies had on their development of intercultural awareness. To 

do this, I analyzed a questionnaire, which was administered at the end of the academic term to 

collect information on PSTs’ engagement with a pedagogy of multiliteracies. Additionally, my 

notes taken in my researcher’s journal were a good source of data to document how a pedagogy 

of multiliteracies contributed to their development of intercultural awareness. I also refer back to 

the multiliteracy tasks and students’ reactions that I described in the previous section. 

The questionnaire featured three questions: 1) From the books read, and the 

documentaries watched, mark the one(s) that touched you the most and explain why; 2) What 

kind of knowledge (of people, of literature, of other cultures, etc.) did you gain from reading the 

book or watching the documentary you chose as your favorite? 3) Which of the activities 

developed were a good source of learning for you?  

PSTs’ answers illustrated their raise of intercultural awareness and were evidence of how 

a pedagogy of multiliteracies contributed to it. I thus introduce their perceptions grouped in two 

analytical categories, depending on the kind of awareness raised: Gender awareness and Social 

awareness, which include issues on ethnicity, economy and inclusion. Although their answers 

revealed some of their perceptions, not every event that implied their gaining of intercultural 

awareness was explicitly mentioned; that is why my researcher’s notes gathered interpretations 

of behavior or actions, or the uttering of specific phrases, which was essential to answer this 

research objective. As a matter of fact, Bezemer and Kress (2016) assert that “people always 

learn from and in any form of engagement” (p. 36), which suggests that even if not uttered, a 

learning experience may be evidenced by semiotic signs, behavioral or attitudinal changes. 
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PSTs’ engaged with a diversity of texts and modes of communication that expanded their 

views and repertoires about ways of living and life experiences that differed, and at times 

mirrored their own realities. It was possible to document how they felt connected to people they 

had never met before by developing an understanding or by being sympathetic to their situations. 

These gains were evidence of their raising of intercultural awareness, which I perceived at every 

session we worked together, through their written, oral or visual narratives and through their 

reasoning about diverse cultural practices. In fact, their raising of intercultural awareness was 

preceded by their sensitivity towards diversity. Such sensitivity is presented by Chen and 

Starosta (1998) as “the affective aspect of intercultural competence and refers to the 

development of a readiness to understand and appreciate cultural differences in intercultural 

communication” (1998, p. 28). The authors recognize sensitivity, adroitness and awareness as 

components of intercultural communication.  

To start, Malala’s magic pencil, a story of one girls’ wish for a better world (Yousafzai, 

2019), was an easy to read yet influential book, which paired up with Sosu’s call to help change 

sensitivities and gain intercultural awareness (see figure 24). These two books were, by far, the 

most influential ones. They empowered PSTs to propose changes in their neighborhood, their 

schools, and education in general. Additionally, they were the basis for PSTs to analyze or build 

a critical framework, based on their take (Heath, 1982) of the stories read, or what Heath 

conceptualizes as literacy events, that is, how we make sense of the literacy world around us. 

Additionally, PSTs applied the knowledge gained to propose strategies for changing what they 

thought was not right or what lacked inclusion opportunities. By doing so, they were reading the 

world as a meaningful literacy practice (Freire & Macedo, 1987), or reading with a purpose 
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(Knutson, 1997), to solve real-life problems, which is the main premise of a pedagogy of 

multiliteracies.  

Figure 24 

PSTs’ Favorite Book 

 

Source: My Own 

Learning about others’ stories and cultural practices helped PSTs live new experiences 

and develop a wider understanding of others. It also provided basis for them to approach stories 

beyond a stereotyped view of others (Adichie, 2009). In this way, a pedagogy of multiliteracies, 

through multimodal tasks, was experienced by displaying global documentaries. PSTs had 

positive reactions towards the two documentaries watched but connected more with The danger 

of a single story (see figure 25). They were touched after being able to recognize how easy it is 

for us to judge or to impose stereotypes on others. This stage lived and acknowledged by PSTs, 

in which stereotypes are taken as the only truth of a person, is conceptualized by Bennett (1993) 

as a defense against difference, which is marked by a polarization between us and others. In fact, 

this highlights how we come to generalize and otherize, in an urge to show how different they 

are.  
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The multimodal tasks developed provoked reflection on how stereotypes are rooted in our 

souls. Thus, it is hard for people to remove them; notwithstanding, “PSTs became more aware of 

the need to hear more than one story; or whenever possible, to hear stories in first person, to give 

ourselves the opportunity to know others in a better way” (Researcher’s journal, February 13, 

2020).   

Figure 25 

PSTs’ Favorite Documentary 

 

Source: My Own 

Gender Awareness  

Gender awareness in terms of heteronormative practices (Nelson, 2006) was evident in 

PSTs’ reactions to the documentaries watched and the books read because of the way they 

perceived gender along the multimodal activities developed. Although a pedagogy of 

multiliteracies encouraged a multiplicity of discourses, class discussion did not provoke multiple 

views of gender beyond traditional heterosexual gender roles (Banegas & Evripidou, 2021). This 

possibly happened because heteronormative gender practices were at stake due to the fact that I 

as a teacher educator assumed the male/female dichotomy as expected gender descriptors until 
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my advisor encouraged me to see beyond. This view was expanded by reading the literature, 

which generated other thoughts and ideas that expanded my views on the topic. 

Evidently, the ELT field has promoted communication and intercultural relations that 

welcome a multiplicity of discourses, mainly intersecting language and literacy with ethnic, 

social, and gender studies. Notwithstanding, in our view of gender, heteronormative practices 

have prevailed, assuming male/female as the natural and unique representations of gender. In 

view of this, Nelson (2006) questions monosexual pedagogies as these do not cater to the multi 

in the language classroom; that is, we have advanced in acknowledging multiliteracies and 

multicultural views, but little do we do for comprising multiple gender perspectives. In this 

sense, Banegas and Evripidou (2021) affirm that “the invisible nature of how masculinity and 

femininity are taught to children and EFL or ESL learners contribute to its maintenance” (p. 

130). These norms that deny the many other possibilities may remain with us when establishing 

gender categories in our classrooms. Proof of this is the narrow gender description that I did at 

the beginning of this dissertation. I introduced the study participants by labeling them as 

male/female as opposed to asking them how they would identify themselves. It is thus our duty 

as language educators to delve into queer theory (Nelson, 2006; Strunk & Shelton, 2022) in order 

to widen the language and gender intersection (Castañeda-Peña, 2008; Mojica & Castañeda-

Peña, 2017) to avoid naturalizing gender to the male/female dichotomy. In fact, Strunk and 

Shelton (2022) are concerned with how queer studies are introduced at different educational 

levels and urge the need for educators to know the diverse terms, definitions, and the state of the 

art of the field. Furthermore, Mojica & Castañeda-Peña (2017) explore a gender perspective in 

English language teacher education and give relevance to the teacher’s role and gender discourse 

in their teaching practice.     
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Following, I present some illustrations of how PSTs showed gender awareness or felt 

identified with specific characters because of gender affiliation. Isabella affirmed:  

I really liked Malala’s story because even though she had a series of events that 

could have caused her to give up her dreams, on the contrary, she became stronger, and as 

a result, today she is one of the youngest activists fighting for the rights of children and 

youth. (Intercultural awareness, Excerpt, April 14, 2020) 

Isabella’s take on this story highlighted Malala’s resilience and how females become 

empowered due to the circumstances.   

Similarly, Andrea mentioned: “Malala impacted me because she helps young girls with 

their education. Malala is a role model for young women like me to fight for freedom and 

education (Intercultural awareness, Excerpt, April 14, 2020). This is another example of how 

these types of texts awoke gender sensitivities; notwithstanding, female participants were more 

prompt to react in such a way. They projected gender sensitivities and compared Malala and 

Nadia’s life experiences to those of women they had come across and to themselves. Such 

comparison is also illustrated in Juliana’s and Luisa’s take. In this regard, Juliana affirmed:  

From the reading and the documentary that I chose, I found female empowerment 

very relevant, and I was happy to see how the protagonists used it to change something in 

the world. In Malala’s story, she demanded that all the girls should be able to attend 

school, while Nadia raised her voice to fight for the rights of indigenous women. 

(Intercultural awareness, Excerpt, April 14, 2020).  

By the same token, Luisa expressed:  

I learned from everything. The two documentaries we watched projected 

female empowerment, which provoked positive changes in the lives of people; 



DEVELOPING INTERCULTURAL AWARENESS THROUGH A PEDAGOGY  150 
 

they gave information about the life and culture of incredible women who raised 

their voices for justice and equity. (Intercultural awareness, Excerpt, April 14, 

2020) 

It is remarkable how these PSTs understood the struggles of young women and felt 

identified with the way they faced the situations they lived. “In their notes, they wrote about their 

admiration for them because of their fight for a more just world; their culture was also 

highlighted in terms of descriptive and identifiable traits, but there was never a stereotyped view 

of them” (Researcher’s journal, February 13, 2020). Moreover, there were instances in which 

PSTs referred to the experience lived in other countries, which was also compared to the 

situation women face here in Colombia.  

Let us read Ana, Paula, and Maira’s voices: “I learned about the life and culture of the 

incredible Nigerian author Chimamanda Adichie” (Intercultural awareness, Ana’s excerpt, April 

14, 2020). Ana refers to the life of a woman of a different national origin, whose experience 

teaches her about her reality. Similarly, Paula comments: “I learned about the difficult life that 

women have in another country, but the dreams are bigger than the fears” (Intercultural 

awareness, Excerpt, April 14, 2020). Although Paula does not connect this experience to women 

she knows, she highlights these women's power to overcome difficult situations. In the end, 

Maira asserts: “I liked to learn about the woman from Nigeria because when she talked about her 

life, I learned about a different experience from her country” (Intercultural awareness, Excerpt, 

April 14, 2020). PSTs’ perceptions display the awakening of gender awareness from an 

empowering vision that comes to identify a group of women whose commonalities extend 

beyond national borders. This view is aligned with the many dimensions of an intercultural 

perspective, including religion, ethnicity, and gender (Dervin, 2015).  
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Due to the fact that we did not move beyond normative gender manifestations, nor did I 

go beyond monosexual pedagogies, PSTs did not have the opportunity to explicitly discuss 

diverse gender perspectives. Yet, encouraging a pedagogy of multiliteracies was a good 

alternative to start bringing diverse perspectives into the language classroom that would add to 

the building of an intercultural dimension.  

Social Awareness 

 PSTs raised awareness on social issues which were displayed in their take on aspects 

related to ethnicity, economy, and inclusion that were part of the stories read or watched, 

displayed and discussed through the multimodal tasks developed,  

PSTs enjoyed sharing about experiences lived during their academic programs, in which 

they had discussed some of the topics addressed in the texts approached, such as gender 

equality, human rights, and disability. By analyzing the situations of the characters of the 

stories, they proposed new ways of approaching such topics and alternative solutions that 

provided inclusion and equal opportunities for those involved. (Researcher’s journal, 

January 29, 2020) 

For instance, Nadia López García, in her documentary, after being awarded the National 

Youth Prize, talks about her struggles for the rights of indigenous women living in a 

marginalizing society. While analyzing the documentary, 

“I observed PSTs making connections to their own contexts, which was part of the 

transformed practice. They engaged with the talk and experienced new knowledge 

through the story narrated by Nadia; afterwards, they related Nadia’s story to the 

experiences of indigenous women in the Department of Cauca” (Researcher’s journal, 

April 14, 2020).  
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In this line, Manuel, who had been rather an observer in class, unless he was asked to 

answer a question directly, engaged with this task and displayed a high level of involvement with 

the topic. Thus, in the final questionnaire, he openly expressed:  

“There is a need for the empowerment of young men and women in our territory. We 

commonly take what comes to us from above as the only option, but it is time to raise our 

voices if we want a change. When I watched Nadia’s video, I remembered my 

community and my people. My friends who never came to university because they did 

not have money” (Intercultural awareness, Excerpt, April 14, 2020).  

Manuel took this documentary as an example to raise awareness on ethnicity, social and 

economic issues, as he related Nadia’s experiences to his own and that of people in his 

community, given he is part of an indigenous reservation. Manuel displayed the awareness he 

had gained and wanted to encourage others to become aware of these social issues. Manuel’s 

agentic engagement (Reeve, 2012) with the topic and task fostered social awareness-raising 

opportunities through learning that became action. 

In other cases, there was a positive perception of what was done in class; as an example, 

Ana expressed: “The activities that I liked were the games and learning about the cultures of 

other places” (Intercultural awareness, Excerpt, April 14, 2020). Ana is showing agentic 

engagement (Reeve, 2012) with the way the activities were developed, the modes of presentation 

and the discussions generated. According to Reeve (2012), agentic engagement contributes to 

students’ learning and excels teachers’ role in that learning. That is, students’ engagement in the 

learning task project has positive results as long as they are able to make meaning and enact 

learning. In this regard, “Multiple discourses and modes of communication were much 

appreciated by PSTs because they oftentimes thought of themselves as students but were also 
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aware of their future roles as teachers; thus, they appreciated and highly valued all the 

pedagogical resources gained in class” (Researcher’s journal, February 10, 2020). 

 Similarly, Mariana argued: 

Sosu really impressed me and helped me remember a story when I went to my teaching 

practicum at the school for the first time, and there was a kid who did not learn fast. The 

teacher of the school was not patient, but I tried to help with different activities, and he 

liked it. I also liked the workshop we did about Sosu’s book because my classmates 

shared good stories. (Intercultural awareness, Excerpt, April 14, 2020) 

In Mariana’s statement, there is awareness of the challenges that people with disabilities 

face. These challenges are not only related to physical ability but also to social and economic 

issues. In fact, there is an intersection of factors (Block & Corona, 2017) that favor this behavior. 

Proof of this is what I introduce in the following quote:  

PSTs provided several examples of people with disabilities that they had met. In some 

cases, these people had succeeded in life thanks to their supportive families and also 

because they went to special schools their families could afford. There were other cases, 

like Sosu’s, in which lack of economic resources became a hindrance for them to get 

ahead in life (Researcher’s journal, January 29, 2020).  

 Adding to this point, Felipe commented: “I learned from all the activities. I remember the 

story of Sosu. It is important to understand other people who are in a different condition because 

in the end, we are all different” (Intercultural awareness, Excerpt, April 14, 2020). Felipe’s 

positive idea of difference remarks his development of social awareness, which brings 

possibilities for inclusion and integration of difference, which is the ideal target in Bennett’s 

(1993) model of intercultural sensitivity.  
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Similarly, experiencing knowledge brought possibilities for connecting with others. Such 

connection was established by knowing about other people's stories and by developing an 

understanding that boundaries go beyond borders; that is, we come to know others through the 

stories they tell us (Adichie, 2009), no matter the physical distance that separates us. For 

instance, Sofia expressed:  

I learned from all the stories, in particular from the story of We are displaced because 

what these girls lived is very similar to what we or people close to us have experienced 

here in Colombia. It was good to see a Colombian girl in that book because that brought 

memories of our internal conflict, and from an outsider’s vision, it helped us change our 

view of displaced people. It was possible to compare the situation in our country to other 

countries that are real, and that exist. (Intercultural awareness, Excerpt, April 14, 2020)  

Other PSTs expressed having enjoyed and having learned from the diverse activities 

developed with the material we approached. For instance, Paula mentioned the following: “I 

enjoyed reading books, every book was interesting, and I believe that I can use these in my 

future classes when I teach. The multiple topics that we discussed helped me grow as a person 

and think of my role as a teacher who worries and acts on social issues” (Intercultural awareness, 

Excerpt, April 14, 2020).  

On the other hand, there was a task that PSTs enjoyed and highlighted in their answers 

because of the possibility it gave them to gain social and economic awareness. They were also 

empowered to give ideas for a better world. As a reaction to this task, Luisa said: “I liked when 

we had the opportunity to use a magic pencil to change things we did not like. The power we had 

with the pencil was real in that class. I wanted to change many things, but the most important for 

me was to give better education opportunities to kids who live in rural areas. Because I like 
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reading, I would build libraries with a lot of books for them” (Intercultural awareness, Excerpt, 

April 14, 2020).  

Luisa’s desire to improve education has to do with her funds of knowledge and with the 

opportunities that she had as a kid to learn from the books at her school. She wants to transfer 

these possibilities to other kids as part of her awareness that education is a right and that children 

should have access to resources that allows them to build a better future. 

Dario’s proposal was also aligned with making the world a better place: He mentioned: 

“It was good to dream about changing the world. I want to have a country in peace. No more 

violence is my dream” (Intercultural awareness, Excerpt, April 14, 2020). These PSTs’ dream for 

a better world and for equal education opportunities, while developing tasks around Malala’s 

book, showed their engagement (Bezemer & Kress, 2016) with the activity and created learning 

opportunities for life. For this reason, when asked about tasks, books, documentaries, or ideas 

that stayed with them at the end of the academic term, they could still recall these ones. In this 

sense, a pedagogy of multiliteracies was the means to design multimodal tasks that could help 

engage PSTs in learning that helped them develop intercultural awareness. As proposed by 

Álvarez Valencia (2021), “a multimodal pedagogy to language appropriation that integrates the 

intercultural dimension enables students to understand the interlocking relation among language, 

communication and culture” (p. 20). 

It is essential to note that exposing PSTs to global literature, global documentaries, and a 

culturally diverse exhibition encouraged multimodal tasks from a global to global and global to 

local perspective. Such perspectives were proposed by Short et al. (2016) to approach stories that 

are inclusive of cultural identity markers that go beyond stereotypes and prejudices. This was 

possible by reading stories “set in a global context outside the reader’s own global location” (p. 
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5), which brought informative knowledge of global cultural practices and promoted the valuing 

and connection to local knowledge. In this line, “PSTs could learn about other cultural practices, 

open themselves to diversity, and value local knowledge. They connected personal experiences 

to those of others, which encouraged going beyond othering, and raised awareness on social 

diversity” (Researcher’s journal, February 13, 2020).  

In point of fact, PSTs’ development of intercultural awareness in relation to issues of 

gender, social class, physical ability, social practices, among others, which was documented in 

PSTs’ artifacts, in their gaining of specific information about the contexts we were exploring and 

using this information to project a critical view, suggests that it is important to expand the typical 

transnational view of intercultural communication that implies that interculturality only takes 

place in the interaction between people from different nationalities and languages. As Álvarez 

Valencia (2021) pinpoints, interculturality materializes at the interstice of meaning-making 

encounters between members of distinct social groups and their identity affiliations which are 

determined by environmental, linguistic, national, racial, ethnic, sexual, gender, religious, 

institutional, political, physical, and social differences. This broader view of intercultural 

encounters allowed students to be aware of the intercultural nature of their encounters with texts 

from foreign communities and with other social actors such as their classmates. This broader 

perspective to interculturality opens a higher potential for developing intercultural awareness.  
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Discussion and Implications 

In this section, I illustrate how the two central concepts of this study -–A pedagogy of 

Multiliteracies and Intercultural Awareness– connect, based on how they were approached in this 

study. I also discuss the implications of this research for English language teaching and pre-

service teachers’ education, acknowledging the immediate benefits for the participants in 

particular and the contribution to language education in general. 

Intersecting a Pedagogy of Multiliteracies and Intercultural Awareness  

The new communication landscape and the multiplicity of discourses available in this 

globalized community have brought possibilities for coming together and developing 

understandings beyond geographical distance. Classroom experiences thus need to foster 

inclusive practices that welcome diversity; for this reason, this study aimed at the integration of 

teaching practices that foster intercultural awareness through strategic pedagogical approaches 

that embrace context and learners’ realities. This was done by examining the role of a pedagogy 

of multiliteracies in the development of pre-service teachers’ intercultural awareness, which 

expanded learners’ possibilities of engagement with text and the social and cultural world. It was 

possible to increase intercultural awareness by undertaking diverse literacy practices and going 

beyond verbocentric views of language. Language was approached as a means for 

communication, building relationships, and making meaning in a class space that fostered 

reflection and interaction.  

 This study established a more explicit connection between intercultural awareness and 

multiliteracies practices by gaining better knowledge and understanding of diversity, going 

beyond print literacy, and provoking a meaning-making experience for participants. The main 

contribution was to articulate the principles of a pedagogy of ML with the development of 
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intercultural awareness. It is pivotal to remark that although many studies have addressed the two 

areas separately (Baker, 2011; Cope & Kalantzis, 2000; Liddicoat & Scarino, 2013; NLG, 1996), 

this articulation had not been made, even less in the field of foreign language education.  

  The sociocultural view of literacy studies that focuses on events and practices of reading 

and writing (Barton & Hamilton, 2000; Street, 2013) has transformed the educational milieu and 

become part of educational research (Mora, 2011); thus, transforming the traditional view of 

reading and writing that was considered a monolingual, monomodal and monocultural activity 

(Cope & Kalantzis, 2000). Technology and the new communication landscape have opened 

avenues for New Literacies (NL) (Gee, 1996; Knobel & Lankshear, 2007; Perry, 2012). These 

new ways of acting in the world and with the world have reconceptualized what literacy 

practices are, how they interact and intersect in social events, requiring a different type of 

engagement with text or, as the New London Group (1996) posits it, a multiliteracies practice. A 

Multiliteracies (ML) perspective thus implied a pedagogical approach to literacy (The NLG, 

1996) that brought possibilities for more inclusive, cultural, linguistic, communicative, and 

technological diversity in the classroom.  

Gaining intercultural awareness expanded specific cultural knowledge and allowed PSTs 

to realize that multiple identity dimensions play out during interaction, including gender, 

ethnicity, social class, and physical ability. Texts and tasks did not intend to foster culture itself 

as a concept, but cultural knowledge and awareness of cultural differences. A pedagogy of ML 

fostered the understanding of the multimodal nature of texts (Álvarez Valencia, 2016b) and 

global literature as identity cultural markers (Short et al., 2016). This was done by identifying 

multiple texts in multiple modes and, through them, delving into others’ cultural practices and 

life experiences. 
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The cultural knowledge embedded in attaining intercultural awareness was a possibility 

to engage in meaning-making while attempting to understand how cultural patterns support, deny 

and change structures and uses of language and multimodal literacies (Brice-Heath & Street, 

2008). In this specific case, we leaned toward a more subjective view of culture (Berger & 

Luckman, 1996) in which static cultural descriptors that shape how we come to see others, based 

on the information provided to us, were challenged for a more subjective view by analyzing the 

social, economic and multi-faceted realities of the characters of the stories read as experienced 

by PSTs when analyzing Sosu’s story. This is why Kramsch (2013) raises awareness on 

subjectivity and the impossibilities of considering specific cultural practices as the only 

descriptors needed to understand someone else’s cultural experiences. 

Furthermore, the development of intercultural awareness helped break social and 

geographic boundaries while experiencing the multiple layers of culture that went beyond a 

nationalist perspective (Dervin, 2006) to embrace a cross-sectional one (Block & Corona, 2017), 

which contributed to challenging PSTs’ thoughts and behaviors towards difference (Chen & 

Starosta, 1998), thus adding to their intercultural awareness.  

Putting thoughts and concepts into practice is part of Baker’s (2011) notion of 

intercultural awareness, which is essential for real and successful communication to occur. 

Applying knowledge in real instances of communication took place through the knowledge 

processes in which PSTs experienced, conceptualized and analyzed a variety of situations that 

put those concepts and thoughts into action (Freire, 1970). 

My research context was diverse in nature, with PSTs coming from diverse origins, 

including Indigenous, Afro-Colombian and Mestizo backgrounds, and from diverse geographical 

contexts, mainly farming, rural and urban. This perspective made them recognize diversity in the 
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classroom through themselves and outside, through the ML they engaged with, creating a 

genuine opportunity to make local and global connections (Short et al., 2016) and to understand 

that our real cultural backgrounds and practices could become a natural part of learning and 

meaning-making. 

A mere focus on print literacies, posed as limiting by Kress (2000), would not bring 

possibilities for social practices of reading and writing (Street, 2013), and thus for a view of 

literacy that surpasses text decoding and welcomes the understanding of realities, the negotiation 

of meaning, and diverse communicative practices. Conversely, to experience a situated social 

practice (Perry, 2021), we engaged in an ideological model of literacy (Street, 2013) which 

recognized contexts, realities, and backgrounds and which introduced literacy events and 

practices (Barton & Hamilton, 2000) as the possibility to analyze the observable episodes and 

intangible literacy practices, which, beyond being dichotomous entities, could inform the whys 

behind literacy processes. 

Expanding PSTs’ view of literacy was possible when multiple forms of expression came 

into play (Mora, 2011), when literacy involved reading the world (Freire, 1987), when funds of 

knowledge took part (González et al., 2005), and when they got engaged with a multiplicity of 

discourses; that is, a three Ms —multilingual, multicultural, and multimodal— view of literacy 

(Cope & Kalantzis, 2000).  

Implications for English Teacher Education 

The lack of an intercultural connection in the language class and mostly language-

centered classes motivated this study; then, a search for possibilities started. It was key to come 

across the concept of design (NLG, 1996), which indicates that teachers as designers of learning 

processes and environments, supported on a pedagogy of multiliteracies, can tailor their own 
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teaching practices to fit students’ changing contexts and realities. The concept of design enabled 

me to accommodate my teaching practices by setting class goals and multimodal tasks that 

provoked empowerment and critical decision-making, which certainly resulted in language 

learning and literacy with a purpose (Knutson, 1997). 

Kalantzis and Cope (2006) sustain that a pedagogy of ML “opens access to powerful 

learning to a broader spread of learners in a world where diversity is becoming all the more 

critical” (p. 19). In this specific case, embracing a pedagogy of ML moved me as a teacher-

researcher to find alternatives to integrate it into my educational practices, not as a static model 

to be followed, but as a possibility for developing meaningful learning opportunities that would 

surpass the classroom setting and become part of PSTs’ thoughts and actions. Further, the 

reading of stories that were inclusive of cultural identity markers that went beyond stereotypes 

and prejudices, and named by Short et al. (2016) Global Literature, facilitated examining global 

and local practices and building intercultural understandings.  

This project helped PSTs reflect upon their own language learning experience while 

developing intercultural awareness, which is, in the end, a preparation for their future teaching 

career, given they will be able to understand language learning and teaching as a process that is 

intrinsically related to intercultural communication. In this line, Liddicoat and Scarino (2013) 

highlight the role of learners as interpreters of meaning who make connections, reflect, and 

interact socially. 

As a contribution to FLT, Byram et al. (2002) present a practical guideline for teachers to 

develop the intercultural dimension in their students. They discuss the need to go beyond a 

grammar-oriented curriculum and to develop the ability to use the language in socially and 

culturally appropriate ways. Although introduced 20 years ago, this guideline stays current in 
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that it proposes an intercultural dimension supported on social practices, in which learners are 

intercultural speakers or mediators able to engage with complex and multiple identities. Not 

intending to follow specific intercultural models, I stood for the idea of helping PSTs develop the 

linguistic skills needed to use the language in concrete cultural situations, which pursued 

language teaching that caters for interlinguistic and intercultural understandings. I did this by 

intertwining language and culture and by fostering beyond verbocentric processes of language 

teaching and learning. This was done through tasks that connected PSTs with the language in a 

meaningful way so that they learned not only the linguistics, but most importantly that they could 

use the language to understand specific cultural practices.  

As a matter of fact, Kramsch (2009) remarks that the subjective dimension of language 

teaching requires particular sensitivity on the part of the language teacher and states that 

“pedagogies that reduce language to its informational value, be it grammatical, social, or cultural 

information, miss an important dimension of the language learning experience” (p. 11). For this 

reason, I fostered culturally-sensitive language teaching (Alim & Paris, 2017), which is an 

alternative that should permeate our teaching practices if we are to provoke language learning 

that makes sense and meaning in students’ lives, in order to nurture language users who bring 

along cultural diversity and are exposed to other views of the world through the language they 

are learning (Baker, 2011). 

A pedagogy of ML developed an understanding and practice beyond word decoding for 

surface meaning. PSTs reached high by using texts to solve real-life situations, ascertaining that 

the purpose of literacy in foreign language teaching education is that of connecting language 

experiences with homes and communities, thus with students’ lives and subjective experiences 

(Kramsch, 2013).  
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Medina et al. (2015) turn to ML to help their students read their communities critically to 

transform their lives. By critically reading their academic community, students recognized 

diverse semiotic resources, appreciated, and enacted local knowledge. In fact, community-based 

pedagogies intersect with funds of knowledge because of the social and interactional connections 

they establish with students and their surroundings. Making those connections was precisely 

what I aimed at when I decided to integrate PSTs’ funds of knowledge, to bond their initial 

cultural and literacy practices with linguistic and intercultural opportunities through a pedagogy 

of ML, hence bringing alternatives for connecting academic and real-life knowledge to celebrate 

meaningful learning opportunities (González et al., 2005). This was done by connecting the 

stories we were reading with PSTs’ own life stories. PSTs could recognize their similarities with 

people they got to know through the books read or the documentaries watched. Recognizing 

themselves in the stories of other people was a way to build understandings and to know that 

their funds of knowledge are important in their literacy development.  

This way, my study adds to the ongoing discussion of developing intercultural awareness 

through alternative pedagogical strategies that are inclusive of pre-service teachers’ cultural 

practices, which, in terms of Kiramba (2017), starts reducing gaps by including invisible or 

marginalized literacies, that is, those literacies not privileged or not known at school, but existent 

in the lives of the students we teach.  

This work has added to PSTs’ understanding of the possibilities that a pedagogy of ML 

brings to language education while gaining intercultural awareness, which will certainly 

influence their future teaching practices, therefore, contributing to teacher education that is more 

context-bound (Kumaravadivelu, 2001) and that values local knowledge (Canagarajah, 2005).  
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A pedagogy of multiliteracies, although not emphasized from a conceptual perspective, 

was an approach that PSTs were aware of because along the development of the project I 

referred to the principles governing a pedagogy of multiliteracies and to the importance of 

developing multimodal tasks. Moreover, as teachers to be they commonly asked and reasoned 

about what was done in the classroom; in this line, their feedback made reference to the positive 

aspects of the pedagogical moves that I was developing with them.  

Additionally, this study enabled me to close the gap that existed in my institutional 

context in the integration of pedagogical practices that fostered the language-culture relationship. 

For this reason, by connecting the two concepts, this research contributed to the language 

teaching field by specifically exploring how pre-service teachers engaged with interpreting and 

designing multimodal texts through a pedagogy of multiliteracies and, as a result, developed 

intercultural awareness.  
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Conclusion 

Attempting to examine the role that a pedagogy of multiliteracies plays in the 

development of pre-service teachers’ intercultural awareness made my language classroom a 

more inclusive place to better help prepare language teachers that are aware of the symbolic and 

explicit meanings that we utter with the language we learn and teach. My teaching knowledge 

(Freeman, 2018), gained from books and other sources of knowledge, from experience, 

colleagues, and my students, is never complete without reflection and inquiry. These are the root 

of successful teaching practices. My desire to inquire into possibilities to learn a language 

beyond verbocentricity (Álvarez Valencia, 2016a; Kress, 2000), to explore students’ local 

realities through funds of knowledge (González et al., 2005), and to bring possibilities 

(Kumaravadivelu, 2001) for learning that makes meaning, and that is related to students’ worlds 

(Freire, 1972), were the tickets to this journey.  

In point of fact, several authors have contributed to the study of multiliteracies (Cope & 

Kalantzis, 2000, 2009; Kalantzis & Cope, 2004, 2008; NLG, 1996) and to a sociocultural view of 

literacy studies (Barton & Hamilton, 2000; Street, 2013); while some others have given 

relevance to the development of intercultural awareness (Baker, 2011; Byram, 1997; Chen & 

Starosta, 1998; Liddicoat & Scarino, 2013; Liu, 2016; Woodin, 2016); notwithstanding, by 

articulating the two, I have outlined another path through which it is possible to bring diversity, 

tolerance and a multiplicity of discourses to the language classroom. That “cognitive aspect of 

intercultural communication competence that refers to the understanding of cultural conventions 

that affect how we think and behave” (Chen and Starosta, 1998, p. 28) has been widely worked 

in this dissertation by attempting to answer three research questions as follows:  

First, what early literacy practices underlie pre-service teachers’ funds of knowledge?  
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PSTs’ early literacy practices were identified by analyzing narratives that unveiled their 

funds of knowledge. These narratives triggered by a pedagogy of multiliteracies took me to their 

literacy journeys, allowed me to understand their connections of places and literacy practices, to 

know their family contribution to their early literacy processes and how their first years of life 

influenced their literacy experience. Delving into their childhood through their stories was a 

meaningful and reflective practice from which they could teach their partners and learn from 

them. Those subjective experiences (Kramsch, 2013) that connect one’s literacy experiences and 

interpretations to those of others were a way of reconstructing family and life experiences, 

exploring some cultural identity markers, and a possibility for connecting home and school 

knowledge (Freire & Macedo, 1987; González et al., 2005). 

 At the same time, there were a variety of experiences that disclosed bumpy roads in 

literacy, the loss of their places as they moved from town to town or from school to school, while 

other portrayed connection to their land, to their animals, and to their parents’ occupations as the 

opportunity for literacy development. In some cases, the pride of talking about their supportive 

parents, brothers or grandmothers was related to pleasant early literacy practices that were years 

later highly developed by supportive teachers who used multiple resources to engage students or, 

on the other side, limited to decoding processes that hindered literacy development.  

 This unveiling of early literacy practices was facilitated by the funds of knowledge that 

allowed students to bring their own knowledge and ways of being into the classroom. By doing 

this, we built meaningful classroom practices that included multiple modes of communication 

(Cope & Kalantzis, 2009) and cultural practices.  

 The second question of the study asked: What does pre-service teachers’ work with a 

pedagogy of multiliteracies tell us about their engagement with interpreting and designing 
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multimodal texts? This encouraged examining the way PSTs interpreted and designed 

multimodal texts, around global literature (Short et al., 2016), through a pedagogy of 

multiliteracies.  

The tasks allowed PSTs to gain local and global knowledge, challenge stereotypes and 

diversify their views by undergoing diverse types of engagement (Bezemer & Kress, 2016). 

They completed the knowledge processes components of a pedagogy of ML by experiencing, 

conceptualizing, analyzing, and applying the learnings gained from stories and which they 

confronted in the tasks that motivated discussion of multiple identities, taking new knowledge 

beyond its informational value (Kramsch, 2009) and avoiding essentialization of cultural 

practices. The pedagogy of multiliteracies fostered critical decision-making while opening the 

way to diversity education that surpasses thought and becomes action (Freire, 1970). 

Going beyond a nationalist perspective that recognizes the intersectional (Block & 

Corona, 2017) categories that make up individuals and that part-take in their cultural encounters 

was pivotal for learning about specific people, and by scrutinizing the multiple layers of culture, 

without letting our subjective experiences (Kramsch, 1993) impose stereotyped stories on others. 

This motivated global to global and global to local connections (Short et al., 2016) within a 

critical framework that raised awareness of diverse cultural practices.  

Research question three: How does pre-service teachers’ engagement with a pedagogy of 

multiliteracies impact their development of intercultural awareness? PSTs engaged with diverse 

texts through multimodal tasks supported on a pedagogy of multiliteracies and developed 

different forms of awareness. Awareness about issues on gender, social class, ethnicity, and 

physical ability arose from the different textual designs they produced and the multiple 

discussions we held in class. The use of literature played a meaningful role because through the 
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different stories that touched upon human rights, displacement, social class, disability, among 

others, students developed conceptualizations and enacted positive and empathetic views, 

intentions and aspirations that exemplified awareness at different levels. They gained elements to 

understand and appreciate cultural differences (Chen & Starosta, 1998) and thus developed 

sensitivity towards diversity. They applied and enacted new knowledge by proposing ways to 

make a difference in society. They reached an understanding that culture is not limited to 

national groups or determined by the linguistic code; they were aware that all encounters have 

the potential to be intercultural in as much as interlocutors draw on an intersectional identity 

dimension to steer the interaction into any particular direction (Álvarez Valencia, 2021).  

All in all, a pedagogy of multiliteracies presented an alternative for PSTs to gain 

intercultural awareness through varied modes of communication and language and cultural 

practices that started in the classroom and merged to other real-life settings. It was possible to go 

beyond the acquisition of mere linguistic resources to developing intercultural awareness. 

Additionally, the inclusion of multiple modes of communication favored meaning-making and 

intercultural practices for PSTs to go beyond literal meanings and start building understandings, 

recreating others’ realities, and becoming more aware of diversity, which are evidence of the 

impact that a pedagogy of multiliteracies has on the development of intercultural awareness.  
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Limitations and Recommendations for Future Research 

Attempting to develop this research project, with an initial goal in mind, was a decision I 

made based on the knowledge and contextual realities I had as a teacher educator who wanted to 

apply to a doctoral program. Thus, although good enough to make my way into the program, the 

ideas I had at the beginning had to be revisited many times and were upgraded through reading, 

advisory, and reflection. Accordingly, the report that I present today is by far a new vision of the 

initial goals of the study, mediated by four years of learning and maturation in research. Its 

current development is the result of the work done in research class, the learning from all 

seminars taken, the reading of multiple texts in multiple modes, the experiencing of several 

moments, including my research internship, and most importantly, the help and dedication of my 

advisor. Notwithstanding, as any writing piece, limitations are countless, of which I mention the 

following: 

Some Limitations Revealed 

 This dissertation brought a good deal of learning in terms of reviewing the literature 

around the central topics studied. Doing extensive reading on background studies and research 

projects developed in L1 and L2 in several contexts expanded my view of the many research 

agendas developed mostly by teachers and teacher educators. This also proved how limited my 

literature search was in the end and the urgency to continue updating it while I analyzed data and 

wrote about results, given a lot of research has been published in this field. Exploring new areas 

in which Multiliteracies is present was essential, including diverse contexts and pedagogical 

practices that embrace the use of technology in language learning, but time was never enough to 

keep up with the amount of work that is published every day about multiliteracies.  
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The main goals of the study were reached by making sense of the methodology proposed. 

Nonetheless, the aim to know PST’s Funds of Knowledge was limited to the first Multimodal 

Task proposed. This happened because the time allocated to data collection was restricted to the 

semester in which I was teaching the class, limiting participants' observation to the classroom 

setting and to those ideas they expressed during the Multimodal Task. My initial idea was to 

apply González et al.’s (2005) proposal to document students’ competence and knowledge 

through research experiences with families. Accordingly, I had planned to visit PSTs’ 

neighborhoods, homes, and places where they gathered with friends to know their Funds of 

Knowledge and connect these studies’ findings to their initial and current literacy practices, but 

this was not possible because of time constraints and due to the other tasks I had planned to 

develop with them. I, therefore, relied on the information they brought to class which was 

analyzed based on their perceptions and retelling of their literacy stories. 

Additionally, the Knowledge Processes, which illustrated the revisited Multiliteracies 

Agenda (Kalantzis & Cope, 2006), aimed at providing a conceptual framework for data 

collection and analysis. They were not static, but rather a way to discovery of what PSTs could 

attain. It was possible to approach the Knowledge Processes as “a map of the range of 

pedagogical moves which may prompt teachers to extend their pedagogical repertoires” (Cope 

and Kalantzis, 2006, p. 19). It was a pedagogical proposal to develop meaning-making processes 

through Multimodal practices, whose steps were not applied linearly, following Cope and 

Kalantzis’ proposal; however, when analyzing data, I felt that, in some moments, I lacked 

information on how specific steps of the Knowledge Processes had been developed in some of 

the tasks. In fact, there were instances when I wanted examples of how PSTs Experienced, 
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Conceptualized, Analyzed, and Applied the knowledge learned through Multimodal tasks, but 

there was not enough information.  

Although it was positive to have access to participants during the whole semester, 

examining single cases, based on a case study perspective for “detailed description and analysis” 

(Creswell, 2012, p. 481) of the experience was limited to how I designed tasks and to the data I 

collected. That is, I had planned to collect data for one semester, but when analyzing it, I felt the 

need to go back to developing other tasks during the next semester to analyze how PSTs’ gains 

from the previous semester would help them solve tasks and face new situations. This was a 

drawback that my advisor and I identified once I was analyzing data for objective three. At that 

moment, we wanted to know more about PSTs’ perceptions of the impact of a Pedagogy of 

Multiliteracies on their intercultural awareness development. We thought that doing a delayed 

post-test would prompt that information, which would also have the purpose of knowing their 

gains after some time had passed. Still, participants were out of reach either because of the 

pandemic or because many of them had already graduated. Therefore, what was to be done was 

to scrutinize more with the data we had in order to deeply analyze the possible gains derived.  

Moreover, because of the pandemic, the university was closed during the last weeks of 

the semester in which I collected data. Due to this, I had to administer the questionnaire online, 

which students sent to me by email. I had initially planned to conduct the questionnaire in class 

using a paper-based version to make it more anonymous. However, the fact that they sent it by 

email made it lose anonymity and may have affected the credibility of students’ responses since 

they focused mostly on the positive aspects of the course without referring to any drawbacks of 

the multiliteracies pedagogies, the way I developed the sessions or the quality of tasks or 

materials. Furthermore, I could not set the proper environment for them to have more time to 
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reflect upon their gains, which would have probably triggered a better reconstruction of their 

processes lived along the semester.  

On the other hand, viewing language as a means, not the project's ultimate goal, was good 

in order to go beyond a verbocentric approach to language teaching and learning. Nonetheless, 

by treating it as an ancillary resource, I only knew of PSTs’ language development through their 

written narratives, oral class discussions, and perceptions written in the final questionnaire. 

Although the goal of this project was not to make language a central research topic, I do consider 

that some focus on language should not have been left aside because, as future language 

teachers, besides developing intercultural awareness and knowing about pedagogical strategies to 

expand their langue-cultural perceptions, gaining language awareness is similarly imperative. 

Like so, specific work on language development could have also been part of this project 

because participants needed to continue working on their language skills to better conceptualize 

and express their ideas.  

Hence, not working specifically on language development became a limitation because 

this research was conducted in an L2 setting, following the principles of a Pedagogy of 

Multiliteracies which supports L1 literacy practices, in which language learning is not a concern 

opposite to my own teaching context. Although a Pedagogy of Multiliteracies promotes multiple 

channels of communication and multiple languages and cultures, it was mainly proposed for L1 

settings. The case of L2 learning has been further studied in research developed in foreign 

language learning environments. This means that a project aimed at developing multiliteracy 

skills in a foreign language setting should also reflect language learning as a meaningful 

multiliteracy practice. On the whole, analyzing the limitations of this study has served the 
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purpose of reflecting upon new perspectives on the design and development of future research 

projects.  

 The Path to Follow 

Based on the limitations of the study and on my passion for evidencing the impact of a 

pedagogy of multiliteracies in my teaching context, in my view, time was the biggest limitation. 

In a project like this, which is a graduation requirement, I needed to set goals and follow a tight 

schedule. Although there were many ideas that came to my mind and to that of my advisor, such 

as collecting more data to better evidence the steps followed in the Knowledge Processes or 

visiting students in diverse settings, we needed to narrow and limit the development of the 

project to meet the timeframe proposed.  

With this in mind, future research can focus on developing a longitudinal study that 

explores the application of a Pedagogy of Multiliteracies in pre-service teachers during two 

semesters. The study can continue once they graduate in order to analyze their intake and 

perceptions of this pedagogical strategy when they are practitioners. This is proposed because a 

study that can analyze participants in different moments of their careers will facilitate a 

comparison of their development as students and teachers. It will also give insights into how 

much they take with them once they graduate and how reality might provoke a change in 

perceptions. This is supported by what Farrell (2015) calls a reality check vs a reality shock, 

which would provide further evidence of participants’ long enactment of this pedagogical 

strategy once they face their teaching contexts. Furthermore, a more extensive data collection 

process will also generate an in-depth analysis of specific cases with more time dedicated to 

examining individual participants’ gains in this topic.  
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It is essential to understand that not all educators have the chance to adapt their 

curriculum to include this type of pedagogical strategy the way it was done in this study. For this 

reason, future projects can address alternatives for adapting a Pedagogy of Multiliteracies to 

fixed curricular plans by applying the concept of design, which conceives teachers as tailors of 

their own pedagogical practices, through the redesigning of the material they have at hand (NLG, 

1996). It will bring possibilities for developing intercultural awareness through the design of 

multimodal tasks based on a standardized curriculum.  

Additionally, in contexts in which the development of mere linguistic competence is 

favored, a Pedagogy of Multiliteracies project can be implemented to promote language learning 

with a purpose. This draws on the idea that students should make meaning of the language they 

are learning to solve real-life issues. It will be possible to go beyond the linguistic competence 

by applying the Knowledge Processes with a research mindset; that is, in a more linear sequence 

to have more rigorous and organized data to apply and analyze. Moreover, the Knowledge 

Processes can be paired with the exploration of Funds of Knowledge based on González et al.’s 

(2005) proposal adapted to an L2 setting.  

There is still a long path to expand the multiliteracies framework in ELT. One possibility 

is to continue developing classroom projects that explore multiliteracies in diverse settings, 

including but not limited to elementary and secondary rural schools to visibilize marginalized 

literacies (Kiramba, 2017). This proposal makes sense based on the evidence collected in this 

project. Those PSTs coming from rural settings had the most diverse stories, which are often not 

told unless given the possibilities through alternative pedagogical practices.  

What I presented in this research report had the intention of portraying my research 

process and the learning that resulted from it; however, it happens to be the tip of the iceberg. 
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This project helped me grow as a person and professional and become more sensitive of all I 

wanted to help my students become aware of. I realized that every new concept, text, or person I 

came across during this dissertation was a learning opportunity, thus today I have more elements 

to approach language teacher education and plan to continue expanding my research on 

multiliteracies.  

The first project to come will bring global literacies to elementary school students 

because as a teacher educator I can guide future teachers through a pedagogy of multiliteracies 

and additionally put those strategies into practice with the population those future teachers will 

serve. The biggest learning is proving myself that I could succeed in this project, and being 

humble enough to know that this is the beginning of a road that will expand the work on 

multiliteracies to help many others live the magic of reading beyond words.  
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Appendixes 

Appendix A. Informed Consent 

Informed Consent for 8th Semester Pre-service English Teachers at Universidad del 

Cauca who I am inviting to participate in a research project about “Engagement in Multiliteracy 

Practices.” 

Researcher’s name: Angela Yicely Castro Garcés 

Email: aycastro@unicauca.edu.co 

I kindly invite you to participate in a research project I will be developing about your 

engagement in Multiliteracy Practices during our classes this semester. Being part of my class 

does not force you to participate in this project, and the data retrieved will only be used with 

your consent. You can take time to reflect on whether you want to participate or not, and you can 

ask me to explain any words or concepts you do not understand at any time. 

The goal of this research is to examine your current literacy practices and engage you 

with new multiliteracy practices to foster literacy events that go beyond the mere linguistic use 

of the language to have a more meaningful language learning experience. I invite you to 

participate in this research because it will be a learning opportunity for you as a pre-service 

teacher and for your future teaching practice. It will also help me understand the role of 

multiliteracy practices in pre-service teachers’ education to improve my own teaching practices. 

This research will involve your participation in reading, group discussion, class observation, and 

an interview. 

Your participation in this research is voluntary, and you may stop participating at any 

time. If you choose not to participate, no information from you will be used, and this will not 

affect your class standing.  
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Additionally, I do not anticipate any risk derived from your participation in this project. 

The original data retrieved will be handled by me only. I will always use pseudonyms to cover 

your identity that I share texts you produce, and I will not share images of you with anyone.  

Once I finish the project and write the findings, I will publish a paper with the results and invite 

you to read it, so you come to know the outcome of your work and learn from the process and 

product of this research. 

If you agree to participate in this research, please complete and sign the lines below: 

Print Name ________________________________________ 

Signature__________________________________________ 

Date ______________________________________________ 

This form was retrieved and adapted from https://www.who.int/ethics/review-

committee/informed_consent/en/ 

 

 

 

 

 

 

 

 

 

 

 

 

https://www.who.int/ethics/review-committee/informed_consent/en/
https://www.who.int/ethics/review-committee/informed_consent/en/
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Appendix B. Artifacts: Narrative Accounts 

PSTs’ wrote, audio or video recorded narratives about their cultural and literacy 

background. The purpose was to engage them in a narrative that uncovered their funds of 

knowledge, raised self-cultural awareness, and identified multiliteracies practices. This served as 

a guide for participants to express freely other aspects that may not be otherwise specifically 

prompted. 

Following is an excerpt from Ana’s narrative: 

Behind literacy  

The story tells that in the cool mountains of Lower Putumayo a beautiful girl lived with 

her family, she grew up without technology, because in her context there was no electricity nor 

drinking water. Her mother was illiterate and her adorable father was a farmer. She is an only 

child, therefore, she had no one to accompany her in her reading and writing discoveries. So how 

did she do it? Some years passed and suddenly she became interested in going with her father to 

milk the cows; little by little she learned the job. When she was at home, she also observed her 

mother do the housework, and so she learned to cook, wash, etc. And although that girl forgot 

and does not remember exactly at what age she learned to read the meaning of words and to 

stutter while reading a piece of writing, she thinks that her literacy process was through 

imitation. At that time, she felt bad because her cousin, who was the same age, had her mother as 

a guide in her early literacy process… Now, she regrets not having been surrounded by books 

because there was no motivation, or anything, in her family, no one was interested in this. 

However, she learned to read her world and decode the good and the bad...  
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Appendix C. Artifacts: Visual stories – Intercultural Awareness among Peers 

Based on your partner’s narrative… take notes of: 

Aspects you find remarkable, touched by or identified with. Choose to represent any of 

those aspects, your feelings and reactions, in the form of a comic strip, a time line, or any other 

visual resource you find available.   

Here is an example of Sofia’s story illustrated by Mariana.  
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Appendix D. Artifacts: Workshops on Global Literacies 

Global literature. I chose five books with a multicultural and global perspective, in order 

to provide rich opportunities for PSTs to discuss topics of concern to specific cultural groups 

around the globe.  

Global documentaries. We watched two documentaries that present global intercultural 

perspectives, in order to raise awareness on how we have come to see others, based on the 

limited and stereotyped information gained from biased sources, and how we construct other 

people’s identities and impose stories on them, from our own standpoint. 

Culturally diverse exhibition. We read the book: What the world eats (D’Aluisio, 2008). 

This book presents twenty-five families in twenty-one countries. The book depicts the foods they 

commonly eat during a week. Since PSTs come from different backgrounds, they prepared and 

brought foods from their regions and presented those, making global and local connections 

(Short et al., 2016). 
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Appendix E. Questionnaire 

1) From the books read and the documentaries watched, mark the one(s) that touched you 

the most and explain why. 

2) What kind of knowledge (of people, of literature, of other cultures, etc.) did you gain 

from reading the book or watching the documentary you chose as your favorite?  

3) Which of the activities developed were a good source of learning for you?  
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Appendix F. Researcher’s Journal 

I completed a Researcher’s Journal to document my observations of all instances in 

which PSTs engaged with a pedagogy of multiliteracies and to analyze how these practices were 

likely to be connected to the development of intercultural awareness. I wrote fourteen entries 

during the research process. 

Following is an excerpt of one of the entries: 

February 25  

The danger of a single story 

We developed a workshop around the danger of a single story. We did a pre-activity in 

which they had to think of stereotypes. I was happy to see their positionality regarding people 

from other cultural groups. Ex: Americans are white and have blue eyes… They watched the 

video and developed the workshop, then shared some of their answers. At the beginning, they 

were somehow reluctant to tell their stories of stereotypes. Little by little they started sharing 

these shocking and at the same time beautiful stories. It was good to see their attitude shift 

regarding other people, once they had the opportunity to talk to them.   

 

 

 

 

 


