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Learning With Place: Place-Bound Pedagogies in English Teacher
Education Practicum Contexts

Aprender con el lugar: pedagogias ligadas al lugar en la practica de docentes de
inglés

Diego Ubaque-Casallas
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This article explores how place-bound pedagogies emerged during the rural teaching practicum of an
English student-teacher from a Colombian public university. Drawing on critical place inquiry and a
walking-narrative methodology, it maps the network of human and more-than-human actants that
shape practice. Classroom approaches initially framed by institutional logics shifted as community life,
local knowledge, and interactions redefined teaching. Narrative network analysis revealed a move from
curriculum-based delivery to relational, co-constructed learning grounded in rural rhythms, priorities,
and disruptions, including armed conflict. Findings highlight place as an active co-author of pedagogy,
repositioning teacher education to value place as lived, contested, and co-produced, where English

intertwines with practices of care, survival, and community.
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Este articulo examina el surgimiento de pedagogias ligadas al lugar en la practica docente rural de una
estudiante de licenciatura en inglés de una universidad publica colombiana. A partir de la indagacién
critica del lugar y de una metodologia narrativa del caminar, se mapea la red de actantes humanos y mas
que humanos que configuran la practica. Los enfoques, inicialmente guiados por logicas institucionales,
se transformaron a través de la vida comunitaria, de los saberes locales y de las interacciones. El andlisis
narrativo en red evidencia un transito hacia aprendizajes relacionales y co-construidos, situados en ritmos
rurales y en tensiones, incluida la del conflicto armado. Los hallazgos posicionan el lugar como coautor

dela pedagogia y llaman a modelos formativos que lo reconozcan como vivido, disputado y coproducido.
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Introduction

The teaching practicum is one of the most
extensively researched areas in English language
teaching (ELT) and teacher education. Although
providing a comprehensive review of the literature on
the teaching practicum lies beyond the scope of this
article, it is important to briefly highlight some key
contributions that inform contemporary discussions
on English language teacher education. Research on
the teaching practicum has been approached as a space
of co-construction and mediated reflection (Aguirre-
Garzén & Ubaque-Casallas, 2022; Kanat-Mutluoglu &
Balaman, 2023); as a site where emotional trajectories
shape engagement, reflection, and emergent teacher
identities (Boonmoh & Kamsa-ard, 2023); and as a
context in which preservice teachers negotiate their
professional development (Lucero et al., 2024; Macias-
Villegas & Hernandez-Varona, 2023; Posada-Ortiz,
2022; Quintero & Clavijo Olarte, 2023). Another line
of inquiry has examined the role of place as a source
of epistemological and pedagogical transformation
(Lastra et al., 2018; Sharkey et al., 2016).

Scholars with a place-oriented perspective
underscore communities as key repositories of local
knowledge and valuable curricular resources. Although
this focus has expanded how knowledge(s) and
learning(s) are understood in ELT and teacher educa-
tion, “places as sites of presence, futurity, imagination,
power, and knowledge” (Tuck & McKenzie, 2015, p.
xiv) remain insufficiently recognized. One reason for
this partial oversight might be the inherent complexity
of the concept of place and the view that all teaching-
learning processes are inevitably embedded in local
experiences (Kelly & Pelech, 2019). A perspective that
has framed pedagogy as something based on, not bound
to, place.

Within this discussion, it is important to distin-
guish between place-based and place-bound pedagogies,
closely related yet conceptually distinct. Place-based

pedagogy views place as a generative foundation for

broader educational connections and experiences,
while place-bound pedagogy (PBP) emphasizes
ongoing, lived engagement with place, continually co-
constructed through interactions that shape praxis. As
Tuck and McKenzie (2015) note, “places are practices
[and] places have practices” (p. 14), indicating that
place is not merely a backdrop for human activity but
an active constellation of relations, movements, and
materialities. In this sense, place cannot be fully deter-
mined by external structures like academic institutions;
it emerges through everyday social, political, and
affective entanglements that make learning possible,
a distinction I aim to foreground. Thinking through
PBP requires moving beyond institutional and colonial
narratives that have historically framed language teach-
ing and learning within fixed, normative frameworks
(Ubaque-Casallas et al., 2025).

Building on these ideas, this article explores the
practicum experience of Angely, a student-teacher
from a Colombian public university who completed
her practicum in a rural school in Pereira. This case
offers a reflective lens on how pedagogical orientations
are shaped by the rural context, not as a passive
backdrop but as an active, dialogic force that challenges
and reconfigures institutional norms. The aim is not
to generalize rural teaching but to trace how Angely’s
experience reveals a deeper engagement with place
as something pedagogies are bound to rather than
merely based on. Through this lens, the rural setting
is not a static stage for implementing pre-established
methodologies; instead, it emerges as a living, relational
space that reveals the limitations of urban-centered,
institutionalized teacher education models.

Theoretical Orientations

The theoretical orientations outlined below are
grounded in the notion of place, which is key to under-
standing how local histories and community dynamics
shape events and practices within the practicum. These

orientations include: (a) Place for Teacher Education,
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(b) Rurality[ies] in Colombia, (¢) A Place-Bound
Teaching Practicum, and (d) Place-Bound Pedagogies.
Entangled in politics, memories, and relationships,
these orientations are co-produced, emerging through
the very tensions and collaborations that constitute
place itself. These orientations do not precede this
study but emerge through it, as place refuses to be a
passive container. Instead, it acts as a co-author of both

theory and practice.

Place for Teacher Education

Place is more than a geographical representation. It
is “a useful framing for politics” (Tuck & McKenzie, 2015,
p- 30). Place shapes, and is shaped by, power, history,
culture, and relationships; ergo, it is deeply tied to
colonial histories and present-day power dynamics (i.e.,
who controls it, who belongs to it, who is excluded from
it). This study approaches place politically, viewing it as
lived, felt, and contested; a space imbued with meaning,
memory, and identity rather than mere coordinates.

Although this perspective resonates with critical
perspectives in which “place-conscious education
must go beyond simply connecting curriculum to
place through active student engagement” (Kelly &
Pelech, 2019, p. 734), it also distances from them as
place is not just a mere bridge of content for curricular
design; instead, here “place becomes an event rather
than a secure ontological thing rooted in notions of
authentic” (Tuck & McKenzie, 2015, pp. 34-35; i.e., place
as something that is always in motion, created in the
moment through relationships, actions, and histories).
This distancing makes place a relational opportunity
that can help teacher education at the practicum level
(re)think how place is experienced and transformed
into knowledge(s).

Rurality[ies] in Colombia
Ruralities, which are diverse and dynamic (e.g.,
agrarian, Indigenous, Afro-descendant, and post-

extractive), have been deeply affected in Colombia

by the armed conflict. As Aristizabal and Avila (2024)
observe, “violence has undermined educational
conditions, disproportionately affecting [rural com-
munities]” (p. 3). Within this sociopolitical landscape,
ruralities are often territorially stigmatized (Beach,
2018), framed as deficient or dangerous. These con-
structions have subjected ruralities to academic
representations that impose urban ways of being,
thinking, and knowing through policies, assessments,
and digital initiatives. In fact, while perspectives on
rural education have evolved, recognizing the ter-
ritorial, cultural, and social diversity of contexts
has helped move beyond the homogeneous, urban-
centric models that once shaped rural education
(Lépez Ramirez, 2006). Table 1 summarizes these
perspectives.

Theoretical and policy approaches to rural educa-
tion highlight a critical dimension that must also be
considered in teacher education: the importance of
place as a complex, situated, and dynamic scenario
for teaching practice. The perspectives of endogenous
development, cultural contextualization, territorial dif-
ferentiation, and rurality as social constructs collectively
indicate that teaching is never neutral but is deeply tied
to local realities, histories, and aspirations. For English
student-teachers, the practicum is more than a site to
apply pre-designed strategies; it requires engaging with
rural students’ cultural repertoires and lived experiences.
Thus, rural schools become complex pedagogical spaces
rather than mere sites of implementation.

Moreover, models such as multigrade education
and policies like the Special Plan for Rural Education
reveal how structural conditions (i.e., low enrollment,
population dispersion, infrastructural limitations, and
historical marginalization) shape the teaching and
learning process. For teacher education, this highlights
the need to prepare student-teachers not only in dis-
ciplinary and methodological knowledge but also in
pedagogical sensibilities that view place as a possibility

rather than a constraint.
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Table 1. Rural Education in Colombia

Approach/Model Characteristics References
Endogenous development and Enhancing local resources and Lépez Ramirez (2006)
capacity building knowledge; self-management; learning

rooted in the territory; freedom to

design life projects in rural areas

Cultural perspective and Recognition of peasant and ancestral ~ Montoya de la Cruz et al. (2022)
contextualized pedagogy knowledge; learning from rural daily
life; validation of rural culture within

the curriculum

Differentiated and territorial Based on Colombian legislation, the Proposal for Bill 193 of 2022
approach focus is on ethnic and agricultural

sustainability, reducing dropout rates,

and strengthening rural self-esteem

Rural education as a social Rurality is understood as a dynamic Montoya de la Cruz et al. (2022)

construction social construction (not only
geographic) that integrates worldviews
and rural experiences, transforming
the formal education system

Multigrade education One teacher takes charge of multiple =~ Rodriguez Hernandez and Cano
grades/ages; responds to low Ruiz (2025)
enrollment and dispersion; Escuela

Nueva a promotes flexible didactics

and production projects

Special Plan for Rural Education ~ Public policy by the Colombian
Ministry of Education (2016 Peace
Agreement) to close urban-rural gaps.

Strategies include early childhood

education, flexible models, free
education, infrastructure, and access

to ICT

Note. Adapted from “La educacion rural en Colombia: retos y oportunidades,” by N. Vera, 2025, Linea Imaginaria, 1(22), (https://doi.

0rg/10.1037/pspp0000023). CC-BY-NC-SA.

* The Escuela Nueva model is a rural multigrade education approach designed to address low enrollment, student dispersion across remote
areas, and offer more opportunities for communities to strengthen their local social fabric (see Pulgarin Rodriguez et al., 2024).

A Place-Bound Teaching Practicum

A place-bound teaching practicum emphasizes
place as pedagogy. Not only does it resist the deficit
narrative that rural education is lacking, but it

also positions rural communities as places of rich

knowledge(s), resilience, and innovation, allowing
student-teachers to work with, rather than on, rural
spaces. Similarly, it promotes “de-emphasizing the
institutional-then-colonial discourse that frames

language teaching and learning in particular normative
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ways” (Ubaque-Casallas et al., 2025, p. 6). Ergo, a place-
bound teaching practicum centers the community over
academic institutions (e.g., universities) and their
logic (e.g., rationality and accountability). However,
the perspective of the community I am referring to
here, echoing Escobar (2025), is “theorized as a deeply
historical, heterogeneous, and power-driven entity” (p.
106). This conceptualization diverges from idealized
visions of the community as a harmonious, stable, and
homogeneous entity, and presents it as a historically
situated, plural, and contested space, where power not
only operates but also shapes internal and external
relations.

This said, a place-bound teaching practicum chal-
lenges views of the practicum that continue to impose
instrumentality and technicality as driving principles
(see Coronado-Rodriguez et al., 2022). Rather, it takes
a step forward, since a place-bound perspective does
not simply seek to “incorporate knowledge of local
communities as resources for language teaching and
learning during the practicum” (Quintero & Clavijo
Olarte, 2023, p. 1). This approach may benefit from
further examination because when local knowledges
are incorporated into English teaching curricula, they
are often reframed to fit pre-existing curricular struc-
tures (e.g., objectives and assessments). In doing so,
knowledge(s) deeply rooted in specific relationships,
histories, and ways of living risk being reduced to
surface-level cultural references, classroom topics, or

vocabulary themes.

Place-Bound Pedagogies

PBPs are understood as relational pedagogies.
Since, as Tuck and McKenzie (2015) argue, places
are active sites of practice and inherently shaped by
practices, PBPs emphasize the dynamic interactions
among people, land, history, and more-than-human
entities (e.g., animals, plants, ecosystems). However,
PBPs are characterized by the diverse ways they

challenge classroom-centric education, particularly

by centering local knowledges and marginalized
voices. PBPs understand places as sites shaped by
colonial violence, displacement, and resilience. For
this reason, they do more than simply contest colonial
legacies; these legacies actively fuel and energize their
pedagogical orientations, allocating energy to the
political intentions of “living beings [who] bring forth
their worlds by what they do” (Escobar et al., 2020, p.
61) and in so doing engage in actions of world-making
(Deumert & Makoni, 2023).

By adjectivizing pedagogies, I argue that “con-
sciousness and meaning are the property of all living
beings” (Escobar, 2018, p. 142), suggesting that a
bond to place is inherently pedagogical, as it is woven
through the encounters, conflicts, and solidarities of
humans and non-humans who inhabit and shape it.
In this study, place is not a passive container but a
dynamic nexus where personal and contextual histories
intersect, and where knowledges emerge through col-
lective struggle, memory, and everyday practice. To
teach or learn bound to place is to engage with these
relational tensions and to advance a relational political
ontology' in which it is possible to bring forth more
relational modes of being-teaching-learning.

Context

The experiences narrated here took place in a rural
school in the municipality of Pereira, Colombia, as part
of the teaching practicum of a student-teacher enrolled
in the Foreign Language Teaching program (with an
emphasis on English) at a Colombian public univer-
sity. Pereira was the chosen scenario, aligned with the
objectives of the Viva la Escuela program, an initiative
led by the Ministry of National Education that seeks
to mobilize final-year university students, as part of
their internships, to voluntarily support pedagogical

processes in certified educational institutions (https://

1 Place + people = politics (Williams, 2001); that is, the making
of reality is political, hence politics is ontological.
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www.mineducacion.gov.co/portal/micrositios—insti—
tucionales/Viva-la-FEscuela/). The student-teachers in

this program spend between 3 and 4 months in rural
areas and gain expertise through mentoring sessions,
field experiences, and the knowledge of local teachers
who share their contextual insights.

The practicum experience lasted four months
during the first academic semester of 2024, with a men-
toring process that continued into the first semester of
2025, allowing for sustained reflective conversations
across both periods. The geographical territory where
the practicum took place has a history marked by
violence from armed groups, which in previous years
led to the inhabitants’ forced displacement and what
is known in Colombia as “social cleansing,” that is,
the systematic murder of socially conflictive identi-
ties (e.g., homeless people, immigrants, drug addicts,
members of illegal armed groups, etc.; Vanegas Alvarez
& Martinez Herrera, 2025). Amid this complex social
landscape, part of the current population includes
immigrants, mainly from Venezuela, while a gov-
ernment-led land restitution process for stolen lands
remains incomplete. The local economy has histori-
cally relied on coffee and plantain cultivation, central
to the community’s identity and resilience, alongside
the cultivation of illegal crops (e.g., coca bush). Para-
doxically, this reality has been obscured by dominant
mid-2oth-century narratives, when segments of the
Colombian economic and political elite portrayed the
coffee-growing region as peaceful and prosperous, in
contrast to other areas of Colombia that were openly

affected by violence (Martinez-Herrera et al., 2024).

Method

This study employed a critical place inquiry (CPI)
perspective to approach and map the experiences from
which PBP emerged. According to Tuck and McKenzie
(2015), CPI can “involve a range of research method-
ologies [but] what is central is the way the chosen

methodology engages conceptually with place” (p.

18). This approach is distinct from traditional place-
based inquiry by its emphasis on critical engagement
with place. Thus, such a perspective permitted Angely
and me to regard place as an unavoidable part of daily
life, deeply intertwined with how people live and
develop (Butler & Sinclair, 2020). Furthermore, CPI
was juxtaposed with a walking narrative methodology
(O'Neill & Roberts, 2020), through which place came
to be known, experienced, and lived. This perspective
allowed Angely to engage with both the local com-
munities and the histories and historicities enacted and

materialized in rural Pereira.

Participant: Angely

Angely is a female student-teacher who volun-
teered to participate in the Viva la Escuela program,
as it aligns with her research interest in English teach-
ing in rural Colombia. Her interest was informed by
Dugque Salazar et al. (2024), who examined the pan-
orama of interculturality in rural contexts of bilingual
education in Latin America. Her curiosity also stems
from her childhood in Pereira, the capital of Risaralda,
and the fact that she and her family were forced to
move to Bogota due to social pressures. Our interests
overlapped, since I was already compiling experiences
in rural English teaching in Colombia (Ubaque-Casal-
las et al., 2025); experiences that somehow prompted
my interest in shifting from pedagogy-based to place-
bound pedagogies.

Angely’s participation did not follow any sampling
method; it arose from our encounter during her practi-
cum, in which I served as her mentor. Angely’s role in
this study extended beyond that of an informant. Our
relationship was reciprocal, as she gained access to my
experiences and knowledge(s) just as I did to hers. Fol-
lowing Varela et al. (2016), any knowledge gained from
our collaboration and encounters was groundless; that is,
our knowing arose from a more immediate, lived, and
direct engagement. It was not knowledge about some-

thing, but knowledge through our beings-in-relation.
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Angely’s Walking

Angely managed to weave together the material,
phenomenological, embodied, and imagined—yet
fleeting—dimensions of her lived experiences by
placing walking and thinking at the forefront (O’Neill
& Roberts, 2020). In this sense, while her account
here is narrated using the pronoun “I,” it should not
be mistaken for a gesture of separation or an epistemic
stance rooted in individual autonomy or self-interest
(Mignolo, 2011). Rather, the use of that pronoun fosters
an embodied subject whose experience comes into
being in relation to others. That is to say that the I
is re-signified as a situated, relational, and embodied
voice; a self that exists through its relations with others,
places, histories, and collectives. Simply put, Angely’s
experience is not solely hers. Accordingly, what I am
presenting here, through her practicum experience,
is a tracing of how a deeper engagement with place
permits the enactment of pedagogies that, rather than
being based on place, become bound to it.

This interpretative analysis was informed by
Feldman and Almquist’s (2012) narrative network per-
spective, which “maps the sequences of specific actions
that connect various human and non-human actants in
accomplishing a task” (p. 219). This meant looking at
Angely’s experience as chains of relationships: who (or
what) does something, to/with whom (or what), and
in what order. The aim was not to reduce the analysis
to a chain of events but to identify how a network of
relations can be used to situate where meaning emerges
from the interactions. From a relational perspective,
Angely’s experience became a map of interdependence,
showing how her actions were co-constituted through
webs of relations.

Drawing on Pentland and Feldman (2007), I use
narrative entries as units of narrative network analysis.
These entries resulted from several recorded mentoring
sessions transcribed verbatim. However, the analysis
presented here is based on one session between Angely
and me. Each entry is labeled with a number (e.g.,

Entry 1)* and presents a sequence of three compo-
nents: Actant 1,*> Action, and Actant 2.* Here, actants
can be either human (e.g., a community member, the
narrator) or non-human (e.g., a plant, the weather).
The action describes the link between the two actants,
what happens, is exchanged, or is done in the nar-
rative. This method enabled me to see the narrative
not just as a sequence of events, but as a network of
relationships. To further illuminate these connections,
I also employ a visual display of relations to map the
resulting networks, making visible the patterns of rela-
tionality embedded in the narrative. I conclude with
some commentary that will later be used to shed light
on how PBPs are enacted.

Narrative Network Analysis

Entry 1’

When I arrived at the vereda,’ I carried a notebook in my
backpack filled with lesson plans, rubrics, and objectives
focused on pronunciation and language skills. I had
prepared activities for students to practice speaking and
listening, thinking that my greatest contribution would
be to bring them closer to a “useful” English for work
and future opportunities. In my mind, the goal was clear:
to improve their level so that they could “compete” in

a globalized world.

The network shown in Figure 1 places Angely
at the center of the map, surrounded by human and
non-human actants encountered upon arriving in the

rural community. Although the strongest ties appear to

2 The original unit of analysis was composed of 20 entries (i.e.,
each entry accounts for a full mentoring session). However, due to the
word limit, I chose the most relevant samples to illustrate PBPs.

3 Actants are not agents with intentions but elements shaping
pedagogy through their effects within relational networks, where agency
arises from mutual capacities to affect and be affected (see Latour, 2005).

4 Actants are connected through actions, forming the building
blocks of narrative fragments. Some actants are functional (i.e., driving
the plot forward) while others may be non-functional in the narrative.

5  Entries were translated from Spanish for publication purposes.

6 A vereda (rural village) is the smallest rural administrative
division in Colombia.
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Figure 1. Visual Map 1
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connect her to pre-prepared materials, language
skills, and a globalized view of English learning, this
reflects how most academic discourses and practices
in the practicum have been normalized, structured
around curricular objectives rather than local, lived
interactions.

The network reflects that Angely’s arrival was ini-
tially anchored in a logic of projected outcomes. Her
suitcase is more than a container of teaching mate-
rials; it is a symbolic actant carrying the institution’s
expectations, standardized objectives, and an implicit
alignment with discourses of English as a tool for
global competition and development (i.e., neoliberal
ideology; Shah et al., 2024). The edges in the network
trace a movement from materials to linguistic skills
and onward to employability, mirroring a trajectory in
which place is initially absent from the shaping of peda-

gogical praxis, or at least from pedagogical positioning.
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In fact, non-human actants dominate this configura-
tion, mediating the interaction between Angely and
her students, reinforcing a teacher-centered, externally
oriented approach.

However, this configuration also suggests an evi-
dent fragility. The network shows few reciprocal or
entangled connections as if knowledge(s) flew outward
from Angely’s expertise. They seem not to circulate
through exchanges with the local environment. The
absence of strong place-bound actants at this stage
hints at potential shifts once Angely engages more
directly with the community. Nevertheless, it is in those
yet-to-be-formed connections, currently invisible in the
network, that the possibility of reorienting teaching
toward lived PBPs resides.

Entry 2

But as the days went by, I realized that my students’

questions were not about how to say “How are you?” or
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how to pronounce the “th” correctly, but about how to
prepare the land for planting potatoes, how to negotiate
with a neighbor who has crossed over the fence, or how
to organize the community party without fights breaking
out. The classroom extended beyond the walls: it was in
the coffee grove, in the vegetable garden, in the village
store. There, I learned that, for them, English was not
urgent; their urgency was life itself and how to sustain

it in community.

The network shown in Figure 2 centers Angely’s
students as key actants. There are some branching con-
nections to practical, place-bound concerns rather than
linguistic forms. Non-human actants represent agricul-
tural work, social negotiations, and community events,
showing the classroom’s expansion into everyday life.
The structure reflects a shift from formal, curriculum

relationships to lived, context-driven interactions.

Angely’s teaching space began to dissolve its
institutional frame. Entry 2 reveals a network in which
the most urgent learning needs were woven into the
rhythms and concerns of the rural area. Interesting,
instead of phonetics drills or formulaic dialogues,
which tend to normalize learning (Roach, 2009),
students sought to understand how to prepare soil for
planting, negotiate with a neighbor, or coordinate a
peaceful community gathering. Each question was not
only a request for knowledge but also an anchor to a
lived reality, where language was just one of many tools
for maintaining relationships and ensuring collective
well-being.

By following these threads, Angely began to inhabit
a pedagogy that was less about delivering a predeter-
mined curriculum and more about dwelling on a web
of relationships extending beyond the classroom walls.

The coffee plantation, vegetable garden, and vereda

Figure 2. Visual Map 2
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store became not “extensions” of the school, but sites
where learning was already happening. The map’s con-
nections reveal a reorientation in which teaching is no
longer about inserting English into students’ lives but
about allowing the community’s life to shape what Eng-
lish can mean. This, I argue, marks the turning point
where pedagogy shifts from a curricular imposition to a
process of co-construction. English is reframed as gen-
erated relationally, as an act of ontological translation
(i-e., a process through which different ways of being,
knowing, and sensing come into relation without one
subsuming or erasing the other). Such translation then
enacts a different ethics where realities meet through
a(e)ffective, bodily, and historical entanglements.
Entry 3
One morning in class, one student said to me: “Profe,
let’s go outside, the weather is nice today.” At first, I
thought it was just an excuse to avoid working, but
I agreed. We walked toward the coffee fields behind

the school. I almost never left the classroom, so it felt
strange to be there, surrounded by the smells of coffee
and damp soil. The students pointed out the plants to
me, explaining which ones were ready to harvest and
how they could tell if a plant was sick. I realized they
knew an incredible amount about their surroundings,

far more than I could have imagined.

The network presented in Figure 3 positions
the students as knowledge holders, branching into
agricultural expertise and environmental awareness.
Non-human actants (e.g., coffee plants, weather, and
harvest readiness) are embedded within the learning
process. The network illustrates a role reversal, with
students guiding Angely’s learning through place-
bound knowledge. Classroom boundaries dissolve when
a student’s invitation to go outside leads Angely to the
coffee plantations. What initially seemed like a distrac-

tion, as often occurs in urban settings, turns out to be an

Figure 3. Visual Map 3
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entry point into the community’s life. In this network,
expertise flows from the students to Angely, reconfig-
uring the direction of knowledge. Here, non-human
actants are central participants in shaping what and
how learning occurs. Following these threads, Angely
stepped into a notion of pedagogy where not only
her presence but also that of others outweighed pre-
determined lesson plans. In this reoriented network,
teaching is no longer about inserting English into
pre-structured content (i.e., curriculum based on the
community) but about letting the life of the place
reorganize the meaning and role of language. The map
captures this inversion of roles.

Entry 4

On the way, we ran into Don Efrain, a farmer who was

pulping coffee. He showed us how he did it and why

it was important to take care of the shade so the bean

could grow well. Right there, it occurred to me to teach

them some English words about what we were seeing:

leaf, shadow, and seed. They repeated them and, at the
same time, corrected me on things about farming that I
didn’t know. That walk made me realize that being with
them wasn't just about giving lessons, but about sharing

spaces and learning together.

Figure 4 shows a network centered on the collec-
tive presence of Angely and her students, connecting
to human and non-human actants encountered during
the walk. Non-human elements (e.g., coffee pulping,
shade care, and agricultural vocabulary) are integrated
into reciprocal teaching moments. The structure
reflects a co-learning dynamic in which expertise flows
in multiple directions.

In this entry, Angely’s walk through the coffee
fields becomes a moment of mutual teaching and
learning. For example, meeting Don Efrain introduced
non-disciplinary knowledge, such as coffee pulping
and shade care, which was immediately integrated into

Figure 4. Visual Map 4
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the lesson through English vocabulary. Learning was
not one-directional: while Angely offered English
terms to connect the language to students’ realities, the
students corrected her on agricultural facts, demon-
strating their expertise. The network shows a balanced
exchange, with human and non-human actants equally
contributing to the co-creation of meaning.

In this reconfigured space, teaching is insepa-
rable from shared experience. The coffee plant, its
shade, and the pulping process are not just content
but actants that shape the interaction and guide
Angely’s pedagogy. Since the map illustrates how
the place itself orchestrates the lesson, the encoun-
ter with Don Efrain is more than a passing event;
it marks a pedagogical shift in which being-with in
their environment transforms English learning into

a collaborative act.

Entrys

Since then, I stopped thinking of class as something
that only happened within the walls of the classroom. I
began planning activities that stepped outside the book
and connected with what was happening in the students’
daily lives: coffee plants, animals, and the town’s stories.
English started to become part of those experiences,
not an isolated goal. Walking with them taught me
that teaching is also about being present, listening, and

letting what surrounds us become part of what we learn.

The map shown in Figure 5 centers Angely as the
primary actant, radiating into shifts in perspective,
activity planning, and integration of English with local
life. Non-human actants (i.e., coffee, animals, town sto-
ries) are linked through activities that emerge from the

community’s lived experience. The structure reflects

Figure 5. Visual Map 5
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a pedagogical redefinition where place and presence
shape the curriculum.

Entry 5 marks another turning point, where
Angely’s conception of teaching expands beyond the
classroom’s physical and conceptual boundaries. The
network extends into activities rooted in local reali-
ties (e.g., coffee production, animal care, community
narratives), moving beyond book-based lessons. Eng-
lish is no longer treated as an isolated subject but is
woven into experiences already rich with meaning.
Importantly, this shift recognizes that learning occurs
as much through walking, observing, and conversing
as through formal instruction.

By re-centering place and shared practice, Angely
steps into a pedagogy of presence, where teaching
becomes an act of listening, adapting, and letting the
surrounding environment co-author her preconceived

ideas around the curriculum. The map’s connections
reveal a network where non-human actants carry as
much pedagogical weight as human ones.
Entry 6
One day, everything changed suddenly. There was a
guerrilla attack in a small hamlet half an hour from the
school. Although nothing happened directly in the vereda,
threats arrived, and we had to lock ourselves inside our
houses for three days. There were no in-person classes,
and the atmosphere was tense. That fear wasn't in any
curriculum plan or any standard, but it was there, lodged

inside all of us: in the children, in the parents, in me.

The map in Figure 6 centers on the community
members, linking them to events and conditions that
disrupt daily life. Non-human actants (i.e., threats,

houses, fear, and halted classes) intertwine with human

Figure 6. Visual Map 6
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actors such as the guerrilla and affected families. The
structure reveals a network dominated by external
violence, where fear permeates all relationships.

Entry 6 is distinctive, capturing a rupture in the
community’s social fabric triggered by a guerrilla
attack in a nearby vereda. Although the violence
did not directly affect Angely’s location, threats
forced residents into confinement for three days,
suspending in-person classes. The map reveals
how fear became an actant, shaping the actions of
students, parents, and Angely as much as any human
decision. Unlike previous entries, the network here
emphasizes relational constraints imposed by social
and historical insecurity in rural Pereira rather than
collaborative learning.

This episode underscores how the practicum was
not only nurtured by the life of a community but also
disrupted by the conditions in which that life unfolds.
Fear, absent from ELT and teacher education curricular
plans or official standards, became central to Angely’s

lived experience of teaching and learning. The map’s

connections reveal how external violence reorganized
the network. In these moments, pedagogy shifts from
expansion and exploration toward protection and
survival, reminding us that place is as much shaped by
conflict and threat as it is by care and shared practice; a
reminder that canonical notions of curriculum barely
take into consideration.
Entry 7
Feeling that fear was terrible. It wasn’t just the worry
of “what’s going to happen,” but the physical sensation
of being imprisoned. Three days without going out,
listening to rumors, phone calls from relatives, and that
strange silence that lingers when everyone is confined.
In Bogotd, I had never felt anything like this; insecurity
there is different, more fleeting. Here, it was a weight
that hung in the air, as if everything were on pause, but

the danger hadn’t gone away.

The map in Figure 7 places Angely at the center,
with branches to affective and environmental actants

(i.e., fear, silence, confinement, and comparative

Figure 7. Visual Map 7
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insecurity), showing how place reconfigures her teach-
ing experience. Non-human actants dominate (e.g.,
fear, rumors, silence, durations, urban/rural insecu-
rity), indicating that what shapes learning here is not
curriculum but atmosphere and threat. The structure
visualizes a point of stasis that, compared with Bogots,
reframes the event as a distinct, lingering rural weight.

Entry 7 traces the embodied aftermath of vio-
lence, portraying it as pedagogy’s silent antagonist.
Fear becomes a tangible actant. The map shows
how this atmosphere structures action: three days
indoors, classes suspended, and speech reduced to
whispers. Rather than a discrete event, insecurity
settles like the weather. Angely’s comparison to
Bogota highlights a temporal contrast: urban danger
feels fleeting there, whereas here it lingers, saturat-
ing space and pacing time, turning the vereda into
a classroom of waiting.

This configuration reorients pedagogy from explo-

ration to endurance. English, if present, would trail

behind these urgencies. The yet-unmapped ties (i.e.,
neighbors checking in, silent care networks) suggest
relational threads that could later reshape teaching
toward collective recovery. The visual network thus
captures a suspended pedagogy, held by fear, but also
hints at the relational capacities through which the com-
munity might reclaim motion and meaning.
Entry 8
Amid all that, I also began to feel the distance from
academia. The mentoring sessions were important and
offered a space for reflection, but they always felt far
away. It was as if the conversation stayed on another
plane, never fully touching what was happening here.
The real needs of the classroom, the fear of an attack,
and the children’s anxiety couldn’t be explained solely

with statistics or academic language.

The map in Figure 8 places Angely at the center,
linking to both reflective structures (e.g., mentorship

sessions) and points of disconnection (i.e., academic

Figure 8. Visual Map 8
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conversations, statistics, and academic language). The
structure highlights a tension between institutional
support and its inability to address on-the-ground
realities.

Entry 8 exposes the gap between academic frame-
works and the lived demands of teaching in a tense,
rural context. While mentorship sessions offered a
space for reflection, they existed in a separate orbit,
removed from the urgency of fear, children’s anxiety,
and shifting classroom needs. The map’s links show
that the most pressing realities could not be translated
into the language of abstract pedagogical discourse.
This disconnection was not about irrelevance but about
an incompatibility of tempos (hers and mine). With
this, I mean that academic reflection moved slowly and
analytically, while local events demanded immediate,
embodied responses.

The map underscores that teaching is deeply
shaped by context-specific urgencies that resist stan-
dardization. As a matter of fact, the actants of “fear,”

“classroom needs,” and “children’s anxiety” carry a

weight that academic categories struggle to hold. This
misalignment, I think, suggests that meaningful sup-
port must be situated within the same relational web
as the local community; a type of support close enough
to feel its rhythms, silences, and disruptions.
Entryo
Walking through the vereda became one of my most
important ways of thinking about classes. On those
walks, I got to know more people from the community:
parents, grandparents, neighbors who always had a story
to tell that could become classroom material. I not only
listened to their stories about the harvest, the rain, or
the festivities, but also came to better understand the
families” priorities and concerns. Every greeting, every
conversation along the way, gave me clues to design
activities that started from their reality, not from what

the textbook dictated.

Angely is at the center of the map shown in Figure
9, linking human acts (i.e., community members) and

non-human actants (i.e., walking practice, stories,

Figure 9. Visual Map 9
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conversations) that serve as bridges to classroom plan-
ning. The structure shows a relational pedagogy in
which knowledge flows through informal encounters
rather than formalized lessons.

Entry g illustrates a pedagogy grounded in move-
ment and encounter, where walking the vereda becomes
an active form of curricular design. The map reveals a
dense web of relations among Angely, the community,
and the stories collected along the way. Parents, grand-
parents, and neighbors act as co-educators, providing
narratives about harvests, weather, and festivities that
become classroom material. These exchanges position
everyday life as the primary curriculum, reversing the
typical flow from book to classroom.

In this last network, it is clear how Angely
identifies themes that resonate with the students’
lived realities. The map reflects a shift from a static,
classroom-centered approach to one where planning
is co-authored with the community’s concerns. In
this arrangement, English learning is not an imported
structure, but a language woven into the existing
fabric of the community; in other words, what is
taught is inseparable from where and with whom it

is learned.

Integrated Analysis Perspective

The merged networks trace Angely’s pedagogical
journey across multiple narrative entries. At the outset,
the networks are anchored in non-human actants
(i.e., lesson plans, rubrics, linguistic skills), reflecting
a centralized model in which curricular objectives
mediate all relationships. Human actants such as herself
appear, but initially as recipients of content designed
elsewhere. This early configuration mirrored the logic of
place as a backdrop, in which the rural context is largely
absent from shaping the pedagogical core. A legacy
prevalent in teacher education practicum scenarios for
decades, since teaching English has been anchored in
the implementation of methods and methodologies
(Ortiz Garcia & Contreras Pinilla, 2023).

As the networks progress, one can see how
relational density increases between human and non-
institutional human actants (e.g., community members,
Don Efrain, parents, grandparents), and this emerges
as a central connector. What appears interesting in
this network analysis is how edges (e.g., institutional
domains) extend beyond the classroom walls (e.g., cof-
fee plantations, vereda stores). Here, stories, agricultural
knowledge, and local practices become curriculum-
generating nodes. I consider these shifts not merely
additive, as they reconfigure the network’ structure.
Place ceases to be a static location and becomes a
dynamic nexus of co-created knowledge, where Eng-
lish learning is reframed as sustaining community life
rather than serving abstract global competitiveness.

The later entries introduce non-human actants
of a different kind (e.g., fear, threats, and silence),
highlighting the vulnerability of rural teaching envi-
ronments in Colombia. It is important to recognize
the sociohistorical realities that communities and
teachers face. These realities rarely inform pedagogi-
cal perspectives, yet they are crucial, as they intersect
with rural educational discourses in which “most
schools’ models have been developed with a focus
on urban areas” (Ramos Holguin & Aguirre Morales,
2016, p. 212). These elements temporarily disrupt the
network’s openness, compressing relations into states
of confinement and disconnection from academia. Yet
they also catalyze awareness of the limits of institu-
tional discourse, highlighting the need for pedagogical
responses embedded in the lived reality that student-
teachers experience. Angely’s walking the vereda,
listening to stories, and designing activities based on
local concerns demonstrate a shift toward pedagogies

that are not merely place-based but place-bound.

Final Thoughts
These final reflections align with broader efforts to
understand place not merely as a learning resource but

as a living, agentive presence that co-constitutes peda-
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gogical practice (Salazar Jaramillo & Espejo Malagon,
2019). The shift proposed here lies in moving from
place-based pedagogies to place-bound approaches that
emphasize what is lived, relational, and continuously
co-constructed within the practicum.

As discussed throughout this study, the teaching
practicum has long been governed by instrumental
and technical logics, where procedures and theories
are tested, confirmed, or improved. Yet this is not the
only possible orientation. Research has shown diverse
perspectives on English language practicum experi-
ences (Lucero & Cortés-Ibafiez, 2021; Pinzon Capador
& Guerrero Nieto, 2018). Within these, PBPs displace
essentialist notions of knowledge as fixed and complete,
reorienting the practicum toward relational enactment.
A bound-to stance not only extends what is already
known about the practicum but also reveals the a(e)
ffects emerging from encounters among multiple enti-
ties, human and non-human alike. Attending to these
a(e)ffects invites sensitivity to how each interaction
generates shifts, resonances, and transformations.

From this relational perspective, “the world rep-
resents itself always as a complexly relational whole in
which actors live and co-live, act and interact” (Qin,
2018, p. 108). Thus, what is lived and enacted cannot be
reduced to abstract, universal categories detached from
context. These processes are situated, mediated by the
material, historical, and affective specificities of place.
Accordingly, PBPs resist reducing teaching to a tech-
nical practice, framing it instead as an embodied and
co-constituted act where meaning emerges through
entanglement rather than imposition.

Lastly, concerning rurality(ies) and English teach-
ing, attention must move beyond attributing challenges
solely to teacher shortages, limited materials, or socio-
economic barriers (Murcia-Yali, 2024). While these
persist, the issue also lies in how English teaching is
configured. Pedagogy cannot remain tied to instru-
mental discourses in which “English teaching in rural

areas of Colombia requires a comprehensive approach

that combines targeted public policies with innova-
tive teacher education programs” (Fandifio-Parra et al.,
2025, p. 163). Instead, the call is to reposition teaching
as situated, relational, and co-created through human
and non-human connections. Still, bound-to pedago-
gies face limits; their relationality depends on fragile
networks continually shaped by material, social, and
political forces. The very openness that makes them
generative also renders them vulnerable, as they rely on

the willingness of humans and non-humans to relate.
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