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This article reports the results of a qualitative, community-based research study that
aimed to analyse the incidence of community-based pedagogies on the development of
local cultural awatreness at a rural public school in Colombia. We designed a pedagogical
intervention drawing on community-based pedagogies and blended learning. We
collected data from six EFL students through interviews, students’ artifacts, reflective
logs, and questionnaires during a four-year period. The main findings show that the
pedagogical intervention helped them re-imagine local places and reflect on community
and personal values. In the long-term, they strengthened their cultural worldviews and
reconstructed others. Therefore, community-based pedagogies can enhance cultural
awareness development holistically and longitudinally. The academic community can
explore this sociocultural approach across diverse settings to aid the global issue of
teaching culture in a way that acknowledges and dignifies learners’ realities.

Introduction

We shall start by bringing attention to the limited presence of local culture in the foreign
language classroom (Faraj et al, 2024; Firdaussy et al., 2024; Griffith & Lim, 2024; Lozano et
al., 2024). This is a significant element in English language teaching (ELT) as language and
culture are inherently interconnected (Kramsch, 2013; Nushi & Aghaei, 2024). Likewise,
cultural awareness (CA henceforth) enables students to engage in cultural exchanges
(Byram, 1997, 2015; Kramsch, 2013) and claim membership within a culture (Johnson et
al., 2007; Ramos et al., 2021). Howevert, sociocultural factors are rarely addressed in the
foreign language class (Bonilla & Cruz-Arcila, 2014; Faraj et al, 2024; Griffith & Lim,
2024; Hoyos & Espafia, 2025; Lozano et al., 2024). For instance, in Indonesia, Firdaussy
et al. (2024) reported that indigenous rural communities face challenges to access
education inclusive of their cultural backgrounds and mindful of their precarious
socioeconomic conditions. In other contexts where CA is promoted in the classroom,
Thailand, students still show limited CA, which may relate to the unawareness of their local
culture (Rangsarittikun, 2024). It also happens that national educational policies actively
discourage EFL learning to prevent Western acculturation (Moharami, 2024). Hence,
EFL learners’ lack of CA stands as a global educational issue, especially in the global
South.

In Colombia, we noticed that EFL students at a rural public school were unable to
elaborate on local cultural aspects because of apparent limited CA. In this regard, the
literature suggests being mindful of students’ sociocultural backgrounds (Saiphet, 2024),
fostering the role of local school communities (Aristizabal & Ortiz, 2023; Hoyos & Hspafia,
2025; Sharkey & Clavijo Olarte, 2012a; 2012b), and enhancing students’ criticality
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(Moharami, 2024). Hence, we conducted a needs analysis interview and sought to enhance
CA with ninth graders who had demonstrated limited awareness their cultural
environment through the EFL class. We acknowledge that integrating other school
subjects may have been beneficial; however, we considered it significant to promote CA
development through the EFL class, considering the inherent relationship between
languages and culture.

To do this, we approached community-based pedagogies (CBP) because these foster local
communities' culture and cultural identity (Sharkey & Clavijo Olatte, 2012a, 2012b).
Likewise, blended learning provided the necessary theoretical and methodological
foundations to guide the pedagogical intervention, as this project was initiated during the
Covid-19 global pandemic that pushed teachers to reassess their practices and the
education system into emergency remote teaching (Castafieda-Trujillo & Jaime-Osorio,
2021). Hence, this study longitudinally addresses a global educational issue: lack of CA
among EFL learners from a local perspective in a Global South country. Specifically, we
proposed the following research question:

What is the influence of community-based pedagogies on the
development of the students’ local cultural awareness?

By exploring this question, we foreground the importance of the language and culture
dyad as seen from an under-researched population in an under-explored area; that is, EFL.
secondary students from a rural public school in Colombia. Additionally, we offer a
potential path to induce CA in a teaching context like many others in which ELT appears
to be oblivious to the students’ realities (Bonilla & Cruz-Arcila, 2014; Faraj et al, 2024;
Griffith & Lim, 2024; Hoyos, 2024; Lozano et al., 2024). Therefore, our article may be of
interest to the international community engaged in the teaching of English from a
sociocultural perspective and the exploration of otherwise teaching approaches in the
Global South. Subsequently, we explain the primary theoretical constructs guiding this
study.

Community-based pedagogies (CBP)

Shatkey and Clavijo Olarte (2012a, 2012b) defined CBP as "an asset-based approach
that... emphasizes local knowledge and resources as starting points for teaching and
learning" (p.130). Likewise, Clavijo Olarte and Ramirez (2019) argued about the
importance of community to deepen culture and identity understanding. The authors
encouraged teachers to integrate academia, school, and community knowledge, explore
local pedagogies, acknowledge sociocultural backgrounds, and seek social transformation
to strengthen teaching and learning from a sociocultural perspective. To the effect,
mapping is instrumental in integrating the community into the teaching and learning
processes. Mapping entails understanding a community's assets, capacities, and abilities
that can derive from different sources: leaders, physical spaces, and associations (Burns et
al., 2011; Jackson & Bryson, 2018; McKnight & Kretzmann, 1990). To illustrate, Maifala
(2024) examined how a school management team’s perceived roles at a rural school in
South Africa influenced the teaching and learning environments. Findings revealed that
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the team failed to positively affect the school because of “limited understanding of their
roles, lack of agency, teacher hostility and external forces such as teacher unions” (p.
1089). Thus, it is essential to make school community members’ aware of their abilities. In
this study, mapping was significant for students to develop tasks and for the researchers to
design the pedagogical intervention to promote CA.

Cultural awareness (CA)

CA entails acquiring attitudes, knowledge, and skills to examine, compare and evaluate the
meanings of culture critically to establish and maintain relationships with others (Byram,
1997, 2015). First, attitudes influence perceptions towards others and help learners reflect
on similarities, differences, and intersections between cultures (Baker, 2012; Baker et al.,
2025; Byram et al., 2002). Kumaravadivelu (2011) described attitudes of rootedness and
openness required to relate with and learn from others. While rootedness is concerned
with the apprehension of self-culture, openness consists of eagerness to discover other
cultures. Hence, students require specific attitudes to embrace their culture and learn from
others.

Second, Byram et al. (2002) stated that interlocutors' knowledge of their community
determines social identity and interactions, so they need to know the self and the othet's
culture to negotiate meanings (Kramsch, 2013). In this regard, Baker (2012) argued against
promoting static knowledge of specific cultures without bringing attention to their
constant reinvention. Thus, students need continuous acquaintance with aspects of culture
that contribute to understanding themselves and their interlocutors. Additionally, it is
significant to consider the type of culture knowledge discussed in class.

Gomez (2015) defined deep culture as knowledge of complex sociocultural aspects and
surface culture as visible aspects, such as celebrations, touristic places, and national
symbols. In this line, several authors have urged teachers to address complex sociocultural
issues beyond tourist-like information (Gémez, 2018; Kramsch, 2013). Conversely, Baker et
al. (2025) argued that surface culture represents a learning opportunity during the early
stages of foreign language learning to enhance communication. Whether surface or deep
culture is addressed, we align with the idea of explicitly approaching the relationship
between culture and language learning (Baker et al., 2025).

In this line, the literature shows that CA in EFL contexts is complex. In Thailand,
Rangsarittikun (2024) found that students had a limited understanding of cultural
awareness and that their culture worldviews were based mainly on school input. In
Palestine, English language teachers and students’ “culture teaching practices are
moderate” (p. 492) since they mainly draw on scarce international encounters (Faraj et al.,
2024). In alignment with this, other teaching contexts around the world endure ungrounded
cultural policies (Firdaussy et al., 2024), unawareness of local culture (Rangsarittikun,
2024) or animosity towards the English language and its inherent cultural presence
(Moharami, 2024). Consequently, promoting CA from a sociocultural and critical
perspective can benefit from teaching testimonies around the globe, and especially from
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contexts such as rural areas where not only teaching culture but also teaching English
often seem inconsequential.

Method

Community-based research (CBR) implies horizontal researcher-community collaboration,
approaches different knowledge assets and dissemination methods, and strives to achieve
social change and justice (Strand et al., 2003). Thus, this CBR study prioritised the revival
of local culture and participants were involved actively in all the research stages (Figure 1).
For instance, they had active roles in designing the pedagogical intervention and collecting
data to inform their language tasks on local culture. Subsequently, we present an overview
of the research stages, which provide a global idea of the project's development.

Pedagogical
intervention

*Worksheet 1 (W1) and
Reflective log 1 (RL1)
*Worksheet 2 (W2) and
Reflective log 2 (RL2)
*Worksheet 3 (W3) and
Reflective log 3 (RL3)

«Community mapping
*Semi-structured
interview (SSI1)
*Group interview (Gl)
*Worksheets design in
collaboration.

Precedent
procedures

Figure 1: Research stages. Source: Own drawing

*Video reflection

*Semi-structured
interview 2 (SSI2)

*Peer-reviewing

Project
assessment

Three stages guided the pedagogical intervention: the first stage accounts for the
preparation procedures that helped select a CBP path, the second refers to the intervention
itself, and the third entails the project’s assessment by participants. The pedagogical
intervention lasted four months approximately from August to November 2021; yet the
overall research process would finish in September 2024.

Context

Our study was developed at a public secondary school in Huila, a southern department in
Colombia where most people generate income from agricultural work. Although the
school is only 132 km away from the capital city of Neiva; reaching it can take up to eight
hours because of unpaved roads. The school's mission consists of providing an integral
and inclusive education that guarantees the development of essential competencies
(educational institution of Santa Ana, 2019) to address the national and regional
abandonment reflected on poor road conditions, lack of medical centres, and shortages of
school facilities.



636 Community-based pedagogies and cultural awareness: An EFL class project from rural Colombia

In the same line, the local community promotes traditions such as Sampedrito, the patron
saint's festivities, and religious events that provide opportunities to explore the local
culture at the surface. Likewise, the region represents an archeological mecca that could
enlighten humanity about ancient Colombian indigenous tribes. However, the local
community must prioritise living necessities that leave little room for local culture
exploration and promotion, inspiring this research project to revive culture from the
school. Proofs of this issue are students’ lack of CA and the abandonment of local
museums.

Participants

We invited ninth-grade students, four males and seven females, ranging in age from
fourteen to seventeen to participate in the study; however, only six female students
completed all the project’s tasks. Five participants lived at the school's residence and come
from different villages, whilst the other lived with her partner. Table 1 expands on
students' profiles to better understand their persona. Finally, one of the researchers was a
direct participant with a double role: teacher and observer, while the other was an indirect
observer who co-developed the research process and co-designed the pedagogical
intervention.

Table 1: Participant overview

Code Age  Village of residence ~ Task completion/ patticipation

S01 15 San Rafael Completed all tasks

S02 16 Santa Ana Missed the first interview and reflective log
S03 16  La Granja Completed all tasks

S04 16 Santa Ana Missed worksheet 2 and reflective log 3
S05 14 Nueva Granada Completed all tasks

S06 16 San Marcos Completed all tasks

SO7 15 San Emilio Completed all tasks

S08 16 San Marcos Missed reflective logs 1 and 2

S09 17 Santa Ana Completed all tasks.

S10 17 San Marcos Missed the final interview

S11 16 Santa Ana Missed reflective log 2 and wotksheet 3

Source: Own data collection

Data collection instruments

We collected data for approximately four years (2021-2024) through interviews, artifacts,
logs, and questionnaires. Due to patticipants' geographic dispersal and the Covid-19
restrictions in 2021, we conducted semi-structured interviews (Creswell, 2012) by
telephone twice. The initial protocol was piloted with two students from a similar context
(Villavieja-Huila). Subsequently, students participated in the first interview before the
pedagogical intervention, which helped us gain insights into their perceptions and CA to
strengthen the research problem. After the pedagogical intervention, in spring of 2022,
we invited only the six female students who had completed all tasks to explore CBP
incidence on their CA through a second interview. In this report, we use only data from
the six female students. In general, the interviews lasted approximately 40 minutes.
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Also, we designed three worksheets considering CBP principles (Clavijo Olarte &
Ramirez, 2019). Because the intervention was developed during the Covid-19 pandemic,
blended learning was the underlying teaching method. Thus, students developed
worksheets through guided (at school) and unguided (at home) work from August to
November 2021. These worksheets included outdoor activities and followed a thinking
routine (Project Zero, 2022). Specifically, we used the Connect, Extend and Reflect routine to
help students connect topics with their lives, address content related to values and
English, and reflect on the activities and objectives (see Appendix A). Students received
tasks progressively to increase expectations and diminish potential affective filters. In the
same period, students completed three reflective logs (one per worksheet) to encourage
reflection on specific CBP tasks. Considering the horizontal research method, we made
explicit the objectives of every log so that participants remembered the agreed-upon
goals. Additionally, students created a profile on the learning management system (LMS)
Edmodo to deliver their logs creatively.

Finally, in 2024, the now former students answered an open-ended questionnaire to
follow their trajectories and analyse the project’s influence in the long-term. Half of the
participants had jobs outside of Santa Ana, working as police officers or waitresses, while
the others remained in the region engaged in agricultural work or entrepreneurship. Most
participants indicated that they are preparing for higher education. This instrument had
five questions (e.g. What is it that yotu remember the most about the activities carried out?
How do you understand Santa’s culture today?) to reconstruct the CBP experience from
the students’ perspective. Students delivered their answers through WhatsApp using
photos, audios, and written answers. After reading their ideas, we asked them some
further questions to expand on their current CA insights. These questionnaires were
collected from May to September 2024.

Pedagogical intervention

The pedagogical intervention originated to alleviate ninth-grade students' lack of local CA
through CBP. The intervention's main topic was the recovery of values and resulted from the
students and parents’ initiative. It included three worksheets developed for three months,
three reflective logs completed after each worksheet, and guided and autonomous field
trips during the last stages. Subsequently, we explain the core details of the pedagogical
intervention.

CBP and the English subject's curriculum provided the theoretical foundations for the
pedagogical intervention. We integrated CBP principles to design materials and adapt
teaching practices (Clavijo Olarte & Ramirez; 2019; Kanoksilapatham, 2020; McKnight &
Kretzmann, 1990; Ramos et al., 2021). Likewise, we aimed to foster a social
transformation by promoting the inclusion and appreciation of local realities, worldviews,
and culture. Similarly, blended learning was used as the underlying instruction method, due
to circumstances stemming from the Covid-19 pandemic. Thus, students relied on
information and communication technologies (ICT), such as WhatsApp, Edmodo and
phone calls to develop the worksheets through (un)guided independent work.
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The pedagogical intervention was divided into three instructional phases: #opic exploration,
thematic acquaintance, and community immersion. The first phase helped identify potential
topics of interest, expectations, and students' cultural awareness. The second phase
involved presenting and discussing values and encouraged students to involve local assets
to develop worksheets 1 and 2 and their corresponding reflective logs. Worksheet 1
presented values as life paradigms with two subcategories: terminal and instrumental
values (Rokeach, 1973), which students explored at the personal level. Subsequently,
Worksheet 2 sought to strengthen the students' understanding of terminal and
instrumental values by exploring the community's values across generations.

Finally, the third phase encouraged students to apply values to cultural elements of
relevance to the local community, such as festivities, traditions, or landmarks; thus,
students visited the village's local museum and a regional landmark and discussed these
places’ underlying meanings with community members to complete worksheet 3 and its
reflective log. Finally, students presented gains and challenges regarding the overall
experience through a video reflection.

Data analysis

We mixed thematic analysis and thematic coding. Thematic analysis 1s a descriptive
approach that helps researchers identify, analyse, and report common trends within data
that can be inductive or theoretical (Braun & Clarke, 2006). Thus, we approached
theoretical thematic analysis having in mind the study's research question regarding the
incidence of CBP on the development of local CA. Also, we used #hematic coding, which
"involves identifying and recording one or more passages of text or data items... that
exemplify the same theoretical or descriptive idea" (Gibbs, 2007, p. 39). Hence, we
approached both theoretical and inductive analysis procedures.

To manage and organise data, we considered Creswell's six steps. First, we created
different Google Drive folders to organise data which were uploaded to the data analysis
software ATL.AS.% Second, we conducted a preliminary exploratory analysis while
organising and preparing data. Third, we selected the categories connected the most with
the research question. Fourth, we identified the research subcategories and organised data
in a table. Fifth, we based interpretations on experiential knowledge and relevant theory.
Sixth, we validated the instruments through peer-reviewing and piloting, and the data
implementing member-checking. As a result, we found four categories aligned with CBP
incidence on students’ local CA development which we will proceed to describe and
discuss.

Findings and discussion

This section presents findings regarding the incidence of CBP on the development of
students’ local CA. Succinctly, students (re)built their perceptions of local places and
community values and assumed active roles in local culture maintenance and
dignification. The first three categories draw on data collected in 2021 while the last one
addresses students’ CA and takeaways as of 2024. Belo, we elaborate on these ideas.
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Remapping of the local village

This category presents students’ renewed imaginaries of local places and traditions as
compared with their initial perceptions, thus shedding light on the incidence of CBP to
enhance local CA. To begin with, students reflected on local places such as the A/ de
Cabrera (Cabrera Highlands) local museum, Cascada /a 1.¢jia (Lye Fall), and La Piedra (The
Rock) and their underlying meanings added during the pedagogical intervention. That is,
learners did not associate the museum with their culture initially but added it to their
cultural map and developed some understanding of its content, history, and significance
progressively.

I remember that Mr Jairo [the local museum’s founder| donated several pieces to the
museum and that many pieces were found on the left shore of the Cabrera river. There
were also tombs, pots, ceramic figures - finished and unfinished - hand axes, which I
thought were created by the thunder’s impact, but the teacher|C3] told me that the
indigenous people called them hand axes. I also remember that Jairo was one of the
museum’s founders. (SSI2-S01)

The museum is something very important because there are things done by the different
indigenous tribes that inhabited the region. (RL3-S09)

These students identified the museum’s founder and donor of many archeological pieces,
referenced the artifacts found there, such as hand axes or bones, and commented about
the indigenous people who inhabited the region. Therefore, students’ comments suggest
their acquaintance with the museum’s history and inventory, relating to Gémez’ (2015,
2018) ideas of surface culture, as the museum becomes a symbol associated with the local
community’s culture and deep culture, considering that students reflect on ancient traditions
such as being buried with personal belongings. Thus, it is paramount to encourage
students to immerse themselves in their cultural surroundings since mainstream resources
are unlikely to culturally represent individuals in the Global South (Lozano et al., 2023;
Nushi & Aghaei, 2024).
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The artifacts in Figures 2 and 3 associate Cascada la Lejia and La Piedra with beauty and
imaginativeness. The first student describes the waterfall as representing nature’s beauty
and an ancient path to commercialise agricultural products (personal communication,
October 2021). Likewise, the second student mentions La Piedra’s religious value in the
community’s beliefs and hers, which she had omitted before. Therefore, the testimonies
reaffirm an expansion of students’ perception regarding the community’s cultural map.

It was paramount to encourage reflection and criticality for students to remap their village.
That is, self-questioning, also approached in Nguyen et al. (2016) in Vietnam, was
instrumental because students generated questions before CBP tasks and addressed them
with the community and classmates. Simply put, students set and resolved conundrums
about their local culture, like Lozano et al. 's (2023) participants from Bogota (capital city
of Colombia). These reflection and hands-on strategies not only promoted students’ CA
but also fosteted the academic community's active involvement. In this case, the school
setting served as the organisation that approached community members’ knowledge, and
the community integration helped students acknowledge culturally relevant places and
embrace their underlying meanings. Hence, we confirm the importance of integrating
local individuals as primary assets for cultural teaching and learning (Clavijo Olarte &
Ramirez, 2019; Gokmenoglu et al, 2024; Hoyos & Espafia, 2025; McKnight &
Kretzmann, 1990; Sharkey & Clavijo Olarte, 2012a, 2012b). Also, self-questioning and
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problem-solving tasks are supported as efficient for CA development in diverse contexts
(Hoyos & Espafa, 2025; Lozano et al., 2023; Nguyen et al., 20106).

Re-signification of a regional landmark

Participants especially reflected about a regional landmark located in the research setting
called Cerro de la Cruz. Figure 4 illustrates students’ thoughts at the beginning and end of
the pedagogical intervention. Figure 4 uses an iceberg metaphor to illustrate that students’
ideas have visible and profound levels. At the iceberg’s tip, one student comments that the
mountain has a religious value for some people, whereas it represents a meeting point for
her. Similatly, another mentions Cerro's touristic potential but does not elaborate on
profound ideas. Conversely, the iceberg’s bottom shows a complex cultural understanding
of the landmark. The same students comment on the mountain as a local sacred place
associated with religious beliefs regarding Jesus Christ’s crucifixion and the Virgin Mary.
Hence, both participants went from relating the mentioned place with its touristic
potential primarily to acknowledging and understanding its religious values to some
extent.

The previous accounts again show CA at the superficial and profound level. Students’
initial thoughts relate to surface culture (Gémez, 2015, 2018), considering that they mainly
associated the mountain with tourism and pleasure. In contrast, their final reflections
suggest a connection with deep culture, given that they recognise the landmark’s
underlying religious value and its significance for some community members. We remark
that students progressively discovered the landmark’s cultural value by immersing
themselves in collaborative work with the community. This collaborative effect suggests
understanding the Oher (community members) conception, which helps to acknowledge
personal values and co-construct cultural imaginaries (Kramsch, 2013; Moncada, 2016).
Thus, we highlight the benefits of encouraging students to analyse underlying cultural
meanings (Moharami, 2024) and of encouraging students’ active participation in their
learning process (Hoyos & Espafia, 2025; Lozano et al., 2023; Strand et al, 2003).

Finally, the iceberg’s profound level supports the idea that involving the local community
contributes to building CA (Clavijo Olarte & Ramirez, 2019; Gokmenoglu et al., 2024;
Hoyos & Espafia, 2025; McKnight & Kretzmann, 1990; Sharkey & Clavijo Olarte, 2012a,
2012b. In this case, students explored self-culture’s hidden values, which is paramount in
CA development (Baker, 2012; Byram, 2015; Kramsch, 2006; Rangsarittikun, 2024).
Hence, these positive outcomes demonstrate that pedagogies mindful of students’
sociocultural awareness, as suggested by Saiphet (2024), can successfully enhance CA.
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We go to Cerro de la
Cruz on Easter. Itis a
custom that everyone
has adopted here. I go to
look around or when
there are gatherings or
outdoor trips. (SS11-S01)

I would invite people who visited Santa Ana for the
first ime to get to know the village. I would should
them the touristic places like The Cerro, La piedra
of the museum. (SSI1-S03)

Cerro de la Cruz is a sacred place because it represents the
Cross where Jesus was crucified. The Virgin Mary is also
there, and as far as I learned, she is a Saint. It [The Cerro]
is part of the region and the community and was created
by Father Roberto who went there and was inspired by it.
(SSI2-S01)

For many people the Cerro de la Cruz means a lot because they
associate it with God. (SSI2-S03)

Figure 4: Cerro de la Cruz iceberg. Source: Authors' composition.

Reflecting on community and personal values

The third category presents students’ reflections regarding the values (Rokeach, 1973) that
orient the local community and themselves, which also determine interaction and
interpersonal relationships (Baker, 2012). In this line, family-related values were the most

salient topics from students’ conclusions:

Many people come together with their families during the town’s Saint Patron’s
festivities, Christmas Eve, or New Year’s Eve... They want to shate special dates and
happy family moments...Most of them said that family security is something they always
think of. (SS12-S06. December 2021).

Most people repeated that family security and respect wete the most important values for
them (SS12-S07)
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Everybody should know the importance of values to live a quiet and peaceful life...
People’s values in the region are family security and honesty... based on what I learned
from my parents and other people. (SSI2-S09).

Participants commented that family security and family time, supported by respect and
honesty, were priorities for the people interviewed by them. Thus, students’ reports
suggest their understanding of the community’s most predominant values, which
influences learners’ social identity and interpersonal relationships (Byram et al., 2002) and
abilities to negotiate meanings (Kramsch, 2000; Ortiz et al., 2019). As mentioned by
Rangsarittikun (2024), it is essential that students acknowledge their culture to position
themselves and others. Given this, students show attitudes of rootedness because these
enable the establishment of meaningful interpersonal relationships that permit mutual
learning and self-discovery (Byram, 2015; Kumaravadivelu, 2011, 2012). In this case,
students' eagerness enabled them to scratch the surface of their community's values and
better understand self-culture. Therefore, the discovery of the community's values reflects
the incidence of CBP on CA. This new understanding would also inspire students to
assess their personal values.

Concisely, students hold eclectic personal values. Eclectic refers to a person who “uses an
approach composed of elements drawn from various sources” (Merriam-Webster, n.d.),
which embraces students” heterogeneous stances, as follows.

My parents and other relatives taught me that one of the most important values is
courtesy because it shows what kind of person you are. So my parents have always taught
me about courtesy, and I admire them because of that... But the most important value
for me is honesty because if one steals, one will do badly in life, but if one is honest, one
will do better in the future. It is good [talking with the family] because it helps me
understand the existence of different values and define my own as well (RL1-S03).

The most important value for me is honesty because when we are honest with others, we
are with ourselves as well. Love [too] is important and not only to others but to us...
Respect towards older and younger people is important. We all deserve respect. (RL2-
S09)

The students commented on their most significant values: courtesy, respect, love, and
honesty. The first mentions that relationships with relatives and community members
have influenced, yet not determined, her values. This account supports that parents (and
other community members) be actively and consciously involved in CA promotion
(Gokmenoglu et al., 2024; Hoyos & Espafa, 2025). The second makes sense of her values
from a personal standpoint and highlights the importance of not only loving others but
herself. In this sense, Kumaravadivelu (2011) described the concept of one's sense of self as
the relation between the individual and community and how the individual navigates self
and society. In this case, participants show awareness of the power that external and
internal variables, such as parental influence and self-consciousness, might have on their
cultural identity. Therefore, CBP strengthened students' sense of self and local CA since
they reflected on the community's influence on personal values and their effects on life.
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In a similar vein, several authors have argued that education integrating language, culture,
and curriculum can enhance identity building and address community issues (Firdaussy et
al., 2024; Strand et al., 2003; Zuluaga et al., 2009). In this regard, students were able to
identify both communal and personal values from integrating the community's culture
into ELT. Likewise, students' self-consciousness aligns with arguments about the
importance of fostering reflection on self-identity in order to evelop a critical perception
of the world (Byram, 2015; Kumaravadivelu, 2011; Ortiz et al., 2019; Rangsarittikun,
2024). To sum up, students had opportunities to explore personal and community values,
contributing to self-identity and local CA development.

Revisiting students’ cultural map and values transformation

The final category elaborates on students’ ongoing and new ideas of their local culture
three years after the pedagogical intervention. In this line, they revisited their perceptions
of the Alto de Cabrera local museum and Cerro de Cruz as outstanding cultural elements
of Santa Ana.

We learned more about our cultutes, the riches that existed and still remain, the different
indigenous tribes that lived here, and one of the statues, "The Chief,' which is located in the
museum in Bogota (Q-S09).

The activity I remember the most is when we went to the Cetro de la Cruz in Santa Ana.
Why? It was a very beautiful experience because we got to know a large part of the local
culture of the Santa Ana region and because we shared much of this expetience with all
of our classmates and teacher. (Q-S07).

Both excerpts show new angles regarding the local landmarks previously discussed. The
tirst student acknowledges that culture goes beyond ancient traditions and asserts that
cultural riches still exist today. In this regard, Gémez (2018) argued that culture is not
static but flexible, so it is substantial that the student mentions present components.
Likewise, she provides detailed information about a statue and its current location in
Bogota, which not even we as researchers recalled. By exposing that her culture goes as far
as the capital city, she demonstrates attitudes of rootedness (Kumaravadivelu, 2011) and a
strong cultural identity induced through CBP (Sharkey & Clavijo Olarte, 2012a, 2012b);
simply put, her cultural association with the museum and its pieces cannot be
disembodied from her. Additionally, the second student highlights the cultural value of
Cerro de la Cruz but does not make references to its religious connotation. Instead, she
mentions the importance of friendship values (Rokeach, 1973) developed through the
project. Hence, the remapping of the village has endured over the years and added new
elements.

Another element extensively discussed was the recovery of values. Participants addressed
the beauty of nature (previously associated with the Lye Fall, Figure 2) but did not
emphasise family-related values. Alternatively, they turned their attention towards
cleanliness as an instrumental value, those that we live by everyday (Rokeach, 1973).
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These activities helped me a lot to reflect on the importance of taking care of the
environment and its surroundings. They helped me not to let family traditions be lost
and to become humbler. (Q-S03).

The culture of Santa Ana and its surroundings has become more aware of things, such as
taking better care of the environment, not cutting down trees, stopping the hunting of
animals, and taking better care of what belongs to the community. We have learned more
about ethics and morals, which has been useful in the completion of our high school

studies. (Q-S07)

These ideas reflect cleanliness values applied to the personal and communal levels.
Overall, they show a strong ecological awareness because they want to maintain a natural
environment. Thus, students’ personal values seem to align with those of the community,
unlike the past when their perspectives were divergent. On this matter, we recall the idea
that students’ sense of self (Kumaravadivelu, 2011, 2012) and the other (Kramsch, 2013;
Moncada, 2016) continuously (re)shape one another. As mentioned eatlier, it is vital that
learners develop awareness of how people around them think so that they can build their
cultural imaginaries critically (Moharami, 2024; Rangsarittikun, 2024).Accordingly, these
participants show CA by providing a different assessment of their and their communities’
values.

By the same token, we highlight that students are not only aware of local cultural aspects
but also strive to share them. Most importantly, they understand that such awareness was
built with the local community and that they have an active role in maintaining and
updating their insights.

Knowing or learning about the community is very beautiful because the general culture
of Santa Ana and its surroundings has many stories, which makes many of us interested
in learning more about it, and thus, taking care of and protecting it. (Q-S06).

With the knowledge I gained, I can create a new project to share more about where 1
lived, the cultures we have, how remote the area is, how people live, and that even
though we may not be considered much, it is a place full of many riches. Thank you. (Q-

S09).

These excerpts show the importance of culturally empowering EFL learners as their local
sociocultural realities are often absent in mainstream instructional materials (Nushi &
Aghaei, 2024). Additionally, the participants’ insights demonstrate that localising
pedagogies (Saiphet, 2024; Sharkey & Clavijo Olarte, 2012a, 2012b) and assigning active
roles in their learning (Hoyos & Espafia, 2025; Lozano et al., 2023; Strand et al., 2003)
can lead to CA that reshapes dynamically iz the long term. In other words, these horizontal
approaches to culture may have an impact on students for /ife.

Moreover, students’ responses indicate a high level of social appreciation for culture as
they exhibit “knowledge about cultural heritage, values attributable to cultural heritage, and
heritage linkages” (V. arga§—Arteaga etal,, 2024, p. 340)_. F_or instance, they demonst_rate an
awareness of cultural heritage per se (the museum and its inventory), an understanding of
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its historical value (gate to ancient tribes’ traditions), and a persona; connection to this
heritage (the Chief statue in Bogota).

Finally we share the reflection from one of our participants “to share more about where I
live, the cultures we have, how remote the area is, and how people live.”

Figure 5: Cultural entrepreneurship
by S09. Source: The participant
consented to share this photo.

Café Especial
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Conclusions and pedagogical implications

This paper longitudinally analysed the CBP incidence on the development of EFL
learners’ local CA at a rural public school in Colombia. Students grasped a broader
understanding of their village's culture and identified undetlying religious, community, and
individual values. In the long term, they maintained some of these worldviews and found
different nuances. In other instances, they reconstructed their ideas, for instance,
regarding communal and personal values. Hence, CBP incidence on local CA reflects on
students’ enriched and fluctuant views of the local culture, reaffirming local knowledge as a
valuable asset for learning (Bonilla & Cruz-Arcila, 2014; Clavijo-Olarte & Ramirez, 2019;
Ramos et al., 2021). Additionally, it is clear that bringing the community to the EFL class
can result in students' strengthening their cultural identity and role as cultural enquirers and
guardians perennially.

In this line, there are several implications that EFL teachers and students may consider.
To begin with, CBP can enhance students’ understanding of local sociocultural
backgrounds and personal worldviews, which represent paramount assets to develop
localised pedagogies. Furthermore, this horizontal teaching approach improves the
teacher-student relationship and collaboration (Basar & Comoglu, 2024) to develop
materials that enhance contextualisation, motivation, empowerment, and inclusivity
(Nufiez Pardo, 2019; Ramos & Aguirre, 2014). It can also contribute to promoting an
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"increased awareness and appreciation of local knowledge and its value as a curriculum
resource" (Sharkey, 2012, p.9). These implications motivate and empower students, which
is reflected in high classroom performance, critical thinking development, and
proactiveness in addressing local issues (Lastra et al., 2018; Moharami, 2024; Ramos &
Aguirre, 2014; Sharkey et al., 2016). Therefore, we encourage teachers to rethink ELT
locally to inform culture teaching globally.
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