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n Prologue

In Latin America, as around the world, proficiency in Englishis becoming increasingly
recognised as key to international competitiveness and economic development.
Governments are developing and implementing English language policies which
aim to build that proficiency among their populations, with the overriding aim of
boosting each country’s performance in the global marketplace.

However, the way this challenge is being tackled across the region varies greatly.
It is therefore helpful to examine the policy environments, experiences and other
factors unigue to each country that contribute to these differences, to gain a more
complete understanding of the overall environment and current state of English
language learning in Latin America.

On 21 and 22 September 2017 the British Council together with the Government
of the State of Jalisco hosted a regional policy dialogue in Guadalajara, Mexico.
Innovation for Systemic Improvement in Quality English Language Teaching in Latin
America set out to better understand these differences and point the way towards
quality improvement.

The dialogue was the latest in the series which began in 2012 in Cartagena,
Colombia, continued in 2013 in Santiago, Chile and was consolidated in the 2015
British Council Education Intelligence report English in Latin America: an Examination
of Policy and Priorities in Seven Countries. It brought together decision makers from
national and state ministries and other education authorities across the region as
well as relevant sector representatives from the UK.

Each event in the series has consisted of a mixture of plenary talks, panel
discussions and working groups, and been characterised by an emphasis on
interaction and analysis of the implications for policy and practice of the various
themes under discussion.




This book comprises the output of each delegate’s participation in the event. Each contribution
enriched the discussion and allowed attendees to reflect on topics ranging from the importance
of English for economic development to the key success factors in language teaching in public
education systems. All the while showcasing trends and innovations with the potential to improve
the quality of English language teaching in Latin America.

Here you will find policy briefs on English language teaching and examples of innovation
for systemic improvement in Argentina, Brazil, Chile, Cuba, Uruguay and Venezuela. It makes for
fascinating reading. | hope that, as well as being of general interest, it will be helpful to policy
makers wishing to address the need for quality English language teaching in their own countries
and across the region.

Kevin Mackenzie
Country Director
British Council, Mexico
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The Importance of English as a
Second Language in Latin America

Javier Rojas | Jimena Hernandez-Fernandez
PIPE-CIDE, Mexico

In recent decades, English has been operating as a single global network connecting
diverse families of languages, including French, Spanish, German, Portuguese,
Russian, and Chinese (Northrup, 2013). Thus, English’s role as a global lingua franca
in the economy, business, education, politics, and entertainment sectors is hardly
surprising (Cronquist & Fizbein, 2017; Malik & Mohamed, 2014). Yet one less obvious
revolution in the use of English as a Second Language (ESL) is its expansion to new
territories, social groups, and its incorporation in the curriculum of more than 138
countries around the world (Cha & Ham, 2011; Northrup, 2013). Today, English is not
only spoken by 1.75 billion people or almost a quarter of the world's population, but
mostly by non-native speakers, who outnumber native ones by far (British Council,
2013, p. 5).

This transformation signals the transition from a system in which ESL was the
privilege of elites, to one in which people from less privileged backgrounds are
part of a new constituency that may accelerate the pace of ESL expansion within
and between countries. If English as a foreign language keeps expanding, what
role will publicly funded schools play in ensuring high quality English Language
Teaching (ELT) and English Language Learning (ELL) are not the privilege of a
handful? Will Latin American governments see in ESL an avenue to facilitate their
citizens’ engagement in a world increasingly globalised and where some problems,
such as climate change, know no frontiers? What role will ESL play in reducing or
exacerbating socioeconomic inequality and in boosting economic growth? What
specific policies can governments implement to improve ELT in the region?

The collection of articles that comprise this book aim to answer these questions
by giving voice to experts and policymakers from diverse countries to show how



Latin America could foster systemic change in ELT. By systemic change, we mean changes aimed
at shifting paradigms to produce large-scale modifications rather than piecemeal changes within
an existing paradigm that result in marginal transformations (Joseph & Reigeluth, 2010; Reigeluth,
1994; Taylor, 2016; Steen, 2008). The authors’ contributions reflect on large-scale changes
capable of transforming the underlying structures of existing paradigms to ensure innovation
can find a fertile ground supporting significant transformations in pedagogy, policies, ethos, or
organisational change (Hawley, 1997; Taylor, 2016; Jucker, 2011; Steen, 2008).

This book aims to increase our understanding of how ELT can contribute to systemic change.
While policymakers in Latin America certainly face similar challenges, such as low levels of
English language proficiency, their innovations occur and respond in different learning policy
environments. Therefore, we asked authors to describe the background and relevance of
a certain policy or intervention to better understand if the policy is replicable elsewhere. We
hope readers benefit from the practical contributions of policymakers who are or were directly
involved in the design and implementation of pioneering experiences that showcase what Latin
America is doing in order to work towards consolidating a set of English as a second language
public policies (PPESL).

The purpose of this chapter is to present a general overview of the rise of English as a global
language and what that implies for Latin America. The main argument is that there is a new group
of people or vital constituency emerging in Latin American countries which will keep ESL demand
increasing in the coming years. As ESL expands from the previous confinement to the elites or
among those who could pay for private education, the state is playing an increasingly key role
in ensuring high quality ELT reaches socioeconomically less privileged groups. Thus, this article
discusses some of the challenges Latin America faces in terms of low levels of ESL proficiency
and describes the different learning environments in which innovation for systemic innovation
must take place. The last part explains the logic behind the way the book was structured as well
as presenting a brief assessment of some of the most important contributions of the rest of the
book’s chapters.

The Power of English as a Global Language
In 1887, when Lazaro Ludoviko Zamenhof published the booklet Lingvo Internacia, his aim was to
create a new international language to facilitate contact among different cultures. While Doktoro
Esperanto —the pseudonym Zamenhof used to publish this booklet that later gave rise to the
Esperanto movement— did not see his dream come true, in later decades English gained status
as a global language and consolidated its role as a lingua franca (Li, 2003).

The term lingua franca is applied to those languages that, in certain historical moments, play
a fundamental role for general interactions, communication and the exchange of knowledge. The
lingua franca is used as a common mean of communication even when it is not the users’ mother
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tongue. The prestige and use of a lingua franca lies not only in its convenience but by the power
it brings as a means for learning and communicating ideas. In that way, it can work as a common
language for science, literature, music, business, diplomacy, migration and so forth.

Historically, languages that operate as a lingua franca have changed. In the 17" and 18"
centuries, Latin played a crucial role in scientific revolutions and political philosophy. French
then took over the role from the 17th until the mid-20th century. The use of French as a lingua
franca was consolidated from the beginning of the encyclopaedists movement period in 1751.
The encyclopédistes were members of the Société des gens de lettres, a French writers’ society,
which contributed to the development of the Encyclopédie. The Encyclopédie promoted liberal
thought that inspired many revolutions. English is considered the current lingua franca as it
gradually replaced French after World War Il. The rise of English began in 1919, when the Treaty
of Versailles was written both in English and French. The widespread use of English was further
advanced by the prominent international role played by English-speaking nations such as the
United States and the Commonwealth of Nations in the aftermath of World War II, and particularly
in the establishment of the United Nations.

English is the current lingua franca as it is the language used for international business,
science, technology, diplomacy, entertainment, amongst others. Research suggests that more
than 80% of interactions at global level occur in English among speakers whose mother tongue
is not English (Weil & Polish, 2011 quoted in Mexicanos Primero, 2015). Research also suggests
that people, no matter what their nationality, believe it is important to learn English. Many see
English as the language of self-improvement, as people around the globe have acknowledged
the advantages it brings in a globalised world.

But how influential is English compared to other second languages non-native English speakers
could decide to learn? Is the perception that English is a lingua franca mere intuition, or is there
evidence supporting this claim? To answer these questions, Chan's (2016) language power index
methodology is useful as it ranks more than 120 languages according to several dimensions,
ranging from ease of travelling abroad and participating in the global economy to opportunities to
consume knowledge and media in other languages and to engage in diplomatic affairs.!

1. The Power Language Index is based on analytical categories with direct connection to the “doors” or opportunities
each language opens. Chan’s (2016) methodology ranks languages based on five types of benefits: a) geography
or the ability to travel; b) economy or the ability to participate in the global economy; ¢) communication or the
ability to engage in international dialogue; d) knowledge and media or the ability to consume these resources; e)
diplomacy or the ability to engage in international relations.
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Since Chan’s Power Language Index ranges from zero (least powerful language) to one (most
powerful language), English’s status is solid as it scores closest to one (see Table 1). English’s
power surpasses that of Mandarin, a language with more native speakers (960 million), and even
French, a prestigious language in the international arena with 80 million speakers. Though we
may challenge Chan’s methodology or question how likely it is that this language snapshot will
remain accurate in the coming years, there is one recent change suggesting English will deepen
its role as a global lingua franca.

Table 1. Power Language Index Ranking (top 10)

English 0.889 446
Mandarin 0.411 960
French 0.337 80
Spanish 0.329 470
Arabic 0.273 295
Russian 0.244 150
German 0.191 93
Japanese 0.133 125
Portuguese 0.119 215
Hindi 0.117 310

Source: Table adapted from Chan (2016, p. 2)

In the eighties, English began a process of expansion to new territories and social groups,
something that contrasted with its previous confinement to cultural, political, and economic elites
(Northrup, 2013). This expansion has been gradual and continuous, as more and more schools
have incorporated English as the first foreign language in their curricula, both at primary and
secondary levels and between 1900 and 2005 (Cha and Ham, 2011, p. 192). As this expansion
is including new socioeconomic groups, particularly from less privileged backgrounds, ESL is
creating a new vital constituency that will most likely accelerate its current pace of growth in the
next years.

13
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English as First Foreign Language in the School Curriculum
by Country and Level (Cha & Ham, 2011, p.192)

PERCENTAGE OF COUNTRIES

1900-1919 1920-1944 1945-1969 1970-1989 1990-2015
PERIOD

ESL in Latin America: the Potential for Economic Growth and Social Mobility
What are the reasons Latin American governments and citizens of these countries should care
about the expansion of English as a global lingua franca? If the expansion of English in the
coming years keeps displacing important language rivals of rising and consolidated economic
powers, like China and Germany, as well as prestigious countries like France, does it make sense
to keep investing in English Language Teaching (ELT)? What are the benefits of pursuing a long-
term and strategic approach to ELT and ESL? Does the expansion of ESL in Latin America hold
the promise of boosting economic growth and reducing income inequality?

The relationship between education and economic growth is one that traces back to the Nobel
prize winner Gary Becker's (1975) idea that education is a central component in the formation of
human capital. Apart from indicating that human capital also depends on training and health, one
of this economist’'s main contributions was to analytically separate skilled from unskilled labour to
pinpoint the advantages workers’ knowledge represent as marketable skills. Can we expect that
the expansion of ESL in Latin America will boost economic growth and reduce income inequality
through the benefits English carries as a foreign language in a global economy?

These questions delve into the research agenda of “language economics’, that is, a paradigm
of mainstream theoretical economics that uses concepts and tools of economics to analyse

14
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relationships featuring linguistic variables and their impact on economic variables (Grin &
Vaillancourt, 2012: 1; Grin, 2014). At macro level, research has shown a correlation between
the English skills of a population and the economic performance of the country (Grin, 2014;
Mccormick, 2013). The interaction between English proficiency and gross national income per
capita is a virtuous cycle, where improving English skills drive up salaries, which raises investment
in language training and improves opportunities in general. Moreover, Ging Lee (2015) found out
that countries with a higher level of English proficiency are likely to grow faster. The empirical
results provide evidence of positive correlation between initial English proficiency and economic
growth for countries in Asia and Europe.

In addition, since economic competitiveness hinges on the ability to attract and retain
investment and talent and overcoming linguistic frontiers, lowering transaction fees, and providing
better information traffic through communication channels (IMCO, 2015, p. 9), ESL plays an
important role in boosting economic growth and driving national and international development
(British Council, 2013). As countries whose labour forces are more proficient in ESL become more
attractive candidates for foreign direct investment, this investment provides additional sources of
economic growth as the arrival of new companies or multinational enterprises creates new jobs
(British Council, 2013).

At an individual/micro level, English proficiency has proven to bring better opportunities.
For people in emerging economies such as China, Russia, Brazil, and Mexico, where English
is not the official language, good English has proven to be a critical tool, which helps tap into
new opportunities for business and academic development. Since people with more advanced
language skills command higher wages, proficiency in foreign languages like English has
been consistently linked with higher incomes, including amongst migrants in countries like
the United States and Canada (Grin, 1994; Grin, 2014). Recent research also suggests higher
ESL proficiency levels in developing countries are associated with higher incomes (Casale &
Posel, 2011; Azam, Chin & Prakash, 2010; Di Paolo & Tansel, 2013). For example, as part of Latin
America’s current efforts to increase the quality of ELT, Mexico's government announced last
year it would offer higher salaries to attract ESL teachers to train its new pool of teachers for state
schools (Expansion, 2017). While higher income does not necessarily imply economic growth will
follow naturally, mastering a second foreign language certainly increases the attractiveness of a
potential candidate in the labour market.

Moreover, academic programmes and courses that are internationally competitive are taught
in English. As Table 2 shows, all but one among the top 20 institutions in the 2016-2017 Times
Higher Education World University rankings are in an English-speaking country. Since these
institutions are concentrated in the United Kingdom and in the United States, ESL proves itself to
be the best mechanism to form part of the academic global elite. In fact, having a qualification
from a university in an English-speaking country tends to have more value in the labour market.
That is not only a result of the quality of such universities but the general perception that having
studied in English proves the individual’s proficiency in the language.
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Table 2. University Rankings by Country and

International Students (Top 20)

University of Oxford

California Institute of Technology

Stanford University

University of Cambridge

Massachusetts Institute of Technology

Harvard University

Princeton University

Imperial College London

ETH Zurich-Swiss Federal Institute of
Technology Zurich

University of California, Berkeley

University of Chicago

Yale University

University of Pennsylvania

University of California, Los Angeles

University College London

Columbia University

Johns Hopkins University

Duke University

Cornell University

Northwestern University

Source: Times Higher Education (2017)
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United Kingdom

United States

United States

United Kingdom

United States

United States

United States

United Kingdom

Switzerland

United States

United States

United States

United States

United States

United Kingdom

United States

United States

United States

United States

United States
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In addition, as researchers from non-English speaking countries publish their research findings
in English when they want to reach a global audience, accessing information and scientific
findings will be easier for those mastering ESL as most of the materials and publications featured
in all fields of knowledge involve English. (Crystal, 2003; Grabe, 1988). This implies that ESL is
one investment students, families, and nations may want to make as it increases the likelihood of
gaining access to higher educational institutions whose faculties rank, according to this list, high
on productivity and citation records (Times Higher Education, 2017).

While the prospects of economic growth associated with ESL depend on other policies in
place, it is also important to establish the mechanisms through which ESL could mitigate or
exacerbate social inequality. If it is evenly distributed in a society, English can be seen as a social
equaliser since there is a correlation between English proficiency and human development.
In particular, the Human Development Index, a study published in 2013 by the United Nations
quoted in Mccormick (2013), measuring education, life expectancy, literacy, and standards of
living, shows that in developing countries, English proficiency can increase the earning power
of individuals by around 25%. That improvement is also associated with access to better
health services as well as better education. Yet if we conceive ESL as a form of cultural capital
(Bourdieu, 1986), that is, a symbolic resource students from privileged backgrounds may acquire
through private schooling or similar mechanisms, then ESL might perpetuate social inequalities.
On the contrary, if the benefits of high quality English language teaching (ELT) are available for
any student, regardless of his social class or socioeconomic background, then ELT might foster
upward mobility.

ESL has the potential to contribute to the downward trend of socioeconomic inequality in
Latin America if governments ensure high quality ELT reaches every corner in their countries.
Since Latin America has shown a consistent reduction in income inequality (Lustig, 2015), then
ELT can contribute to continuing this trend. In fact, if we look at a sample of Latin American
countries for which recent information is available, Gini Index coefficients, a common measure
of income inequality, have declined in the last decade (see Table 3). Although there is still a long
road to reaching perfect equality (Gini coefficient=0), ESL can contribute to moving away from
perfect inequality (Gini coefficient=100).

Hence, the relevance of English is clear. There is great deal of responsibility on national
governments as the education systems should provide their students with the opportunity not
only to learn the language, but to learn through the language. In other words, education systems
should provide students with quality English teaching that enables them to communicate both
written and orally. Furthermore, the learning should be meaningful in such a way that students are
not only able to communicate but to learn, think, analyse, and create knowledge using English.

17
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Table 3. Trends in Income Inequality in

Latin American Countries: 2008-2011

Argentina 459 431 Decline
Bolivia 51.5 43.6 Decline
Brazil 54.2 527 Decline
Chile 51.9 50.8 Decline
Colombia 55.5 535 Decline
Costa Rica 48.4 49.7 Increase
Dominican Republic 49.0 47.4 Decline
Ecuador 50.2 45.8 Decline
El Salvador 46.5 45.5 Decline
Honduras 55.6 57.2 Increase
Mexico 50.2 47.5 Decline
Paraguay 52.1 543 Increase
Peru 48.0 45.7 Decline
Uruguay 46.3 43.4 Decline
Venezuela 40.3 388 Decline

Source: World Bank (2017). The dataset refers to the Socio-Economic Database for Latin Ameri-
ca: a coefficient of 100 equals perfect inequality and O perfect equality.

18
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ESL in Latin America: An Overview of the Challenges

Despite the accepted relevance of ESL, the Latin American region has a particularity that makes
PPESL more challenging. Most countries have Spanish, or Portuguese in the case of Brazil, as
the official language but there are many other indigenous languages that are spoken. Historically
governments have struggled with two main challenges: firstly, to provide indigenous communities
education services that integrate them into society (by teaching in the official language); and
secondly, to respect and preserve their identity by providing a curriculum adapted to their
mother tongue and their ethnic customs.

Additionally, Latin American countries have been extremely nationalist due to their colonial
history that led to strong independence movements. Hence for many governments to include
English in their curriculum has led to political criticisms and demographic challenges. Due to
the population diversity and political contexts, Latin American countries are extremely unequal.
This inequality has translated into very different levels of access and education opportunities to
citizens. Therefore, educational policies have traditionally focused mainly on reaching all groups
to provide access to education and to ensure that children stay in school as much as possible.
As a result, the teaching of foreign languages in Latin America in the state system has been
neglected and became a privilege that only elites could afford privately.

Nowadays however, Latin American countries have to interact in a globalised world, where
there is more interdependence and where the only way to survive is to interact with others.
English is the tool and key for survival, therefore Latin American countries are acknowledging the
importance of generating public policies that support the development of multilingualism and
intercultural societies (Starkey, 2010). The preservation of the status quo and monolingualism,
now have new political implications as communities and parents are more aware of the need
as well as the benefits of providing ESL in state schools. Ergo, governments are now petitioned
openly to provide English in their state education systems.

Yet challenges related to the provision of high quality ESL in state schools vary considerably.
Although the English Proficiency Indexes (EPI) Education First (2017) published last year are far
from being an exact assessment of the magnitude of the challenges, if we accept their results at
face value we will find out that English proficiency in Latin America is generally low, even though
there are considerable variations within the region (see Figure 1).
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Figure 1. Education First English Proficiency Indexes (2017, p. 26)
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As Figure 1 shows, none of the Latin American countries Education First surveyed attained
high or very high proficiency levels. Even Argentina, which ranks top in Latin America (1/15) and
has a moderate proficiency level, is not in the top 20 global ranking (25/80). Yet, while Argentina,
the Dominican Republic and Costa Rica are not part of this global top tier, their situation is better
compared to the rest of Latin America.

But how accurate is this preliminary assessment stating most Latin American countries
perform low or very low? One of the limitations of the Education First index is that its sampling
design is biased toward respondents interested in pursuing language studies who take voluntarily,
free and low stakes online tests. EPI should be taken with caveats as they more likely portray an
inaccurate assessment of the real situation of ELL in Latin America. On the one hand, since EPI
are based on the results of people who pursue language studies, then they might reflect a more
favourable situation than is truly the case. This is because these individuals are probably more
likely to enjoy, have mastered or at least be interested in foreign languages. In other words, since
people who have no interest in foreign languages or who are unable to access the Internet are
less likely to be part of the sample, real proficiency levels might be lower than those based on
highly motivated individuals that take the voluntary test. On the other hand, as EPI scores depend
on low stakes online tests, the situation in Latin America might be better than portrayed by the
EPI as test takers probably answer the examination with less attention or care compared to those
for whom examinations bear significant academic or professional consequences. Thus, Latin
America’s situation is a conundrum that demands a critical examination. If we contrast English
First proficiency level bands with the Common European Framework of Reference for Languages
(CEFR), the panorama is less rosy. The CEFR provides a guideline for the assessment of any
language spoken in Europe based on six levels in ascending order of language mastery: for basic
users, A1 (breakthrough or beginner) and A2 (waystage or elementary); for independent users,
B1 (threshold or intermediate) and B2 (vantage or upper intermediate); and for proficient users
C1 (effective operational proficiency or advanced) and C2 (mastery or proficiency) (Council of
Europe, 2001; Cronquist and Fizbein, 2017).

In fact, if we contrast English First proficiency level bands with the Common European
Framework of Reference for Languages (CEFR), the panorama is less rosy. The CEFR provides a
guideline for the assessment of any language spoken in Europe based on six levels in ascending
order of language mastery: for basic users, A1 (breakthrough or beginner) and A2 (waystage or
elementary); for independent users, B1 (threshold or intermediate) and B2 (vantage or upper
intermediate); and for proficient users C1 (effective operational proficiency or advanced) and
C2 (mastery or proficiency) (Council of Europe, 2001; Cronquist and Fizbein, 2017). Since EF's
high, moderate, and low performance bands all correspond to a B1 level in the CEFR scale,
then Argentina, Costa Rica and the Dominican Republic are at the threshold for independent
users, just as the rest of Latin America is. Venezuela and El Salvador are exceptions as their EF
Proficiency Level Band corresponds to an A2 in the CEFR scale or a waystage for basic users.
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Table 4. English Proficiency Levels in Latin America

Argentina B1 Moderate 56.5 25/80 1/15
gg;:jg:icca” B1 Moderate 563 26/80 215
Costa Rica B1 Moderate 53.1 35/80 3/15
Brazil B1 Low 51.9 41/80 4/15
Uruguay B1 Low 51.7 43/80 5/15
Mexico B1 Low 51.6 44/80 6/15
Chile B1 Low 51.5 45/80 7/15
Cuba B1 Low 50.8 48/80 8/15
Panama B1 Low 50.7 49/80 9/15
Peru B1 Low 50.5 50/80 10/15
Colombia B1 Low 50.0 51/80 1/15
Guatemala B1 Low 49.5 54/80 12/15
Ecuador B1 Low 49.4 55/80 13/15
Venezuela A2 Very low 45.7 68/80 14/15
El Salvador A2 Very low 45.7 69/80 15/15

Source: Table adapted from Education First (2017). The EF Proficiency Level Bands equivalencies
in the CEFR are provided in the Education First Report (p. 41).

Another set of challenges associated with the provision of high quality ESL in Latin America
consists of developing policies suitable for the learning policy environment of a country. The recent
study by Kathryn Cronquist and Ariel Fizbein (2017), English Language Learning in Latin America,
which analyses Argentina, Brazil, Chile, Colombia, Costa Rica, Ecuador, Mexico, Uruguay, and Peru,
is a useful starting point to reflect on the mechanisms regulating ELT in Latin America. The learning
policy environment classifies countries’ ELT institutional framework across four dimensions: legal
foundations, standards for learning, student achievement, and teachers’ qualifications.
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The legal foundations supporting ELT are critical as they signal the importance a country attaches
to foreign languages and the obligation government authorities have in terms of providing the
necessary resources for the provision of ESL. While in some countries English is mandatory across
compulsory education, in others it is not compulsory but encouraged through other mechanisms.
The authors find that English is mandatory by law throughout all compulsory education levels in
Chile, Costa Rica, Ecuador, Mexico, and Panama. In Brazil it is mandatory only from secondary level.
In Argentina, Colombia, Peru, and Uruguay, English education is encouraged through the curriculum.

The second dimension of the learning policy framework identifies which countries have
standards for ESL learning. In other words, it classifies countries on whether there is an explicit
effort to formally establish what students should know or be able to do regarding ESL. According
to Cronquist and Fizbein (2017), most Latin American countries have national standards and
objectives specific to ELL, except Argentina and Brazil, whose objectives are broader as they
relate to foreign languages in general. The authors also find that although most countries have
curriculums or programmes of study that establish the sequence in which ESL content must be
taught, this does not occur in Ecuador, Peru, and Uruguay.

The student achievement dimension identifies if countries have set proficiency goals and
whether there are standards of measurement to assess if these have been met. As the authors
argue, while standards describe what students should know or be able to do, measurements
allow us to evaluate whether these have been met or if they have been accomplished (Cronquist
and Fizbein, 2017, p. 32). The degree of variation in this matter is wide: while Argentina, Brazil,
and Panama have no standards of measurement for ELL, Costa Rica and Uruguay set very high
expectations as their graduating secondary students must attain a B2 level.

Though setting high academic expectations is important, this is not equivalent to having
examination systems or resorting to national or international assessment to determine whether
expectations match reality. The authors find that few countries have national or international exams
to measure and evaluate proficiency. Exceptions include Costa Rica and Uruguay, countries that
apply international assessments, such as the TOEIC-Bridge exam, the Cambridge English Key
Exam, and the Cambridge English Preliminary Exam to samples of students at different educational
levels. In contrast, there are countries where exams are not applied or where they are applied
only to those who volunteer, such as Brazil and Mexico, where exams are optional. The lack of
representative samples of students’ performance is a serious limitation to assess where a country
stands as optional exams most likely present a biased reality that may hide a more serious situation.

The fourth dimension the authors propose examines the qualifications and requirements
governments establish to regulate who can become an English teacher. In Argentina, Chile,
Colombia, Ecuador, Peru, and Uruguay, national standards for English teacher education that apply

2. Readers should be aware of the different use of the term public schools in Latin America and in British English.
While in Latin America escuelas publicas are schools funded by the government, in British English, the term “public
school” actually refers to a private school. Schools funded by the government which are free to attend are called
state schools.
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to all teachers’ programmes are the norm. Although Costa Rica and Panama have no national
standards, their government works in tandem with national universities to develop teachers’ profiles
that determine who can aspire to become an English teacher. In contrast, national standards for
English teacher education programmes do not exist in countries like Brazil and Mexico.

The fourth dimension the authors analyse also enables us to grasp whether countries apply
proficiency assessments and evaluations to teachers. Most countries perform poorly in this
dimension as teacher evaluations are the exception. Nevertheless, the authors identify Chile,
Mexico, and Ecuador as cases where some institutional mechanisms are in place. Chile’s Examen
Inicial de Conocimientos y Habilidades Docentes is a premier example as this national exam
assesses four components of ELT: listening, reading, language analysis, and teaching ESL. Mexico
follows another approach by requiring teachers to certify their competence in ESL through
several international assessments aligned to the CEFR. A cautionary note is in place as the
authors mention that there is no systematic effort to ensure all English teachers comply with this
requisite as enforcement is not systematic.

This brief panorama suggests policymakers in Latin American face similar challenges related
to the need to improve ELT to ensure their population, especially their students, can develop
the abilities to reach high levels of English proficiency. Though this common challenge certainly
connects Latin America, the range of policy options vary widely as those aiming to design
policies to address these challenges must work in different institutional environments. These
variations not only stem from the characteristics of a country, such as the degree of urban and
rural population or if there are minorities or groups of people who speak other languages, but
also in terms of the policy learning framework in which diverse stakeholders must push the
agenda of transformation in ELT and ELL.

Systemic Change and Innovation in Latin America: The Voice of Policymakers
The book is organised in sections that comprise both articles discussing the role of ESL in the world
and in Latin America as well as case studies focusing on innovations aiming to produce systemic
change in ELT. The purpose of the section “In Search of Systemic Change: How to Enhance the
Quality of English Learning and Teaching in Latin America’s State Schools” is to provide readers
with policy tools and to discuss some of the paradoxes and challenges associated with systemic
change. In turn, the “English Teaching Quality Challenges” section shows some obstacles
policymakers face regarding the provision of high quality ELT for historically marginalised groups.
The section “From Challenges to Innovative Solutions: What Can We Learn?” showcases certain
innovations with the potential of addressing significant challenges related to ELL that could find
resonance with other latitudes. The “Innovative Solutions Leading to Sustained and Systemic
Change” section highlights the cases of countries that have produced systemic change and
continue to do so to show some common characteristics that underlie their education and
political systems. Finally, the section “Working Towards Public Policies for English as a Second
Language in the Latin American Region” provides general conclusions and recommendations

24



@@ BRITISH
@@ COUNCIL

by analysing whether the cases presented can be considered public policies and whether they
contribute to systemic change.

The first section about how to produce systemic change in Latin America’s state schools
includes three contributions. Michael Carrier's article is critical to provoke thinking about how
governments should tackle the challenges associated with the provision of high quality ELL from
a standpoint that champions a long-term strategic approach. As Carrier shows, this involves
working with a strategic framework articulated by a sharp vision and a baseline analysis that
enables policymakers to plan strategically. Since Carrier concentrates on state schools, his policy
menu options guarantee that, when combined, systemic change will be possible as these schools
are publicly funded and attended by most of a country’s population?.

The next article, by John Knagg, offers key policy recommendations to promote systemic
change through educational reforms. One of his recommendations states that policymakers that
fail to launch reform efforts without considering in tandem the critical elements of the educational
system (teachers, curriculum, learner assessment, and quality assurance), will most likely see
their reform attempts fail to produce systemic change. Similarly, reforms that do not involve all
stakeholders are bound to fail, as lack of commitment or opposition from one group can hinder
improvement efforts. Knagg also argues pilot programmes are useful tools policymakers can
use to test whether new ways of working might produce systemic change and that high-level
policymakers should allow wide margins of authority over decision making to professionals and
managers who are in direct context with the places of education.

In turn, Cristina Banfi's analysis of the changes in teachers” and students’ profiles in the last
70 years is fundamental to start thinking about certain challenges and paradoxes related to
English teachers’ training and development. Banfi argues that it is paradoxical that we often tend
to think of teachers and their skills as crucial when it comes to innovation and its relationship
with successful planning, implementation and evaluation, when teacher development is highly
unsystematic and lacks sufficient coverage. Banfi also raises an important warning for those
aiming at producing systemic change. As she argues, when we think about curricular reform,
reforms rarely impact beyond mere formalities because, when implemented, fear to modify or
eliminate content often ends in adding more topics to an already overcrowded curriculum. This
piecemeal approach not only fails to produce systemic change, but results in long and dense
courses that complicate teachers’ tasks in recreating the learning environments students need
to develop twenty-first century skills.

The section entitled “English Teaching Quality Challenges” includes case studies from Argentina
and Venezuela that reflect on the obstacles policymakers are currently facing in relation to the
inclusion of previously marginalised groups in ESL. Although the first two articles of this section
concentrate on Argentina, they offer contrasting and complimentary glimpses as one focuses on
rural areas and another on the most populated province of this South American country. Hugo
Labate’s article focuses on a policy proposal aimed at improving the quality of ELT in rural contexts
through a combination of technology, remote teachers and local facilitators in which resorting to
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successful policies, such as Uruguay’s Plan CEIBAL en Inglés, is not feasible because of costs and
broadband and connectivity issues. In turn, Laura Roldan discusses a teacher training proposal
for the Greater Province of Buenos Aires that shows the challenges associated with working in a
learning policy environment in which there is a national body regulating teacher training for the
whole country, but in which provinces play a prominent role in implementation.

The last two articles address the Venezuelan case, a country which the authors argue has
gone through profound systemic changes as a mechanism to address significant challenges
associated with the provision of high quality ELT. Rosa Lopez, Mark Gregson, Silvia Medina, and
Franklin Esteves provide a general overview of the most important policies in the education field
that Venezuela launched recently to address this situation. They comprise changes ranging from
the provision of free English textbooks for secondary students (My Victory) to efforts targeted at
increasing the number of hours English is taught in Venezuela's state schools. This contribution
and the next article by Silvia Medina, Jhoanna Ruiz, Rosa Lopez, Mark Gregson, Franklin Esteves,
and Lenin Romero focus on some of Venezuela’'s most important challenges regarding teacher
training at the undergraduate and graduate level. The article gives voice to the teachers that
participated in a national programme to improve ELT in state elementary schools.

The next section presents case studies describing innovations designed to creatively
respond to significant challenges related to ELL in Brazil, Venezuela, and Cuba. The first article by
Ivan Siqueira shows English curricular reform is something that is undergoing constant change.
Although Cronquist and Fizbein (2017) classified Brazil as a country with no national standards
and objectives specific to ELL, Siqueira shows this is now not the case as Brazil just recently
finished, in December 2017, its National Curricular Guidelines for Basic Education for lower
secondary. These guidelines, making English a mandatory foreign language for lower secondary
(11 to 14-year-old students), are expected to be finished for upper secondary in 2018 as their
implementation will start in 2019. Siqueira’s article is important as it shows the importance of
setting common guidelines in a country which had no strategic national plan and where economic
inequalities among provinces resulted in unequal ELT quality.

The contribution of Esteves, Blanco, Lopez, Gregson, and Medina reinforces the systemic
approach previous authors analysing Venezuela's case are taking to ensure education plays
a more prominent role in the promotion of social justice through the inclusion of previously
marginalised social groups highlighting some of the most innovative solutions they have devised
for that purpose. The authors show how Venezuela's government is implementing a well-rounded
approach to improve the quality of ELT as part of this broader agenda for education. Apart from
delving deeper in the role My Victory English textbooks are playing in promoting social inclusion
among students from state schools, the authors describe the important roles of their “mission
systems”, which echo the misiones culturales José Vasconcelos launched in the early 20th
century to ensure the educational system could reach every corner of Mexico. Nevertheless, the
Venezuelan approach reveals the impact of the 215t century as it combines novel elements, such
as the provision of laptops and tablets with English content.
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Turning back to Brazil, Virgilio Almeida discusses the origins and expansion of a programme
called English without Borders. Although this programme started as a complement of another
programme called Science without Borders, a plan Brazil's government launched in 2011 to
strengthen its labour force by sending over 100,000 students abroad, English without Borders
has survived despite the demise of Science without Borders. One of the most important
innovations Almeida discusses is the establishment of sandwich scholarships. Rather than
full scholarships to study abroad, such as those Science without Borders originally aimed for,
this scholarship modality benefits mostly undergraduate students who start their education in
Brazil, then complete up to one year abroad, and later return to Brazil. This policy has been so
successful that this programme, that initially started with the support of ten federal universities,
now includes state and municipal universities and current talks signal that private universities
might follow soon. This programme seems promising as an alternative for other Latin American
countries as students not only benefit from improving their language skills after studying one
year abroad, but their aspirations to continue pursuing graduate education abroad may solidify
at least partially in the direction Science without Borders originally intended.

The article by Ivonne de la Caridad Collada, Pedro Castro and Santiago Rivera analyses some
of Cuba’s most recent teacher development strategies oriented towards ensuring the proper
implementation and adaptation of the Common European Framework of Reference alongside
a major update effort to improve teachers’ teaching skills. Collada, Castro and Rivera argue that
the creation of a network with representatives of all Cuban universities who receive training from
high level experts on this matter is a major innovation in this country. Since this network offers the
possibility for newly trained representatives to cascade their knowledge and skills at their respective
institutions, there are great hopes this “community of practice”, as they label it, will widen participation
and disseminate expertise for the whole Cuban system. Though this model may prove unsuitable for
large or more populated countries, other Latin American countries, particularly in the Caribbean, may
find imaginative ways to foster teacher development if they take Cuba’s case as a role model.

The articles in the “Innovative Solutions Leading to Sustained and Systemic Change” section
highlight the importance of devising ELT and ELL policies as part of broader national education
goals and policies in which long-term visions and sustained efforts over several administrations
are essential to ensure innovative practices translate into systemic changes. In her analysis of
the English Opens Doors Programme, Karina Pifia shows that Chile’s most recent administrations,
since 2003, view in ESL a necessary component for the effective exercise of civil rights in the
21 century. More than a government’s vision, Chile reflects a state vision about the role ESL
plays in modern societies who view in the expansion of this lingua franca an additional avenue to
democratisation through the inclusion of groups that are currently excluded from opportunities
to develop high levels of English proficiency.

Claudia Brovetto’s article on Ceibal en Inglés highlights the importance technology can play
in fostering systemic changes in the state education system by both altering pedagogical styles
and reaching areas where proficient English teachers are in shortage. Since Ceibal en Inglés
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is part of a broader programme Uruguay launched in 2007 to support educational policy with
technology; innovation has found fertile ground for ELT as, at the primary school level, new
modalities of teaching English have emerged. These range from remote teaching, where children
meet their teachers every week through videoconferences, to collaborative teaching, where
a remote instructor who is an expert in ELT joins efforts with a classroom teacher who guides
children’s learning. The blend of face-to-face and remote teaching shows that in a context where
technology and resources can reach any student in the state system, opportunities to transform
educational paradigms can flourish.

In the last article, the editors reflect on the characteristics that ESL strategies should have
in order to be considered public policy. The idea is discussed that having a public policy for ELT
does not automatically promote systemic changes is as it requires sustainability, public scope,
equality in access to ELT provision in all sectors and monitoring of processes to value progress.
We hope readers will find all the articles useful to reflect on how high-quality ELT in state schools
in Latin America can contribute to boost economic growth, reduce income inequality and provide
new avenues for global citizenship for children and young students in Latin America’s schools.
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In Search of Systemic Change: How
to Enhance the Quality of English
Learning and Teaching in Latin
America’s State Schools

2.1 Improving English Language Proficiency in State Schools:
Policy and Systemic Implementation

Michael Carrier
Highdale Consulting

Abstract

The purpose of this article is to show how English language teaching in state school
systems can be systematically upgraded to produce higher level language proficiency
in students graduating from secondary and tertiary education. It demonstrates
approaches to systemic transformation and key success indicators for quality
English language teaching, outlining the policy changes that can lead to a more
successful English language programme. It looks at best practice in baseline analysis,
curriculum design, materials development, teacher training, assessment strategy,
and digital transformation and integration. It also identifies what works in terms of
policy interventions to ensure the issue of quality in language teaching is addressed
systemically and systematically, taking a long-term strategic approach rather than
being derailed by short-term interventions. This includes analysing the role of teacher
capacity building, identifying the framework of competences and skills that teachers
need for high performance, including language proficiency, theoretical understanding,
and methodological skills. The article highlights innovative solutions which can improve
the quality of English language teaching, specifically in the area of digital learning. In
conclusion, this article summarises the best strategic approaches that governments can
take to English language teaching, ensuring that change is systemic and sustainable.

Keywords: English language teaching, state schools, quality of English language
teaching.
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This article looks at the current state of English language education in Latin America and
addresses the key factors that appear to be holding back student success. Despite major
investment in training and system development, many students are not leaving secondary school
with the high language proficiency outcomes that societies need and expect, and the article
unpacks the potential causes and solutions for this.

Context and Impacts of English
It is important to place any discussion of English language education in the global context of the
need and purpose of English language education.

For good or ill, English is now the global lingua franca and there is no sign that this is likely to
change dramatically in the next decade or three. The impact of this status of English on young
people globally is similar in most contexts. Young people want better access to high-quality
education, to a wider range of job opportunities and to social mobility within their own country or
across borders. Having skills in English to a significant level of proficiency helps young people to
achieve these goals. English clearly changes lives and opens doors to new opportunities. (British
Council, 2012, pp8-9).

Parents similarly want their children to have wider opportunities in the world. Employers need
multilingual and globally-oriented workers. Societies need multilingual and multicultural citizens to
deal with the challenges of a globalised world, who can compete internationally and gain access
to the world’'s knowledge, employment and business opportunities. In addition, governments
want increased competitiveness for the industries and entrepreneurs in their societies, which will
enhance prosperity for all.

Studies conducted by Euromonitor on behalf of the British Council (Euromonitor, 2010) demonstrate
quite clearly the economic advantages to young people of developing their English language
proficiency. Intermediate to advanced proficiency can lead to lifetime salary levels being 25% to 40%
higher, according to the detailed research in over a dozen countries in the emerging economy sector.

Research carried out by TIRF, The International Research Foundation, (Fitzpatrick & O'Dowd, 2012),
demonstrated clearly the concerns of employers who need to take English language proficiency
more and more into account when looking for new employees for different levels of their operation.

Challenges and Bottlenecks
In most countries there is a body of language policies which set objectives and targets for the
teaching of English in the state-funded education system.

Many countries recognise that the ideal target to aim for, in terms of English proficiency
outcomes of state education, would be for secondary school students to graduate at the age
of 18 with a minimum of B1 on the CEFR scale, and for tertiary level students to graduate from
university with at least a B2 level of proficiency on the CEFR scale.

31



@@ BRITISH
@@ COUNCIL

Similarly, most initial teacher training programmes at university level set entry and exit targets,
although many are only assumptions (as they are not rigorously tested) and often only tacitly
expressed. The targets tend to suggest that teachers should enter training with at least a B2
level, and exit training in order to teach in schools with a C1 level of English language proficiency
or higher (cf. Freeman et al 2015).

It is clear to anybody who has worked with teachers, learners and policymakers around the
world, that it is rare for any of these targets to be met by a significant proportion of teachers or
learners. This is also backed up by Cronquist et al. (2017) and The European Survey on Language
Competences which can be found at http://www.surveylang.org/.

Although there is a lack of clear and consistent research evidence to demonstrate more
precisely the levels of language proficiency in learners and teachers globally, there have been a
number of studies by the British Council, by Cambridge English, and by EF in their annual English
Proficiency Index (EPI). It is beyond the scope of this article to detail this research, but suffice it to
say that most of the baseline studies and assessments carried out seem to indicate a similar trend.

It seems to be indisputable that students in many countries are leaving school and university
with much lower levels of language proficiency than they need, and teachers are entering teacher
training and later teaching positions with much lower language proficiency levels than they require
to inspire and teach effectively. (Cronquist et al, 2017, pp.59-60).

The challenges faced by policymakers go further than the core challenge of low levels of
language proficiency in both learners and teachers.

Firstly, the impact of these language proficiency levels is that students leaving school are
unprepared for undergraduate study that might include, increasingly, some study delivered in
English or extensive reading in their specialisation which can only be accessed through English
language sources.

Graduates from university are unprepared for postgraduate study, which in most specialisations
will almost certainly require detailed study of English language sources of research.

Further, graduates leaving postgraduate study are unprepared for many of the high-level jobs
in international companies and ordanisations which will almost definitely require high levels of
spoken English proficiency, both in teamwork in the office and in international representation and
conferences, and which they will find to be a personal challenge.

Secondly, the language proficiency of teachers has an impact beyond difficulties in the
classroom. Teachers who are lacking in confidence in their spoken proficiency tend to adopt a
different, more traditional, kind of methodology, which perpetuates the lack of spoken proficiency
in their learners. Teachers who are lacking in confidence and aware of their deficiencies in
speaking will be demotivated and often find newer methods and materials to be difficult and
overwhelming. Teacher unions in some countries are resistant to the assessment of teachers,
thus creating employment conflicts as it becomes harder to target investment in further training.
(Cronquist et al, 2017, p.40).
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In addition, lecturers and professors whose specialisation is not language education are
becoming expected to deliver their teaching in English, and are suffering further levels of
demotivation and frustration. (Simpson, 2017, pp.8-9).

It is the role of policymakers to look ahead strategically to find new solutions to these core
challenges.

Apart from language proficiency, there are other areas of challenge in English language
education. The logistics of school and classroom design, and the choices made in curriculum
and assessment design, can also add to the challenge.

Class size has an impact. High levels of spoken language proficiency are less likely to be
developed by learners when secondary school classes can reach 45 or 50 or more students per
class (see Kamhi-Stein et al, 2017: Bahanshal, 2013, and others).

Class hours have an impact. It is extremely difficult to develop high levels of spoken language
proficiency at secondary school, between the ages of 11 and 18, if learners only have two to
three lessons per week of English. This kind of ‘drip feed' teaching is too diluted. If the school year
consists effectively of around 35 weeks of instruction, with three 45-minute lessons per week, this
provides only 78 hours of instruction per year. This is equivalent to only three weeks in an intensive
language school. It is simply not enough time to develop the understanding, the vocabulary, the
system knowledge and the spoken proficiency that is required to reach policymakers’ targets and
goals, and this can also lead to unequal access to EFL instruction (Kamhi-Stein et al, 2017).

Lack of exposure to English outside the school environment is an additional challenge. Students
who never see or hear English, except in the classroom, will make slower progress and may well be
demotivated and feel English is not relevant to them. (Benson, 2011 p7; Duff, 1990). Policymakers
can improve the situation dramatically by working in collaboration with media and civil society. For
example, many countries have seen an improvement in English language proficiency when they have
been able to discourage or even prohibit the use of dubbing in English-speaking films or television
shows, encouraging people to listen to English while reading subtitles in their own language - thus
increasing exposure to the language.

Lack of suitable assessment instruments is a further challenge. If government policy
mandates that students leaving secondary school at the age of 18 take a national examination
to demonstrate their levels of English, then teachers will focus on the methods, materials and
strategies that encourage success in that examination.

But if that national examination focuses mainly or even solely on reading and writing and
multiple-choice questions, without a significant spoken English proficiency assessment, then
it is very likely that teachers will deemphasise their focus on spoken language development
because it is not assessed by the instrument that measures success. This washback effect can
seriously impede the development of spoken language proficiency and undermine the targets
the assessment is supposed to measure.

Perhaps the largest challenge is one of teacher performance in the classroom. Most teachers
are dedicated and work very hard to help their students reach high levels of English. Many
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teachers, however, are hampered in this aspiration by their own low levels of language proficiency.
Many teachers are restricted by their lack of confidence and familiarity in modern techniques of
communicative teaching, which emphasise spoken production rather than reading and writing
activities. Some teachers receive little practical training at all in communicative methodology
- beyond an academic overview of theories of language acquisition. Some teachers are given
detailed training in English literature under the mistaken assumption that a love for and knowledge
of literature has some impact on the teaching of English as a language. Some teachers receive
highly theoretical training in linguistics, where they study Chomsky in their native language and
feel that this somehow prepares them for being English teachers, when even Chomsky himself
disagrees with this approach (Chomsky, 1971).

Finally, policymakers must work in a political context. Ministries of education are subject to
political decisions and direction setting, and politicians with the highest of intentions can only be
supportive and effective while they are in office. Thus, many politicians lead their policymakers
to take a shorter term planning focus, looking for quick wins and immediate changes that will
help them to be re-elected (and continue the good work). These changes and policies may
be appropriate, but serious educational change is a long-term process, and policy has to be
developed on a ten-year scale, not a short term scale linked to election cycles.

* policy

* curriculum

* entry exams

* teacher certification
* learning materials

° exit exams

* methodology

* technology

* social status

Policy Framework

What can be done about these challenges? Itis clear that any or all of the following components of
language education can be changed and updated by policymakers and education professionals
in order to try to achieve higher levels of language proficiency for learners:

It is beyond the remit of this article to address each of these areas in detail (for reasons
of space) but it is important to highlight some of the policy choices that can have the most
deleterious impact on student outcomes.

For example, the development of a realistic and achievable curriculum is crucial
to the success of language education. In some cases, the curriculum is essentially taken over
by the contents of a given textbook, so there is no consistency over time if course books are
changed. In other situations, curricula goals may be too ambitious, or the pace of new learning
content too rapid, so that students make insufficient progress.
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Many ministries of education are reluctant to modify the exit exams that students need to take
at the end of their secondary schooling, but it is often the case that these exams assess primarily
reading and writing skills rather than spoken proficiency. The lack of assessment of spoken
proficiency leads to a ‘washback’ effect where teachers de-emphasise spoken interaction as it
is not part of the final assessment, and thus students achieve lower levels of spoken proficiency.
(Cheng, 2008; Khaniya, 1990)".

In addition, the perceived lower social status of teaching as a profession, and the salary
levels attached, can lead to lower levels of teacher performance and difficulties in recruitment.
It is an important policy goal, therefore, to achieve the social status of teachers in countries like
Germany, Japan or Finland as part of the strategy to raise standards and student outcomes.
(Dolton, 2013; Tye, 2002)

Each group of policymakers will need to define the needs and issues of their particular
context and decide which of these components to focus on, which of these components can
have the most positive impact.

Looking overall at language policy, it is useful to consider what aspects of policy are
modifiable by policymakers. Language policy components may include the following:

* goals of English programmes,

» which standards are set (national and/or international, benchmarks),
* targets for learner outcomes,

* when English teaching begins,

* how much time is spent,

* how budgets are prioritised,

* how teachers are trained,

* which content is taught,

* how learners are measured, and

* how teachers are measured.

Figure 1 shows a broader summary of such a policy framework, in this case proposed by

the Inter-American Dialogue in its analysis of the issues facing English language learning in Latin
America (Cronquist and Fizbein, 2017).
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Figure 1. Language Policy Framework of the Inter-American Dialogue
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In terms of policy, the report outlines some of the detailed challenges facing English language
learners in Latin America, of which the core obstacles seem to include the following issues:

* Lack of consistent assessment and standards — for learners and teachers;
* Inadequate proficiency testing of teachers; teachers need language upskilling;
* Lack of government regulation of private ELT providers;

* Lack of government influence on university training of teachers;

* Insufficient innovation in blended learning and digital learning initiatives;
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¢ Insufficient engagement outside the classroom: self-learning, further education;
* Lack of regional coordination and sharing of experience;

* Lack of teacher certification and accreditation;

* Lack of evaluation of teacher development programme impacts.

The recommendations of this detailed report concentrate on a few key areas, of which these
three are the most generally applicable:

Firstly, address policy bottlenecks by developing a policy framework such as that above,
addressing each of the components in the taxonomy, learning from the experience of other
countries and ensuring that there is a solid set of pragmatic and achievable policies across the
country to which all schools and institutions must adhere.

Secondly, improve teacher training both at the pre-service and in-service stages, to ensure
that teachers are best prepared for their classroom work. This means focusing on teachers’
spoken language proficiency as well as methodological training, and being rigorous in separating
out for further support those teachers who do not meet the required linguistic standards.

It also means ensuring that teachers have access to techniques, methods and materials
that are appropriate for the policy goals, and that help them achieve communicative language
teaching goals without having to prepare their own materials and spend several hours planning
for every single lesson.

Thirdly, students need to be given access to learning opportunities outside the regular
school environment. This means access to online learning, to self-study opportunities, to online
communities and opportunities for person-to-person contact and exchange visits to countries,
opportunities to be exposed to English via radio, television, cinema and other media.

Strategic Framework

Components of the Strategic Framework

Any system of change in language education inside the state-funded school system must be
strategic and systemic. Short-term measures, such as sending a small group of teachers overseas
to improve their teaching skills, will not have a systemic effect. Most of the challenges discussed
above are systemic and need long-term strategic measures that impact the entire system across
the country.

One clear approach is to develop a five-year or ten-year national plan for English language
education. The national plan would need to consist of a number of components.

Firstly, there needs to be a clear and achievable vision for English in a target timeframe, looking
ahead to a point five or ten years in the future to allow long-term continuity of change.

Secondly, there must be a commitment at the outset to carry out detailed and comprehensive
baseline studies to provide evidence of the current state of English language education, both
in terms of student outcomes and teacher performance, in order to produce inputs for future
policy change.
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Figure 2. Components of the Strategic Framework
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Thirdly, there needs to be the development of a strategic plan for English which focuses
on the needs of language policy, curriculum development, teacher training and development,
and national research into English language teaching and assessment. Each of these strategic
components will set the direction of travel of the language education community that will help
them achieve the goals for the end of the timeframe.

38



@@ BRITISH
@@ COUNCIL

Finally, a detailed and rigorous implementation plan is required. It is not uncommon for national
plans and strategic plans, goals and objectives to be set up with great fanfare. However, without a
detailed step-by-step implementation plan, based on sound project management principles and
measured by regular milestones and ongoing project evaluations, these grand strategies will not
be carried out effectively and successfully.

Implementation

An implementation plan needs to divide measures of change into sequenced priorities. Priorities
need to be set to enable implementation to succeed. Some examples of priority choices (from a
wide set) are given here.

Age group of focus. One key question is whether the introduction of English at primary
level will contribute more to the long-range strategic goals than an investment at secondary
level. If there is sufficient funding to invest in both areas, that would be ideal. If there is limited
funding and human resources, it may be worth considering investing initially in the improvement
of English teaching at upper secondary level, as this will have a rapid effect on the level of English
students in university programmes and in university graduation levels of proficiency. Investments
in primary school English, though appropriate in themselves, will not have any impact on societal
levels of English for 15 years or more.

Budget priorities. Anticipating the next section, another clear priority of implementation is to
ensure that budget processes allocate sufficient proportions of funding to teacher training and the
development of learning materials and learning content rather than the technology-heavy budgets
that have often been a feature of educational programme planning.

A useful, if subjective, rule of thumb for educational projects is that budgets should dedicate
at least a third of the overall budget to teacher training and development, or risk changes not
being effectively adopted.

Sequence and speed. The activities in the strategy can be split into two groups, the fast
track and the slow track. Fast track changes are strategic developments that can be implemented
quickly and can begin to have positive impact relatively soon. Slow track changes are strategic
developments that will take the full five to ten years of the plan to have the desired impact,
because of the associated institutional changes that are required.

Fast track examples could include baseline testing to get data on the current situation;
initiating language proficiency improvement courses for current teachers; designing new school
leaving exams for English which have international standards and comparability with international
assessments; and the provision of curated self-study opportunities for all citizens, so that English
proficiency can be further practised online at no cost.
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Teacher Capacity Building

In many countries of the world, developed as well as developing, the disparity of levels of English
language proficiency achieved by students can be traced back to issues of teacher workforce,
teacher capacity and teacher performance.

Key Issues

Workforce shortfall. There is a shortage of well-trained English language teachers in state
education, and in some cases there is a shortage of any English language teachers even without
training.

Language proficiency. As indicated above there are issues of language proficiency,
especially spoken language proficiency for many teachers, that need to be addressed in order
to help learners achieve the required outcomes.

Pre-service training. As noted earlier there are issues in many areas of pre-service training.
Many programmes are over-theoretical and focus on knowledge of linguistic and educational
theory rather than the development of methods and techniques for classroom performance.

In-service training. In many countries there is a lack of in-service training, or a lack of funding
forin-service training. In some countries it is not required at all, and therefore only the most motivated
teachers will participate. It needs to be mandatory and structured and available to all teachers.

Performance evaluation. In the private language school sector, teachers are regularly
observed and evaluated on their performance. In state schools, a teacher may not be observed
and evaluated for many vyears, if at all, after completing initial training. Teachers who would
benefit from language improvement often are unable to receive this because teacher unions
prevent them from being assessed, and therefore training deficits are difficult to identify clearly.

Access to resources. If budgets are constrained then teachers’ access to new learning
materials, to new and improved textbooks and supplementary components can be constrained.
This puts extra pressure on the professional teacher who then spends hours developing their
own materials, while the less ambitious teacher falls back on the available materials which may
not have the most effective outcome.

Motivation. Teaching is difficult and often underpaid. Teachers often work very long hours
and may have to supplement their income with second or third jobs in the private sector or
in giving private lessons. This can lead to demotivation, which leads to teachers leaving the
profession and taking better paid jobs in translation or business.

Social status. Allied to this is the social status of teachers. In some countries, such as Japan,
Finland and Germany, teachers have a very high social status on a par with doctors and lawyers.
This makes it easier to attract the best candidates for the profession and to retain them in a high-
status profession. Policymakers need to look at how this social status can be enhanced in order
to support teacher performance.
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Potential Solutions

What are the key areas of change in teacher capacity building? Institutions responsible for initial
and in-service teacher training and development in each country may consider some of these
proposals as steps towards higher levels of teacher performance.

Pre-service training. The ministry of education should review and re-evaluate the current
teacher training model and the design of the qualifications received. Bringing in external advisers
to assist university training providers would be beneficial and help the English teacher qualification
to be become more relevant to the actual teaching situation that teachers will work in.

In order to ensure teachers are trained to use an effective communicative methodology,
universities should consider integrating into their degrees, or adding to the end of their
programmes, a context-sensitive version of a practical UK teacher training qualification such
as the CiSELT (provided by the British Council) or the CELT-S (provided by Cambridge) as the
secondary school versions of CELTA training programmes.

Universities should also consider creating or adopting from international sources a research-
based professional competence framework to help teachers reflect on and build their skills over
their career journey (cf. frameworks from British Council and Cambridge English).

In-Service Training and Development. For teachers who are currently working in the
profession, a key issue is often language proficiency. Thus, the ministry’s approach to in-service
training should focus initially on assessing teachers’ language needs, and designing a language
up-skilling programme. This would consist of teacher language improvement courses to raise
classroom standards (e.g. Language for Teaching from Cambridge English).

The assessment of this issue, along with other methodological shortfalls, should be provided
by initiating a baseline study of teacher skills and performance. Without a clear dataset showing
the current shortfalls in teacher performance, it is difficult to provide appropriate remediation.

Subsequently, the institution in charge of teacher development should provide a range of in-
service development courses, perhaps delivered nationally via a cascade training system using
“master trainers” trained to international standards.

Resources development. To support and assist teachers in their work it is important to ensure
they have access to the right resources, and ministries or relevant bodies should build a bank of
innovative and free teaching and learning resources (such as can be found on the British Council
websites) in the form of a National Resource Platform website for teachers.

A further part of this platform should be an online community for teachers to join so they can
work with colleagues across the country.

Embracing Digital Innovation

It is beyond the scope of this article to outline all areas of innovation and specifically digital
learning innovation that could be incorporated into national English language education systems.
A few examples may suffice.
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Digital Learning Models

Digital learning tools can be used in class, out of class, for group work or for individual work.
Students may be following a linear course on their devices (phones, tablets or laptops), or using
them for accessing appropriate practice material, or creating new texts, stories and videos in the
target language. There is a wide range of models of digital learning use - but the key issue is for
teachers to feel they have control over the tools (Carrier et al, 2017).

Classroom Use of Technology

Learners are increasingly engaged with handheld and digital technology outside the class, and
it is frustrating for them not to be able to use these tools when learning at school. It is advisable
that teachers embrace the use of devices in the classroom, as long as they can be carefully
controlled under the content and activity guidance of the teacher. New forms of classroom
device management software (eg. NetOp, Apple Classroom) make it possible for the teacher to
ensure devices are only used to access specific learning materials.

Linking Out-of-Class Learning to In-Class Learning

Given the issue of class hours and length of learning time (addressed above), there is a need for
teachers to focus more and more on providing out-of-class and after-class activities that extend
the students’ ‘time on task’. This involves more than simply giving homework, but entails training
teachers to use new techniques such as the ‘flipped classroom’ and giving them access to learning
materials and resources that they know are linked to the class curriculum they are working on.

Curated Content

In order to gain further language practice outside the classroom, learners need access to
carefully selected and curated learning materials, activities and media content at appropriate
levels of language difficulty. Anyone can use the Internet to access content in English, but this
will more likely frustrate and demotivate learners because of the inappropriate language levels of
authentic content. Selected, graded and specially-written content can guide students’ practice
activities more successfully.

Ideally, ministries or universities will provide web-based educational content for all citizens to
access. An example is the project carried out by Cambridge English for the province of Antioquia
in Colombia, which set up Education Parks with web-based English language practice provided
free of charge to citizens.

Digital Assessment

Using digital tools for assessment can provide appropriate assessment of all four skills without
undue cost and investment. For example, developments in adaptive testing mean that assessment
activities can feed back into the learning cycle and give students more specific and personalised
learning activities relative to their proficiency. Automated testing of writing and speaking skills (cf.
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the website writeandimprove.com) allows assessment data to be collected more quickly, cheaply
and easily - important for testing large numbers of students.

Digital Media Strategy

Policymakers can help to increase the out-of-class exposure to English language by developing
a digital media strategy that utilises mass outreach media such as mobile phone apps, broadcast
and social media to bring motivating learning activities to a wider audience, at low per-user cost.
These media developments could include:

* TV shows in English for students,

* TV shows for teacher training,

* radio phone-in discussions for students,

* radio chat shows for teachers and experts,

* national apps for English practice — linked to curriculum, and

° a national online platform for interactive and/or tutored practice.

Although the initial investment can be substantial, the use of mass media ensures that the cost
per learner remains very low and much lower than the per-learner cost of traditional textbooks,
for example.

Future Digital Trends

The rise in usage and application of automated speech recognition (ASR) technology will
dramatically change the relationship between learners and technology and between learners
and foreign languages. ASR is now making automated and real-time spoken translation of one
language to another a simple, fairly accurate and inexpensive activity. Thus, many learners’
instrumental needs in situations of tourism, business travel etc can be met by using translation
apps on their phone without learning the language.

The rapid development of augmented reality (AR) and virtual reality (VR) is likely to have
a large impact on how learners are motivated by learning materials and learning activities, by
bringing the outside world and real-world use of English into learning contexts.

Adopting the use of these technologies in out-of-class learning opportunities may well
contribute to enhanced learning especially for those learners who are under-motivated by
traditional activities.

Policymakers need to be aware of these trends and consider how to incorporate them into
national education systems, where appropriate and where affordable.
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Conclusion and Public Policy Recommendations
The central conclusion of this article is that there is an urgent need for a more strategic approach

to

planning and implementing English language education programmes and policies in Latin

America. Much can be learned from the work done by policymakers across Latin America and
elsewhere over the last decade or more.

Much has been attempted but many projects and improvements have had less success in

raising the level of English proficiency of learners in state education to the desired levels.

This article has looked at some of the challenges and potential solutions, and will now

summarise the key policy recommendations referred to above.

Public Policy Recommendations
What can we learn from innovations elsewhere and which solutions should we embrace?
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The key recommendations are:

Change initial teacher training so that it is less focused on theory, and more focused on
practical methodology, more relevant to current classroom practice, with integrated practice
teaching programmes.

Conduct baseline studies of teacher performance, with large scale data on:

» language of students and teachers,

» teacher performance.

Focus on improving the language proficiency of teachers of English.

Improve the final exam for secondary schools so it assesses students’ spoken proficiency
as well as passive knowledge; link the standards of this exam to international benchmarks so
it is comparable.

Focus on long-term teacher development and support of teachers, with resource
support and online learning.

Focus on increasing learner exposure to language and time on task outside the classroom,
via digital learning opportunities, and by working towards reducing dubbing in public TV.
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2.2 The Role of Parents, Teachers and Policymakers in Children’s
Learning of English

John Knagg
Research and Consultancy for English, UK

Abstract

This paper reflects on the main contributing factors to successful English learning in large-
scale state school systems. It considers the contributions made by parents, teachers, and
policymakers. There are recommendations and suggestions for further reflections for each of
the three groups. The suggestions and recommendations are based on the author’s cumulative
experience of a range of British Council programmes globally dealing with English language
learning in the context of national education systems. This experience is supported by some
key research and case-study publications which can be accessed freely online.

Keywords: Successful English learning, parents, teachers and policy makers.

What is the Most Useful Way to View Language Competence?

To begin with, lwant to be clear that l amin the group that believes that competence or proficiency
in English is best thought of as a skill rather than a body of knowledge. There are others who think
of it more as a body of knowledge to be applied —to be more precise knowledge of grammatical
rules and vocabulary items that can be combined. | do not think it helpful to think of English
learning and English competence in this way, and believe that thinking of it in this way has led to
unhelpful English curriculums and methodologies across the world. | find it more helpful to think
of learning English as a skill similar to learning to swim or learning to ride a bicycle. However,
learning English is much more complex than learning to ride a bicycle, indeed more complex
than learning to fly an aeroplane.

The main implication of thinking of English as a skill is that it cannot be learned without
being used. What | mean is that just as you cannot learn to swim without water, or to ride a
bicycle without using a bicycle, so you can't learn English without using English. That has huge
implications for curriculum and syllabus design. The curriculum designer needs to build the use of
English into the English learning curriculum from the beginning. People sometimes have difficulty
with this concept — “How can you use English if you don't know English?”, they quite reasonably
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ask. Part of the answer to this lies in the traditional and very useful division of language learning
into four skills — the two receptive skills of listening and reading, and the two productive skills of
speaking and writing. Receptive skills are logically developed first — listening before speaking in
the spoken domain, and reading before writing in the written domain. So, right at the beginning of
a curriculum learners will listen to the teacher or a recording or video of someone talking about
themselves before being given the opportunity to talk about themselves, starting right at the
beginning with “I'm John”, and building step by step. Many of us have met English learners who
are much more skilled at understanding spoken English (listening) and reading than they are at
speaking (or writing).

Of course, thisis not to deny that there is knowledge involved in language learning. Memorising
words and phrases and learning their meaning has always been a fundamental part of learning,
and older learners can benefit greatly by knowing grammatical rules that help them generate
meaningful and accurate sentences. But experience over the last 50 years or so shows us that
basing language learning on the construct of language competence as a skill is more likely to
work for most learners.

What Factors Make a Difference?

The main factors of educational success (including English language learning) are as follows, in
order of importance of the effect.

1. The student — especially motivation and capability.

2.The teacher.

3. The leadership and management, including “policy-making”.

The list is of course not complete, for example it does not explicitly mention the effect of
the home environment or of peers, but it serves a purpose in making us think about the amount
of control different actors in the scenario have. If the most important factor in learning success
is the student’s individual motivation and capability, then we can usefully ask who can influence
and improve that motivation and capability. While this will depend on the individual context,
and the age of a young person, it is hard to escape the assumption that the parent, guardian
or carer of a young person can have a critical effect, and | will return to this. Previous school
(including pre-school) educational experience will also have a major effect on motivation and
capability.

The hierarchy is interesting in that factor two, the teacher, has an effect on factor one,
students. And factor three, leadership, has an effect on factor two, teachers. One of the roles
of a teacher is to get the student in the best possible conditions to learn, and a major role of
educational leaders is to ensure that teachers are as well-equipped as possible to be excellent
teachers. The practical importance of this is that investment in factors two and three will have a
positive effect on factors one and two. This means that at a system level, for example a ministry
of education or local education authority, where funds for educational improvement are always
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scarce, investment in factor three, the quality of leadership and management, is often likely to
have the best return on investment in terms of long-term learning outcomes of students. This is
because good policy, leadership, and management will improve teaching quality in classrooms,
and that improvement in teaching quality will improve student learning, including improving the
motivation and capability of students. The second most effective investment would often be
direct investment in improving teacher quality — this will have a direct effect on students, though
it can be expensive as to reach a large number of students, the training has to reach a large
number of teachers. And that training has to be well-designed and implemented.

The Role of Parents in English Language Learning

Parents (or other guardians and carers) pass on values to their children consciously and explicitly
or subconsciously through their words and deeds. They often pass on skills and knowledge.
And the inequity that state education systems aim to reduce begins in the home. Parents with
more resources, intellectual or financial, are in a better position to help their children. Financial
resources allow for valuable pre-school experience, private school education, extra classes,
foreign holidays, access to technology in the home. It is obvious that parents with some knowledge
of English themselves are in a better position to help their children learn English, as long as
they act sensibly so as to encourage and motivate children, as opposed to setting unrealistic
expectations. But all parents, including those who do not know English themselves, can make
a positive difference by understanding and passing on to their children the value of learning
English. The most obvious way for parents to help is to create a home environment where there
is English in the home — most obviously through television and the showing of cartoons and other
age-appropriate programmes in English (using original English soundtracks with or without local
language subtitles — increasingly available with modern television technology), the use of English
language material online, setting the video-game console to English language, playing songs in
English — even in the background while they are doing something else, and visual materials such
as books, posters and board games*.

The Role of Teachers in English Language Learning

No student, parent or minister of education doubts the central role of the teacher. However, our
experience around the world shows that there is too much poor teaching in school systems.
The British Council believes that teaching is a profession and that teachers, as professionals, are

3. For more on factors affecting learning, and especially on what good teaching consists of, read John Hattie’s work.
Walter and Briggs (2012) give an excellent overview of what kind of training works best for the improvement of
teaching quality.

4. This paper is not directly aimed at parents. However, there is a lot of online support and ideas for parents who want
to help their children, including on the British Council’s Learn English Kids website (see the References section). It
is also a reminder to teachers and educational authorities that parents have a key role to play, and that it is a good
idea to spend some time and resources educating and involving parents in their children’s education.
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responsible, amongst many other things, for continually reflecting on their professional practice
with a view to improve. While educational authorities can do a lot to make it easier or more difficult
for teachers to reflect and develop, it is the individual teacher who holds the responsibility for his
or her own development.

A central issue is the teacher’s understanding of his or her professional identity, or put more
simply, an understanding of what the job is. Too often we see an assumption that the job is to
deploy and repeat a series of teaching actions that the teacher has learned and which tend to be
repeated class after class and year after year. Too often, the focus is on the teaching as opposed
to the student’s learning. We encourage a primary focus on the student’s learning and see the
core of the teacher’s job to be focussed on ensuring student learning rather than on applying
teaching techniques. This is at the centre of student-centred classroom practice. Although local
context and culture is always vitally important, we see similar trends in the changing perceptions
of the role of teachers in different places. One common factor is with growing international
mobility and the acceptance of English as an international language in more and more domains,
teachers are more often faced with classes containing students who have previous experience
of English and may even be more fluent or accurate than the teacher. This is something that
teachers will increasingly have to deal with and is just one part of the challenge to teachers in
the modern age. Just as a professional sports coach can help the performance of an athlete who
can perform better than the coach, so the teacher must learn the skills of the coach to be able
to help learners of all levels of ability.

The British Council developed its Continuing Professional Development (CPD) Framework
for teachers to help both teachers themselves and the systems they work within to improve
teaching in a systematic way. The framework proposes 12 professional practices at four levels of
expertise (see figures 1, 2, and 3). Teachers can assess their own professional profile with a self-
assessment tool and focus their development on areas and practices where they feel that they
individually have most need within their own context>.

5. Further detailed information on the British Council CPD framework including a downloadable summary and the self-
assessment tool can be found at http://www.teachingenglish.org.uk/teacher-development/continuing-professional-
development
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The 12 professional practices aim to encompass the skills and knowledge that a teacher
needs. The practices of Understanding Learners and Using Inclusive Practices are critical to the
success of a student-centred approach, along with Assessing Learning, as knowledge and skills
in the area of testing and assessment is one area we have become aware of in which teachers
globally often lack training and skills. The practices of Planning Lessons and Courses, Managing
the Lesson and Managing Resources address the core classroom practices and pedagogical
skills that teachers need — they are present in many initial teacher training courses but need
development throughout a teacher’s career.

The professional practice of Knowing the Subject is particularly relevant to English teachers
(and of course teachers of other languages) as the great majority of English teachers around the
world have learned English as an additional language, giving them a considerable advantage over
the native-speaker English teacher as they have experienced English teaching from the learner
perspective. They often provide a more useful model of English speaker to their students than a
native English speaker would, though level of teacher proficiency in English remains important.

Figure 2. Stages of development Figure 3. Professional practices

Stages of development Professional practices

Planning lessons and courses

Understanding learners

You have heard of this professional practice.

Managing the lesson
Knowing the subject

Managing resources

You know what the professional practice
means and why is important.

Assessing learning

* Integrating ICT

3. Engagement Taking responsability for professional
You rate in this pr i practice at work. deVelOpment

: Using inclusive practices
Using multilingual approaches

4. Integration

Promoting 21st - century skills

You demonstrate a high level of in this pr
practice and this consistently informs what you do at work

Understanding educational policies and
practice

v Source: Continuing Professional Development (CPD)
Source: Continuing Professional Development (CPD) » .

» . framework. British Council
framework. British Council
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Three professional practices that reflect changes over recent years are Integrating ICT,
Promoting 2 15t Century Skills and Using Multilingual Approaches. The reference to 21t century skills
recognises the growing recognition that the English teacher is more than a technical instructor of
linguistic skills and holds the same responsibility as other teachers of preparing children at school
for a wider range of generic skills that they will need to be successful in different aspects of adult
life. Multilingual approaches are more relevant than before as a result of changing patterns of
mobility and increasing linguistic diversity in more and more classes. It also acknowledges the fact
that principled use of the learners L1 in the classroom can be useful and appropriate.

Teachers work in different contexts and the practice of Understanding Educational Policies
and Practice aims at teachers working in harmony with each other and with their wider society and
taking into account the particular characteristics, regulations and even laws of their institutions,
cultures, and nations.

While the whole framework is about teacher development, it is notable that one practice,
Taking Responsibility for Professional Development focuses specifically on the responsibility that
the teacher has in this area. This is in contrast to a model in which the individual teacher waits
for orders or opportunities for professional development from above. Such a model, in its worst
manifestation, can lead to a scenario of teachers having little or no professional development
after their initial teacher training during a career which might last decades.

Walter & Briggs (2012) reviewed a number of teacher development initiatives over recent
years and concluded that the development that helps teachers most is that which involves the
teachers in deciding what is needed, allows teachers to work collaboratively and on concrete
classroom-based issues and activities, involves coaching and mentoring, is supported by
leadership and sustained over time. This is a useful list of criteria for teachers and school leaders
to consider when devising development programmes and pathways, and can be contrasted with
the kind of less effective teacher development practice which we often see, characterised as
being imposed and designed from above, one-off, remote from the school and theoretical, with
little or no ongoing collaboration and support.

Leadership, Management and Policy in English Language Learning

A common misconception of the role of ministries and similar education authorities is that all
the problems can be solved and improvement driven primarily by top-down changes in policy.
Experience and research shows that the best examples of improvement in learner outcomes are
driven from below, including parent and community involvement in schools, teacher, and school
leader initiatives.

A principle of effective educational change is that all stakeholders need to be involved,
and one way to understand why this is true is to consider the range of factors which lead to
successful learning — see the following table for some, but not all, of the factors involved. We can
see that the primary responsibility for each factor falls to a range of stakeholders from parents
to the Minster of Education.
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Table 1. What makes B1° learners? Some factors.

Healthy, well-fed children Helpful parents

Technology available Comfortable classroom
Learner centred approach Communicative methodology
Relevant curriculum Range of materials
Appropriate assessment Effective QA

Enthusiastic children Amount of exposure

Trained motivated teachers Updated teachers

Learning not teaching Teachers with good English
Supportive colleagues Aware principals

English on TV Interesting lessons

Tim Williamson (2015) proposes a non-traditional model for policymakers in educational
change where the principle responsibility of the high-level policymakers (e.g., ministers) is not to
design or implement the change, but to articulate the problem and general direction of travel,
and to create the space in which others closer to the institutions involved can determine the
exact steps to be taken to improve learning, taking into account local contexts that only they can
know. Williamson's ten recommendations for policymakers can be seen in Table 2.

Table 2. Ten Messages for Reformers - adapted from

Williamson (2015).

Start with a problem and an opportunity, not a comprehensive solution.
Understand the problem and the space for reform.

Take small steps but know where you are heading.

Start processes and systems on the right foot and sustain them.

Learn and adapt and you’ll avoid getting trapped.

Decide when, what, and how to formalise.

Join the dots.

Don't try to reform alone.

KON IRCORN IS INCONN INCZN I INCO

Those in authority provide and protect the space for change.

10. Seek and adapt external advice.

6. B1is used here as the CEFR level that most state school systems might realistically aim to achieve for the majority
of learners, within available resources.
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Clearly one vital role of policymakers is to source and allocate the resources, especially
funds, needed for reform, and how they fulfil this responsibility will be a major factor in the
success of any reform.

Policy Recommendations

Policymakers and educationalists engaged in English language teaching, improvement and
reform should consider the research done on the subject and case studies of successful and not-
so-successful ELT reform initiatives. Tribble (2012) looks at the theory and practical examples of
ELT reform at system level’. In summary | propose four key lessons from experience to consider,
as follows:

1) Consider all elements of the educational system - teachers, curriculum, learner
assessment, and quality assurance.

If any one of these four elements is not considered then any attempt at reform will be less
effective. There have been examples of positive curriculum reform which has not had the desired
effect because it has not been accompanied by training of teachers in the implementation
of the new curriculum. Another common problem in some countries is the curriculum and
teaching methodology being driven by a student testing and assessment system which does
not encourage the learning of the language as a communicative skill. As long as the testing
system whose results are important for students’ life chances remains unfit for purpose then
attempts to encourage teachers to improve or extend their methodology or to teach a more
useful curriculum are likely to fail. In other cases, a great deal of effort and resource is put into
teacher training and education, but teachers and students are left with an inadequate curriculum
or materials to support them to teach. Finally, any system without an adequate quality assurance
system which monitors each element is unlikely to be effective on an ongoing basis.

2) Involve all stakeholders.

Effective education reform requires the commitment of a wide range of stakeholders, depending
on the context. Lack of commitment or even opposition by one group to a proposed improvement
can mean that the improvement simply does not work. The group that is perhaps most often not
consulted or involved enough is teachers. We have seen examples where policymakers can
set directions and expect ministry officials to implement reform with little or no involvement of
teachers, who are the people who are usually expected to implement reform in the classroom.
However, there are other important groups to consider. The opposition of parents can often
influence policymakers to lose commitment or change direction. School leaders are vitally
important when language teachers are often asked to teach in a different way from that expected

7. This is another British Council publication which is freely available online at teachingenglish.org.uk
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of teachers of other subjects. Teacher unions and associations are powerful influencers in some
countries. Local politicians can make a huge difference by their support or opposition to national
initiatives. Communication and involvement of all the players is an essential part of any social
change, and that includes the improvement of language teaching. One implication of the need
to carefully involve all stakeholders is that education reform, like all planned social change, takes
time. Attempts to implement change in an unrealistically short time, are unlikely to bring long-
term benefits.

3)Try things on a small scale first.

This is about the power of pilot programmes. Trying out new ways of working is more likely to be
successful on a small scale where the various factors can be controlled. Faster results are possible.
When things go wrong lessons can be learned and applied in other contexts. Fewer resources are
needed for a small-scale implementation and success can unlock resources in other contexts. One
difficulty of working with pilots is the ethical issue of singling out one set of schools, teachers or
learners for what is meant to be a benefit to them, thereby excluding others. This implies the need
for careful consideration of how pilot sites can be chosen in a way that is acceptable to the wider
population. Linked to this is the possibility of limiting application of a reform to schools, teachers, or
learners who have met some pre-condition. Such pre-conditions might be schools which show they
can recruit teachers of adequate standard, teachers who have achieved a certain level of language
proficiency, or learners who have reached a level or shown aptitude in a valid way.

4) Decentralise decision making.

Every learner, every classroom, and every school is different in some way, and it makes sense
that decisions are taken as close as possible to each learning context. The more detailed
a policy is, then the less likely it is to be successfully applied to many different situations.
When high-level policymakers delegate as much lower level policymaking to professionals
and managers nearer to the learning context, those contexts can more easily be taken
account of. Decisions can be taken locally at the right time, considering local circumstances,
local stakeholders, and local resources. Local decision makers will feel greater ownership
of decisions they have taken themselves, as opposed to decisions being handed to them,
and they can then can be held accountable for their decisions. This leaves the higher-level
policymakers to set the parameters for change, to provide and protect the space for change,
as in Williamson's messages for reformers above.

At the highest levels of national policymaking, decision makers will often include on the one
hand politicians and on the other professional educationalists. The focus and time-frames of
these two groups is often quite different. Educationalists assume that large-scale system reform
will take time and may not be under the same time pressure to show action and results as
politicians, whose reputation might depend on shorter-term returns. It is important to be able to
find solutions that satisfy the agendas of both these groups. Politicians can celebrate obtaining
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funding for reform, and can point to actions that have been taken in a period of months rather
than years —which might be the communication of plans, the establishment of teacher education
workshops or courses, the recruitment of new teachers, the establishment of committees to
reform assessment regimes. However, it is difficult to assess the outcomes in terms of benefit to

a generation of young learners without looking at periods of years rather than months.
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2.3 English Language Teacher Education and Development in Latin
America: Past, Present and Future

Cristina Banfi
Universidad de Buenos Aires and Ministry of Education,
City of Buenos Aires, Argentina

A teacher presents the past, reveals the present
and creates the future.

Abstract

In recent years English language teaching has expanded and diversified in Latin America, and the
various projects implemented throughout the region respond to increasing social demands and
changing socio-economic circumstances. In these projects, the range of stakeholders has also
expanded. However, teacher education programmes appear to be somewhat slower to adapt
to the changing scenarios while teacher development activities are usually unsystematic and
lack sufficient coverage. This is paradoxical if we consider that most studies view teachers and
their skill-set as crucial to the successful planning, implementation and evaluation of innovation.
This article reviews some of the changes undergone in recent years, with particular focus on
the profiles of students and teachers and analyses how teacher education and continuing
development are impacted by these changes and what possible avenues for the future might be.

Keywords: Teacher education, teacher development, ELT stakeholders, educational innovation.

To better understand the current scenarios of English language teaching in Latin America,
we will follow a chronological path. To this end, we could consider historical landmarks that have
defined the field, such as the founding of prominent schools; the creation of specific teacher
education programmes, departments or institutions; the introduction of various innovative
methodological approaches and teaching resources; the production of a specific knowledge base
and curricular documents; the passing of laws and the regulations that impact on the sector; etc.
(see also Banfi 2013a). Important as these key innovations are, they provide a somewhat partial
view of what is, currently, a fairly complex scenario. We will follow an alternative road focusing on
the actors involved in the teaching and learning of English, i.e. students and teachers, and other
stakeholders who make this process possible.
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Firstly, we provide an overview of the profile of English language students and teachers and
how they have changed over the course of the last few decades, taking as points of reference
1950 and the present. Compounding the increasingly heterogeneous nature of these two groups
we observe that in the present day, they exist in a context that is much more complex than in the
past and one that is comprised of a plethora of stakeholders that impact on teaching and learning
directly and indirectly. In a final section, we discuss the challenges facing English language
teacher education in the light of growing demand for teachers and expanding specialisation
requirements to fulfil new roles.

Student and Teacher Profiles: How Things Have Changed

Here we focus on describing certain prototypical examples that can serve to illustrate the profiles
and other characteristic traits of the actors involved in the process of teaching and learning
English. We will attempt this approach as regards students and teachers from two, relatively
arbitrary (and somewhat idealised), points in time, i.e. 1950 and the present.

In 1950, most English language teaching in the region took place in secondary schools. Since
this level of schooling was, at the time, not compulsory, most teenagers who attended school
usually came from above-average socio-economic backgrounds and the gender balance was
usually tipped in favour of boys (proportions may vary by country and even by region within
a country). Within the school context, English was a subject among others and it was usually
taught for two to three classes of 45-minute periods a week over a period of two or three years,
sometimes before or after another language, such as French or Italian. The methodological
approach typically used was grammar-translation with an emphasis on the development of
written language skills (i.e. reading and writing). There were some attempts, in more progressive
schools, at incorporating more innovative methods (e.g. elements of audiolingualism and the
direct method) when they came along; however, this was typically constrained by the large size
of classes, limited resources and the purported valued aim of understanding written texts and
grammar that relegated skills such as speaking or listening. Some private sector schools, catering
for economic elites, provided more intensive language programmes, including some content
and language integration (see Banfi & Day, 2005). The most typical learning resources used in
teaching at this time were teachers themselves (as a source of language), a limited number of
textbooks and some reading books (often unsimplified), and bilingual dictionaries.

Today, on the other hand, we find that English language teaching takes place in a large
variety of contexts that include, but are not restricted to, the formal education system, i.e. from
pre-school to university (for the specifics of language-in-education issues, see Baldauf & Kaplan
2005). The most recent, numerically significant, expansion within the school system has been at
the primary school level (see Porto, 2016; Banfi, 2017; Brovetto, 2017). Within schools, teaching
takes a number of different modalities, i.e. as a school subject, in intensive modality, or as part of
a bilingual education programme (see Banfi & Day, 2005; Tocalli-Beller, 2007; Banfi & Rettaroli,
2008; Banfi, Rettaroli & Moreno, 2016). There is also a range of higher education programmes
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that are taught through the medium of English, i.e. English language programmes (teaching and
translation), as well as English language classes in other higher education courses. Finally, a
recent development, made possible by the fast expansion of technology, is the use of remote
classrooms such as in Ceibal en Inglés (Brovetto, 2017). Other than these formal contexts,
English language teaching can also be found in a large network of private language schools and
academies, as well as in corporate language classes, private lessons, and community centres,
to name a few. Many adults from different walks of life take English language classes as part of
their professional training or various forms of continuing development. Tourism and travel, now
a possibility for larger numbers, is also a motivation for people to undertake English language
learning. In these different contexts, the students who learn English now include a much larger
range of profiles: from very, very young children (it is even possible to find courses marketed to
mothers and babies) all the way through to senior citizens and including teenagers and adults,
with interests ranging from the general to the very specific. They also represent a much wider
socio-economic spectrum, since English is no longer accessible exclusively to a small elite, but is
rather viewed as a key to success or a requirement for many professions. A consequence of this
diversity is that the range of aims of students now varies considerably when it comes to learning
English. Objectives range from very practical, instrumental aims to more communicative and
intercultural aims as well as broad cognitive and educational aims. Furthermore, for the individual
or for a group of students, these aims may change over time or be combined. The teaching
approach currently used can best be described as eclectic, under a broad communicative
approach umbrella, but also including elements of task-based learning, content and language
integrated learning and grammar awareness. Often, there is recourse to techniques of the direct
and audio-lingual methods as well as translation, depending on the possibilities offered by the
teaching context and the profile of the teacher. Finally, the array of resources available to students
who want to learn English has increased considerably and include the teacher, textbooks (many),
different kinds of dictionaries, readers, videos, audios, cards, games, interactive platforms and
a wealth of learning materials available on the Internet. Courses are also supported by explicit
curricula and other formal documents to support teachers and learners. Furthermore, students
have plenty of out-of-class exposure, if they so wish, in the form of television, films, the Internet
and other people who speak English.

If students and teaching contexts have changed, so have teachers themselves. Let us
consider how English language teachers have changed during this same period.

In the 1950s, English language teachers who began their teacher education programmes had
typically learned English in a secondary school context. Teaching was deemed an appropriate
career for women, so many of the future students were indeed women. Primary school teaching
qualifications in the region were, at this time, often awarded to people with secondary school
qualifications (Escuelas Normales, see Ducoing Watty, 2013), but, to become an English teacher,
higher education was the path, mainly in teacher colleges, less frequently in universities. Teacher
education courses had a three to four-year duration and provided certification to teach in secondary
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schools. Once these students graduated, they could take positions as teachers, often part-time,
at those secondary schools where English was taught, or at private language academies that
were beginning to appear. Later in their careers some of these teachers could aspire to become
department coordinators or, supplement their teaching load with a course or two at teacher
education colleges. When it came to professional growth, options were few and far between: a
teacher could join a teachers’ association which might organise an annual seminar; occasionally, a
speaker would visit the country and deliver some lectures, but the notion of continuing professional
development was not current at the time and these activities by nature were optional and attended
only by a minority who were keen to brush up their language or teaching skills.

Nowadays, it is more likely that aspiring English language teachers enter college having learnt
English in a private language school or in some form of intensive English language modality
in school. This means they are unlikely to have first-hand experience of English language
learning in ordinary schools. Often, they choose to become teachers as a second option (i.e.
after dropping out from another course). Increasingly they have had some English language
teaching experience before considering embarking on teacher education, to which they turn to
acquire the necessary knowledge and develop the pertinent skills to carry out their job. Teacher
education programmes formally last four to five years, but in reality, they take up to twice as
long to complete. Student teachers often work (as teachers) while studying but this teaching
experience is not formally recognised towards their qualification. Student teacher work is often
in the non-formal sector, which means that, upon graduation, they are already employed and
familiar with these environments, thus less likely to take up a job in a school. English teachers
typically have, in lieu of a single full-time job, what can be considered “pluri-employment”, i.e.
several simultaneous jobs that can include several of the following:

* Teaching positions in secondary, primary and/or pre-schools (appointment can be by class,
which may mean only a few hours a week);

» in a range of modalities (bilingual education, intensive English or basic courses; EAP, ESP,

exam courses);

» and a variety of institution types (formal schools, language schools, non-profit associations);

» teaching ((very) young) children, teenagers, adults; ranging in level from beginner to very

advanced.
* Management or coordination positions of English schools or departments.
* Higher education positions teaching future teachers or translators.
* Examiner positions for an exam group.
* Materials writing for a publisher.
* Consulting or advisory positions.
* Speaker for a commercial enterprise (publisher, exam group, etc.).
* Private tuition and coaching.
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The key notion here, if we compare what happens in the region with other parts of the world,
is the simultaneity of these roles that teachers hold and how they interact, both positively and
negatively, on a teacher’s career path. This pluri-employment pattern is often motivated by the
need to make ends meet in the context of characteristically low remuneration of formal teaching
positions, and perhaps crucially, multiple avenues of employment open to English teachers.

The professional development opportunities available to teachers are varied and diverse.
These activities are provided by the education system or schools where the teacher works (some
activities are compulsory, some provide credits), by universities (formal courses and postgraduate
programmes), publishers and examination groups (lectures and presentations) and teachers’
associations (presentations and conferences). From some of these activities teachers will derive
credits that they can use towards promotions if they aspire to new positions. Some postgraduate
courses have appeared in the last two decades; however, few have direct bearing on teaching
issues and people who pursue them often view them as disconnected from their professional
practice. Because teachers often have such diverse roles, the professional development activities
they engage in typically do not follow a consistent or systematic path. Furthermore, since the
aims of the organisations and types of activities are usually different, they cannot be said to form
a systematic whole. Given this situation, it would be important to incorporate in initial teacher
education, elements that help teachers reflect upon the needto plan their professional development.

From the comparison of the profiles of students and teachers, the picture that emerges is
one of greater heterogeneity, more variation and increased complexity between the two points in
time selected. The expansion of English language teaching we referred to above is multi-faceted
and requires a larger skill set from teachers collectively and, ideally, individual specialisation.

The changes in the profiles of students and teachers we have discussed are compounded
by changes in the context of teaching where a large number of stakeholders (policymakers;
academics and other specialists; school systems; service providers, e.g. publishers, technology
companies, examination bodies; teacher and student unions; higher education institutions,
particularly those that train teachers; the media, both traditional and social; national and
international organisations) have acquired increased importance in the decision-making process
that ultimately and invariably impacts teaching. The peculiarity of the interaction between these
groups of stakeholders in the region is that individuals often have multiple and simultaneous
membership of these groups generating patterns of influence and, in some cases, conflicting
interests. A thorough analysis of these factors is beyond the scope of this article but remains an
important issue to consider, particularly when managing the relationships among stakeholders
and acknowledging the power asymmetries that exist between them.
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Teacher Education Reform and Teacher Development:

What is Needed?

Here we discuss the challenges faced in teacher education and teacher professional development
in the region in the light of the complex context described in the previous section. We draw both
on studies about teacher education in general, as many broad trends clearly apply, and those that
focus specifically on English language teachers. In the light of the complex scenario described
above, we find various calls for action that consider the teacher’s role as undergoing a serious
crisis (see, Tenti Fanfani, 2004; Howard et al, 2016; Sutcher et al, 2016). This crisis takes different
forms and includes notions such as teacher shortage, burnout and attrition that apply generally
to the teaching profession and, in some contexts, specifically to English language teaching.

On the one hand, more is expected of teachers than before (e.g. developing students’ social
and cognitive skills, being up to date with technological and disciplinary advances, engaging
in action research, being up to date with methodological innovations and assessing their
pertinence, etc.). These duties have not simply been added to existing ones, but the role appears
to require substantive transformation in the light of contextual changes (see UNESCO-OREALC,
2013b; Livingston & Flores 2017). Teachers feel they have not received adequate preparation
to take on these new roles, and often feel they are being asked to do things that should not be
their responsibility. On the other hand, aspiring teachers’ educational and social backgrounds
appear to be weaker (Vaillant & Rossel, 2006) and their performance under increasing stress.
These concerns have led to numerous calls and some action towards teacher education reform
and new programmes of certification (see Navarro and Verdisco, 2000; Ducoing Watty, 2013;
Bruns and Lugue, 2014 among others; as well as a number of reports with recommendations for
reform policy: UNESCO-OREALC, 2013a, 2013b, 2016). These reports present the complexity and
diversity of situations that exist in the region as regards teacher education.

Teacher education courses are supposed to prepare teachers, not for the present, but to be
ready to cope with the needs of a future that we expect to be vastly different from the present.
This implies a disciplinary knowledge base that is essential but, and this is clearly different from
what was expected in the past, a set of skills and competences that are also distinct (see European
Commission, 2013; Puryear, 2015). In the case of language teachers, the discipline is both content
and means, so linguistic proficiency is a key component (see Banfi and Rettaroli, 2008; Banfi,
Rettaroli and Moreno, 2016) however, the levels of proficiency vary quite considerably across
countries, systems and institutions and there is often a lack of clear parameters applied to define
the expected entry and exit levels of proficiency. New conceptions of language should also be
taken on board within the programmes to develop. Following the work on World Englishes or
Kachru's (1992) concentric circles and English as a Global Language (Crystal, 2007), discussion
has now shifted to focus on what aspects of language should actually be taught to future
teachers (see English for teaching (Freeman et al, 2015)). New language uses, particularly those
embedded in technologically driven environments, will probably grow in relevance. Intercultural
communication is another specific component that has acquired increased relevance in teacher
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education. Teachers need sufficient linguistic and cultural knowledge and ability to carry out
their task and to continue learning. However, this is not enough. It is clear we need to educate
teachers who can contribute to the future employability and development of their students (on
future jobs, see World Economic Forum, 2016), but we also know that the instrumental side
of language learning is a necessary but insufficient dimension. Students need to be prepared
to deal with global challenges and to do this they need 215t century skills (Schleicher, 2012;
Trilling and Fadel, 2009). Some organisations have started working towards the evaluation of
student outcomes that contemplate the global dimension of education (e.g. Global Cities, 2017).
Teachers should be capable of making use of a range of resources (e.g. curricula, teaching
resources, etc.) to generate the conditions in which students can learn and develop. To this end,
they need to resort to pedagogical and methodological notions and skills developed as part
of their course. Teachers should be prepared to work collaboratively with others and have the
initiative and skills to plan their autonomous continuous learning. In spite of the increasing wealth
of resources available to scaffold the teaching of English, this does not appear to be reflected in
learning results, as eloquently put by Wedell (2011):

New English curriculum documents and teaching materials proliferate in state education
systems worldwide. English has become a compulsory subject for ever more years of basic
schooling. High stakes English tests are increasingly important gate-keepers for entry to higher
levels of education. Although there has been massive human and financial investment in such
initiatives, outcomes to date have often been disappointing. Reports suggest that there are
relatively few state school classrooms anywhere in which most learners are developing a useable
knowledge of English. (Wedell, 2011: p 3)

So, many consider teacher education to be the key to solving this conundrum and they seek
to implement teacher education reforms. In fact, some teacher education reform initiatives have
been implemented in different countries of the region, albeit, with mixed results. In many cases,
where there is an extensive tradition of English language education in place, reform does not
impact practice much beyond the formal (e.g. change in the name of subjects, new groupings
of subjects, etc.) and course updating is left up to individual teacher educators. Furthermore,
since there is an imperative not to do away with any content, partly owing to a fear that this
may lead to the loss of teacher educator positions, curricular reform often involves the addition
of contents and courses with nothing being removed, in the form of genealogical layers, which
yields excessively long and dense courses that students have difficulty in completing, thus
further worsening teacher shortage. At the other end of the spectrum, we find mass certification
systems that function as quick-fix options and which may include short intensive courses plus
a foreign certificate and/or an exam that validates prior knowledge and provides access to
teaching positions. Some of these programmes have included online courses for teachers or
scholarships in English-speaking countries (e.g. Programa Inglés Abre Puertas, Colombia Bilingue
and initiatives such as those reported for Peru in de la Puente Gonzalez, 2015). Neither of these
two broad options appears to have hit on lasting, system-wide solutions that can yield teachers
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with the required knowledge and skills and in sufficient numbers to cover the current needs. It
would be interesting if alternatives could be devised through which a more articulated system
of teacher education and certification is put in place that contemplates options such as multiple
entry and exit points, modular curricular structures, recognition of prior experiential learning,
integrated application of the possibilities afforded by technology particularly blended learning
(see Carrier, Damerow, and Bailey, 2017 for examples and discussion), awarding of academic
credit for experience gained on the job, experience while a student, etc. This should allow
individuals who have dropped out of the system to complete partially completed programmes
and provide alternatives for professional development and for building towards higher level
qualifications for those interested in furthering their professional profiles. Courses should be
flexible including optionality in certain areas and allowing for choice and specialisation.

As indicated in the first section of this article, professional development options have vastly
increased in number and variety in the last few decades and teachers in general are more
aware of the need to engage in them (see Banfi, 1997 and Pickering & Gunashekar, 2015). The
difficulties now lie precisely in the plethora of options available and the lack of preparation to
navigate them. The relative quality and pertinence of these activities vary considerably but these
factors are not often transparent to the teachers involved. In any case, given their employment
patterns, teachers often have little time to participate in these activities. What emerges from
analysing the professional development activities undertaken by teachers is that they often lack
direction and can best be described as an unsystematic collection of varied type and quality.

Despite much rhetoric, an area that has not been impacted by reform and which remains
unexplored in teacher education contexts is that of research, both as part of courses and as
a central activity of institutions. This can partially be ascribed to the foundational matrix of the
teacher education colleges but also to their current institutional structure and the educational
background of teacher educators, which does not usually comprise postgraduate education. This
vacancy has a particularly negative effect since many of the innovation projects implemented in
the school system cannot benefit from the input that systematic analysis would generate. Some
general initiatives to foster research, e.g. grants from the Instituto Nacional de Formacion Docente
in Argentina, do not appear to have “takers” in the English language teacher educator community
and, in any case, the results of the research projects carried out are often not published or
shared. There is no repository where teachers can access the research that is conducted, e.g.
as part of postgraduate theses and, therefore, even where the knowledge is generated, the
question of knowledge diffusion is still left unanswered. This is a truly important deficiency,
particularly in those cases where the research is conducted with public funding. Even though
some recent publications have attempted to bridge this gap (e.g. British Council, 2015; Howard
et al, 2016; Kamhi-Stein, Maggioli and Oliveira, 2017), more should be done in this respect and a
network for the region that includes a repository of published works, with content curation input
(see Deschaine and Sharma, 2015; Ungerer, 2016), would be a very welcome initiative. This is
particularly important in a region where access to publications via libraries is so limited.
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Looking Towards the Future

Although other languages (French, ltalian, Portuguese, German, indigenous and heritage
languages) are taught to some extent in Latin America, particularly in certain contexts, English
is now established as the mostly widely taught language in the region. English is taught for more
years and more hours, to higher levels and, in many cases, it is the only language available when
it comes to learning an additional language. As in many other cases around the world, this has
placed unprecedented pressure on teacher education organisations (colleges and universities)
and on policymakers to generate the conditions to meet this demand. Clearly this is not something
that can be done overnight: preparing teachers is a process that takes time, particularly in the
case of language teachers where there is a language proficiency requirement as well as the more
general pedagogical requirements. This conundrum is compounded by other factors such as
the incorporation of requirements to comply with general educational reforms, the lower social
status granted to the teaching profession, the increased levels of expectations of teachers in
terms of skills, remunerations that do not match in amount or kind the expected functions, etc.
These factors combined, rather than generating a flexible structure for teacher education and
professional development that contemplates ideas, such as accreditation of prior experiential
learning, flexible forms of delivery, intermediate certifications, specialisation options, to mention
only a few options, yield systems that have become more rigid, and, in turn, become obstacles
in themselves. This situation translates into increased teacher shortage, burnout and attrition,
something certainly not unique to the region (e.g. Mason and Poyatos Matos, 2015; Sutcher et
al, 2016; Foster, 2018). A feature that is specific to the region is the lack of reliable, consistent
longitudinal data and substantive research in the area that could serve to better understand the
vacancies and identify possible solutions.

Perhaps the most challenging area to consider when planning future configurations are
those extended teacher education programmes that include many subjects and many more
hours than before, in the hope that they will cover all the possible contents and skills teachers
might need, while becoming so disproportionately demanding that students often drop out or
take an exceedingly long time to graduate. An alternative to this situation would be to adopt
a more modular approach to the design of teacher education programmes (with equivalent if
not equal content), where students can take alternate routes to graduation, obtain intermediate
qualifications, follow paths of specialisation in areas of their interest, etc. These programmes
would ideally contemplate multiple entry and exit points where individual paths could be
considered, within higher education and as practising teachers, and plans could be designed to
complement and develop their skills and knowledge. To make all this feasible, certain agreements
need to be arrived at among specialists as to what the core / foundation knowledge and skills
should be, and what possible specialisation paths can be. Some of these activities may build
towards a degree, others part of professional development activities, and yet others may build
towards a postgraduate certificate or degree
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The increasingly complex English language teaching reality requires increasingly creative
approaches to teaching English, particularly in an education system which has to take into
account the following:

* the challenges of universal provision;

* an interdisciplinary approach that aims to develop problem solving skills, taking stock of
the heterogeneity of the teaching context, such as languages, motivation, purposes, needs,
expectations, aims, among others (Cenoz and Gorter, 2015);

* the challenges associated with dealing with diverse situations and finding locally pertinent
solutions (what is politically and socially viable in each case);

= considering the participation of all stakeholders and establishing clear forms of interaction,
acknowledging asymmetry of relationships, generating situations that foster synergy (see, for
example, Brovetto 2017).

To this end, it is necessary to generate capacity building for different roles and leadership
positions, as well as on issues concerning the capacities required for the observation, supervision
and assessment of teachers, and to evaluate the management of change (Schleicher, 2012;
Bolitho, 2013; Kiely, 2012).

When considering options for teacher development and specialisation, teachers will need
the skills to plan the activities they engage in and should bear in mind a balance of professional
development, life skills, academic development and networking (such as the programme
proposed by The School of Interdisciplinary and Graduate Studies of the University of Louiseville,
(see Cassuto, 2015)). Networks are a particularly powerful tool which is often underexploited
in professional development as well as knowledge diffusion in general (Ernst and Kim, 2001).
Individuals can participate in personal learning networks, communities of practice. Professional
learning communities and the institutions these individuals participate in can also be part of
institutional networks, which would yield some kind of multi-layered network. Needless to say,
professional development within networks should foster open, collaborative exchange. And
this is where the multi-employment of teachers further complicates things. The professional
development activities provided by the different organisations are measured by different
yardsticks for the different roles/jobs people have, so individuals schizophrenically try to do it all.
And here is where the notion of content curation could play an important part in years to come.

Specifically, where teacher education is concerned, for innovation to be implemented
successfully given current circumstances, the following should be taken into account:

* take stock of reality and base policy decisions on a clear analysis of the challenges;

 provide incentives to attract future teachers (monetary and other);

* generate the conditions for the creation of teacher and institutional networks so that they can
learn from each other’s experience;

 adapt rather than adopt others’ solutions (Hayes, 2012; Murray and Christison, 2012);

* find common-ground and generate synergy among stakeholders;
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 focus on the educational nature of language teaching;

* promote modular teacher education programmes;

* provide better (rather than more) teacher education for future teachers; and

* involve academics, teachers and students and other stakeholders in the planning and
implementation of policy, with clearly defined roles.
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3.1 Argentina: Strategies for Achieving Quality English
Learning in Rural Areas

Hugo Alberto Labate
Ministry of Education, Argentina

Abstract

The opportunities for learning English in rural settings in Argentina suffer from a
limited offer of qualified teachers to deliver face-to-face classes to students in multi-
grade groups, and the incentives for increasing this number are scarce. Economic
sustainability of the face-to-face model is also problematic. To comply with the law
and the national policy objectives in education, a new approach is needed, based
on a combination of technology and people, that is culturally appropriate for the
rural setting. This article intends to describe the current situation and propose a
feasible strategy for improvement. The article is organised into five sections. In the
first one a brief overview of the situation for English as a second language teaching
(ESLT) in Argentina is given; the second section describes particular challenges of
ESLT, and specifically English, in rural settings; the third section outlines a policy
proposal for improving the teaching status of English in dispersed rural schools;
the fourth section describes desirable pedagogical features for a pilot programme;
the last section refers to policy dialogue as the key strategy for achieving local
commitment and sustainability of implementation.

Keywords: Argentina, rural areas, English teaching as a second language.
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English as a Second Language Teaching in Argentina, an Overview
Bein (n.d.) describes the situation of second language teaching in Argentina during the first half of
the 20th century, pointing out that French was taught in official secondary schools for four years,
while English was taught simultaneously with French for three years, Italian being an alternative to
English for a few schools. In 1942, a reform of the curriculum for the national schools supressed the
simultaneous study of two foreign languages, reinforcing the teaching of English. The new curriculum
structure included three years of English plus two years of French or Italian, a situation that lasted
until 1988, when the teaching of only one foreign language was made compulsory during the five
years of secondary school. Since then, English has been the preferred choice for schools, while the
teaching of other modern languages has slowly diminished (see e.g., Pozzo, 2009; Carbonetti, 2015).
The Federal Education Act passed in 1993 established compulsory education up to grade 9,
and defined the federal level as the place of discussion to achieve curriculum consensus for the
whole country. In the process of agreement that ensued, the teaching of one foreign language
was established as mandatory for secondary schools, opening the possibility for provinces to
start teaching the target language in primary. The emphasis was put on English (Argentina -
Acuerdo Marco de Lenguas Extranjeras, 1997), partially as an answer to the findings of a wide
study involving different social stakeholders that showed families and employers were mostly
in favour of English as a target language for economic competitiveness and job opportunities
(Argentina - Fuentes para la Transformacion Curricular, 1997). The federal agreement defined
a framework including a gradual goal to provide three successive levels of foreign language,
two of which had to be English. Each level included a set of increasingly complex attainment
targets to be achieved after three years of teaching; the first level meant to initiate students in
oral and written communication through the reception and production of oral and written texts
with a linear structure, including some literary resources. The second level intended to develop
communication through the understanding and production of complex oral and written texts,
literary and non-literary, implying the resolution of communicative tasks. The third level aimed at
promoting the development of comprehension and critical analysis of a wide range of authentic
oral and written discourses. In the production tasks, a reasonable degree of fluency and accuracy
is expected, in terms of the relative success or failure to achieve the communicational purpose.
The provinces were expected to choose if they wanted to implement level one starting from
primary at ages six, nine, or in secondary at age 12, depending on their availability of resources.
The provinces were expected to choose if they wanted to implement level one starting from
primary at ages six, nine, or in secondary at age 12, depending on their availability of resources.
The National Education Act, passed in 2006, established as compulsory the finalisation of
the upper secondary level, up to the age of 18. As a result, there has been growing pressure to
expand the school system in terms of the number of students and teachers, especially for the
higher courses of secondary.
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The current agreement on teaching content and learning outcomes (Argentina - Nlcleos de
Aprendizajes Priorizados, 2012) redressed the former emphasis on English by advocating a more
plurilingual and pluricultural approach. Although any second language can be selected at the
schools depending on the availability of teachers, the demand for English has not been diminished.
Table 1 shows that any second language (L2) can be taught in order to achieve up to four levels of
proficiency, depending on the age at which instruction is started.

Table 1. Possible trajectories for ESLT in Argentina

—
Level 1
Level 2 Level 1
Level 3 Level 2 Level 1
blehesileel Level 4 Level 3 Level 2 Level 1

achieved

Source: Adapted from Ndcleos de Aprendizajes Priorizados — Lenguas Extranjeras, 2012.

For example, in the skill of reading, students are expected to process increasingly complex
texts in each successive level:

* Level 1: Reading of instructions with the help or hint of icons or other visual support, used as a
principal reference in a first instance, and later only as secondary support of the written word.

* Level 2: Global or fragment reading in varied text styles, with different communicational
purposes: short narrative, descriptive and instructive texts related to everyday situations and
to curriculum topics such as brochures, invitation letters, cartoons, lists of sequential tasks.

* Level 3: Global or fragment reading of varied text styles, e.g. news articles, short stories, instructions
with different communicational purposes; sustained reading of fiction and non-fiction in several
styles on topics of general interest and related to other subjects’ content.

* Level 4: Critical reading of texts in varied styles, related to the specialised subject content in
instances of integrated learning of content and second languages.

Teaching a Second Language in Rural Contexts

The increased demand for English teachers emerging from successive expansion of compulsory
schooling has not yet been met, and the same is happening for other subjects, e.g. ICT or sciences

72



@@ BRITISH
@@ COUNCIL

like physics and chemistry. The number of teacher training institutions and/or the number of
graduate teachers has been slowly increasing, but not at the desired speed. This situation,
combined with the low salary incentives and working conditions in the teaching profession,
leads to not having enough qualified teachers to satisfy the growing number of school courses.
It is already quite difficult to cover the required teaching positions for English in small cities,
and the situation for rural schools is even worse. Rural schools teach the same curriculum as
urban schools; however, the possibility of finding an English teacher that wants to work in the
rural context, especially in schools far removed from cities, is limited. This is because under the
current curriculum structure they would need to travel long distances and be many days away
from home to teach reduced numbers of students, as Vallejos (2016) aptly describes.

There is not enough research conducted in Argentina regarding the comparative quality of
English learning in different contexts, but as one can surmise by parallel studies in Chile (Arriagada,
2016), rural students probably experience a delay in their learning of English compared to their urban
peers. This due to causes such as the lack of quality English oral input. Even in the best scenarios, the
students are taught English using Spanish as the language of instruction when organising activities
or explaining concepts, thereby reducing the level of exposure of students to pronunciation models.

Although there is not a national definition of linguistic policy in the sense of Aroux (2011),
the current formulation of the medium-term national education policy (Plan Argentina Ensefa y
Aprende, 2016) has emphasised three main policy guidelines that could be construed as a general
framework for improving the teaching of foreign languages: (a) innovation and technology, (b)
context-based policies, and (c) evaluation and information-based decision making. Arising from
this, the policy guideline 1.1.4 proposes: “Implementation of context-based socio-educative and
pedagogic strategies to guarantee the course and advancement of students in compulsory
education, including specific proposals for population in rural areas, communities speaking
indigenous languages, or those students in vulnerable situations, or with health problems,
disabilities or serving time in prisons.” And guideline 1.1.7 states there should be: “Promotion
of new institutional and pedagogic formats and arrangements suitable to diverse educational
trajectories, life situations and educational contexts”.

A specific challenge to satisfy the right to a quality education lies in fulfilling the achievement
gap in second language learning in rural areas. The approach used to cover this gap should make
best use of the available technological advances, be adequate for the rural school environment,
be acceptable by the communities as a good alternative to traditional face-to-face classes, and be
productive in terms of reaching the desired level of English language competence established by
the curriculum at the federal level, including adaptations to local curriculum objectives.

Policy Proposal

Objective: Provide high-quality opportunities to learn English in the rural setting, enabling
students to achieve at least the learning outcomes specified at federal levels one and two
through a flexible pedagogical alternative to face-to-face teaching, that is at the same time able
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to strengthen the links with the cultural identity of the local community, enabling students to
relate to their family and the local environment.

1. oral understanding,

.reading,

.oral production,

. writing,

.reflection on the target language, and

. intercultural reflection.

o hWN

The pedagogical alternative should help students achieve the six competencies established
for the learning of any second language:
To ensure suitability and feasibility of scaling up, the proposed alternative should be viable
and productive in multi-grade settings, including:
* an embedded process of local agreement with early adopting schools, and monitoring of
results;
* a combined use of ICT, on-line and off-line;
* participation and capacity building of local teachers (not specialised in teaching English); and
* a simultaneous development of foreign language competence and cultural enrichment.

Achieving the agreement of the provincial education ministries is crucial to achieve
a successful alternative, as the implementation must be local. Schools are financed and
administered by the provinces and are regulated by the norms and regulations produced by
their own ministries, so the first step is to develop a concrete project that can be discussed with
the provincial stakeholders: ministries who are to finance the implementation, teacher training
institutes that will provide training and support to local teachers and school principals who must
organise the classroom space in different ways and promote the use of ICT.

The use of ICT is dependent on local infrastructure. Not all locations in Argentina enjoy access to
broadband Internet to allow the use of sophisticated virtual-classroom settings or web-conferencing
services. It is much more usual to have limited connectivity. In this light, models like the Uruguayan
Ceibal en Inglés, based on native speakers teaching students via teleconference (http://ingles.
ceibal.edu.uy/) are interesting for benchmarking, but not deemed feasible in Argentina because of
issues of cost and broadband requirements. Even though satellite connectivity might be a solution
in the near future, it is not currently available at reasonable prices.

Desirable Pedagogical Features

Some features of an innovative programme that could lead to an easier implementation and

success are required to avoid current bottlenecks.

1.A mix of interaction styles: To be innovative, virtual environments should not reproduce the
organisational structures of face-to-face systems, based on sharing the lesson time simultaneously
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between students and teachers inside a physical classroom. A suitable combination must be found
between synchronous on-line interactions, e.g. chat, videoconferencing, webcam sessions; and
asynchronous activities that can be performed by students alone or in groups, during the school
hours or later at home, e.g. reading, watching movies or TV shows, group work, discussion forums,
e-mail or static platform activities.

2. A mix of support materials: Written and digital, audio, images and booklets must be prepared
to ensure a diverse exposure of students to good samples of oral and written English, as well
as to cultural aspects related to English-speaking societies.

3. Local facilitators: Usually the Spanish teacher or the school coordinator, need to be trained
to perform new roles, as they should work as organisers of the students’ activity and monitor
progress, even when they are not English teachers. Therefore, the materials should offer easy
keys to enable the supervision of students’ tasks and help facilitators to conduct listening
and reading exercises through sequential activities, including pre-listening and pre-reading to
written and audio-visual texts. It should be also a way to increase the teaching competence
of facilitators and their own level of English.

4. Remote teachers: Their role is to follow students’ activities on the platform, act as role models
for oral interaction, either on-line or off-line, assess students’ progress and give feedback to
students and to the local facilitators, who might not be confident enough about their use of
English to provide feedback by themselves.

5. Exchanges with students of other schools: A series of these exchanges in the same area
or even with foreign students could be mediated by telephone or video chat, following
communication protocols, to stimulate authentic oral interaction between students.

6. Alternative assessment: Instances of assessment based on student portfolios need to include
short learning products and a more substantial final piece of work to be revised by the remote
teachers. The results should be combined with the opinion of the local facilitators regarding
the learning process of each individual student, allowing a feedback session.

Policy Dialogue for Implementation
After the model is developed technically as a prototype, several actors must be included in
discussions to facilitate implementation.

1. The model might be better accepted if teacher unions see the proposal as a way to improve
education without reducing the number of teaching jobs and give more opportunities to
increase training of local teachers.

2. Local facilitators need to perceive the project as an opportunity to improve their professional
skills, and not as an additional workload. A reasonable compensation scheme should be
provided to ensure that the effort is seen as paid work.

3. Community leaders and school parents might need to understand better the new learning model
as a tool to give their children better opportunities to learn and understand the world around
them, and avoid fears regarding the possibility of “losing” their children to foreign influences.
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4.School authorities at different levels might need to reflect on the strategies employed in
the project to facilitate specific school regulations regarding new teaching and assessment
formats.

5. Technical teams need to be working on extending connectivity. The teams depend on the
National Ministry of Education as the coordinating and financing agency to provide hardware
and connectivity, but they must also evaluate the local feasibility of extending broadband
coverage to schools chosen by the provincial authorities.

A reasonable scale for a pilot implementation could reach from 10 to 20 rural schools, in at
least two regions of the country with different characteristics. This would allow for the training
of local facilitators and remote teachers in the use of the materials, including the development
of monitoring actions aimed at assessing the improvement in the students’ competency in oral
and written English when compared to students in similar schools that use other strategies for
the teaching of English.

Conclusions and Recommendations

To develop a model programme for improving English learning in rural contexts, an understanding

of the local conditions is needed, but most important is that the mindset of the meaning of

“good learning opportunities” should be open to new alternatives that make the best available

combination of people and ICT.
In this regard, policymakers who are seeking to improve the status of English teaching in remote

zones where the availability of teachers is the key issue, could consider the following:

1. Producing a diagnostic of learning needs, avoiding its automatic translation into a need for
qualified teaching posts.

2. After learning needs are identified, learning opportunities can be designed using the best
combination of available teaching resources and ICT.

3.To ensure implementation, the programme should not rely on sophisticated technological
tools, but on an intelligent, hybrid combination of existing and easily accessible technologies
(laptops, cell phones, social media).

4.The implementation steps require coordination between the national and local education
authorities, and dialogue with target communities.

5. The dimensions of cost, easiness of use, potential for scaling up, cultural suitability must be
taken into consideration.
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3.2 Initial Teacher Training of English Teachers in Latin America: the
Case of Buenos Aires Province

Maria Laura Roldan
Ministry of Education, Buenos Aires Province, Argentina

Abstract

This article aims to contribute to the knowledge and analysis of the initial teacher training of English
teachers in Latin America, taking as an example the Buenos Aires Province. The intention of this
article is to illustrate the effects the teacher training proposal has on the provincial and national
reality, specifically highlighting the importance of the context (the provincial education system).
The innovative curricular design led by English teachers in the Buenos Aires province, devised to
improve the quality of English teaching in the area, will be taken into consideration. English as a
second language is understood in this article not only as the knowledge of the disciplinary subject,
but at the same time, a subject that encourages deeper knowledge of students’ mother tongue and
activates higher order thinking skills. Based on this fact, it is indispensable to design and implement
teacher training policies focused on the educational development of students through quality
teaching.

Keywords: Argentina, English teacher training.

Educational Policy of the Province related to Initial Teacher Training

The Buenos Aires province is the most populated province of the Argentine Republic, it represents
approximately 38% of the country in reference to the number of inhabitants. Its wide territory, the
diversity of its population, the heterogeneity of its cultural products and its extended educational
system, make it a jurisdiction with wide projection and participation in the national educational
policy, taking into account its varied local nuances. In this context, the importance of our own
educational policies and their effects at the national level can be understood, especially taking
into account the autonomy that the federal system of government grants to jurisdictions in training
decisions and specifically in curricula.
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With respect to the curriculum, there are two fundamental aspects to consider in training of
teachers: Firstly, since the enactment of the National Education Law N° 26.206, created by the
Teacher Training Institute in order to regulate teacher training throughout the national territory, the
provinces must address a greater articulation with other jurisdictions to facilitate a teaching profile
with common bases. That is why resolution N° 24/07 of the Federal Council of Education establishes
the “National Curricular Guidelines for Initial Teacher Training” that aims to grant “integration,
congruence and complementarity to initial training, ensuring levels of training and equivalent results
in the different jurisdictions” (article 6). Secondly, in the same resolution, article 20.2 states that it
is expected that “each jurisdiction can elaborate the pertinent and culturally relevant curricular
designs for its educational offer, based on the National Guidelines, and considering a margin of
flexibility for the development of proposals and actions of local institutional definition “.

English teachers have a significant importance within the education system of the Buenos
Aires Province. Teachers are present throughout all levels of compulsory education: a path that
extends for a total of nine years of study (three years of English at the primary level and six years
at the secondary level). There are some instances where the teaching of English is extended even
further, for example: full-time schools, academic units, higher secondary education with orientation
in foreign languages and the extra-curricular proposals of multilingual privately-managed schools.
This broad spectrum of coverage, gives the state responsibility to train people who can perform their
teaching tasks at the various mandatory levels with a solid disciplinary and pedagogical training.
This is why the space of teacher training as the appropriate environment for the appropriation
of disciplinary knowledge is necessary in order to promote proactive practice that allows us to
understand the complexity of the task of teaching and tends to the design of intervention devices
appropriate to the multiple and changing educational contexts.

All'in all, taking into consideration that the impact of ELT accompanies the students’ learning path
for a decade and that usage scenarios are the ones that provide the speaker with the knowledge
and the skills to become a fluent speaker and writer, the purpose of an English teacher must be to
generate situations that favour the social practices of the language.

Focusing on and revising the way English teachers are trained at the higher education level
is a central and unavoidable task for the educational policy.

The Provincial Law of Education N° 13688/07, aligned with the National Law of Education N°
26206/06, proposes reappraising teacher training as a central and strategic factor to improving
educational quality. It establishes education as a priority and “as a state policy to build a fair
society, reaffirm national sovereignty and identity, deepen democratic and republican citizenship,
respect human rights and basic liberties, and reinforce the sustainable social and economic
development of the province within the nation.”

In particular, higher education aims at developing in the future teachers, the skills and knowledge
necessary to work in the different levels and types of schools in accordance with the diversity of the
province’s educational system, and issues licenses to teach. For that reason initial teacher training is
necessary in order to train responsible teachers who can take on the role of conveyors of knowledge.
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There is a long journey to become an English teacher. The journey begins with the training
process and ends with the taking up of teaching posts. In such a journey the support given
to the incoming English teachers is fundamental. One of the outstanding innovations of the
formative quality approach, is to take into account the diverse conditions of entrance of the
trainee teachers. Mentoring trainee teachers is not yet a public policy in the province but its
importance is acknowledged as a tool for the improvement of the academic performance of the
future teachers.

The mastery of English, as a basic tool of global society and as a mechanism to improve
cognitive skills, is an area of knowledge that is intermingled with social practices that go beyond
compulsory education: in many cases the language is studied outside the formal compulsory
education system. This means that some trainees, at the beginning of their higher education,
have a background of prior knowledge of the language whereas others do not. This diversity of
situations has led to the state maintaining a policy of admitting potential English teachers with
two differentiated processes that take into account the differences in language skills presented
by incoming trainees.

Thefirstway of becoming an Englishteacheristo carry outa “basictraining course”that enables
potential trainee teachers to access the construction of specific competences of language in use
to ensure the necessary standards for their academic development. The objective of this course
is to enable those who choose to train as English teachers, the acquisition of the communicative
skills required for entry into the teacher training course. This course is annual, with a workload of
eight hours per week. Applicants who have completed secondary education or students in the
last year of that level can be incorporated into this modality. Among the aspects to be achieved
are the comprehension of a text in the English language, oral and written narration of situations
that allow us to evaluate the language in use, the ability to use simple daily life conversations
fluently and with mostly correct phonetic, lexical and grammatical usage.

As a second entry option, applicants can take a “basic training test”, in which they prove they
have already mastered the competences of the basic training course through level assessments.
The applicants who pass this test can enter directly onto the teacher training course without the
need to take the initial basic training course. This evaluation is designed in recognition of the fact
that some applicants may have already acquired the required knowledge to enter into English
teacher training from their previous studies or situations.

Regardless of the way candidates enter, teacher training colleges are organized considering
the language as an object of study, as an intercultural communicative competence, and as an
tool for the construction of the teacher’s tasks. Therefore, the degree focuses its pedagogical
proposal on an integrated vision of foreign languages with three specific perspectives:

1. Language and speaking: centred on phonetics and the language lab, that means working on
and with English.

2. Language and writing: the language is systematized through a reflexive use of grammar, which
is then turned into the object of study.
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3. Language and culture: its contents work with the historical and cultural dimension of the
language. This is now a way to study and access the culture, and an instrument to analyse
writing and speaking.

Working on these skills promotes an efficient communicative performance (this means using
the different linguistic and non-linguistic codes properly), in varied communicative contexts and
with different degrees of formality in oral and written performances.

The programme of studies at English teacher training colleges is based on the assumption
that those contents make sense in a systematic programme of teaching practices - social and
historic experiences full of significance and tradition linked to the classroom practice in a specific
context. In this sense, it is important to develop some kind of programme of teachers’ work
and tasks, from the first to the last year of the course. These tasks are organized by having
different periods of immersion at primary and secondary schools, individually or in groups, until
the trainee teacher can take full responsibility for the teacher’'s work in all areas of professional
practice. Through this process, the trainees go from observation, fieldwork, supervised practices,
and finally to professional practices.

Challenges Ahead

It is possible to come to certain preliminary conclusions on how the teaching and learning of ESL in
the Buenos Aires Province’s educational system brings together an educational policy that is based
on the initial focus given to the training of teachers responsible for teaching at different levels. On
the one hand, the public policy actions exposed, focus on the disciplinary construction and the
demands of the mandatory education levels of the system. On the other hand, on strengthening the
training of teachers at a higher education level, as future teaching professionals.

The complexity of the construction of the training processes, that are linked with deep
structures of thought, generate (or can generate) within the educational system, a paradox that
can be seen in the problem regarding the accreditation of knowledge. Thus, the initial teacher
training of an English teacher in the provincial education system of Buenos Aires, places a strain
when approaching the foreign language with rigour and specificity and creates problems in
relation to the formal accreditation and evaluation.

The complexity of the construction of these processes, that are linked with deep structures
of thought generate (or can generate) within the educational system, a paradox that can be
seen in the problem regarding the accreditation of knowledge. Thus, the initial teacher training
of an English teacher in the provincial education system of Buenos Aires, places a strain when
approaching the foreign language with rigour and specificity and even when it contributes to the

8. Diagnostic evaluation of the 4th year students of different subject teachers among which the English teacher was
selected. This evaluation aims to provide elements for a diagnosis of initial teacher training at the national level in
order to provide feedback on teacher training policies.

9. Federal Council of Education, Resolution No. 285/16
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mental and maturity processes of students, at the same time it creates problems in relation to the
formal accreditation and evaluation.

In order to update and improve teacher training, it is considered necessary not only to
analyse the training proposals in terms of content and pedagogical foundations, but also to
consider the implementation of certain evaluation devices that contribute to providing valuable
information. The National Strategic Plan 2016-2021 “Argentina Ensefna y Aprende™® (Argentina
Teach and Learn) of education and national sports, establishes within its axes the objective
to train new teachers with specific knowledge and skills to guarantee the promotion of quality
learning and the inclusion of students. Initial teacher training is intended to prioritise in the
teaching profession the strengthening of teaching practices systemically at all levels and in
all educational methods. In this framework of political-pedagogical guidelines, on October 31,
2017, the evaluation operation “Ensefiar™® (Teach) was implemented throughout the national
territory. In the Buenos Aires province it acquires a double importance, to provide elements for
the evaluation of the policy implemented in relation to the hierarchy of the initial teacher training
and, fundamentally, to accompany the renewal of the curricular designs devised by the teachers
and planned for use by the future generations of trainees.

In this context of curricular renewal, two political decisions of the jurisdiction can form the
basis of an advance in the design of a comprehensive policy of language teaching and teacher
training in the area. In the first place, the revision of current curriculum with the incorporation
of curricular prescriptions that incorporate teaching strategies with innovative technological
support and promote inclusion. Secondly, to establish English teacher training beyond the
discipline, but as a basic tool that allows access to other ways of learning.

The challenges seem to continue on the path of defining, not only in the jurisdiction but also
in the sphere of national education, where English education is placed on the public educational
agenda. This article explained the training proposal of the Buenos Aires Province, in relation to the
decisions that affect the initial training of English teachers. However, designing a comprehensive
policy of teaching English must be much broader and must also include other aspects including
the continuous training of teachers and the insertion of language in each area of education.
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Abstract

This article presents an overview of the major changes that have taken place in Venezuela since
2013 regarding the teaching of English as a second language in the public sector. It focuses
on the policies this country is implementing to incorporate English as a compulsory subject in
primary school and to increase its allocated time in secondary schools; to increase the number of
teachers of English and to improve their practice; and to create teaching material for secondary
and primary education. This broad policy overview aims to facilitate assessment of the impact of
specific policies, particularly those of teacher training at the undergraduate and graduate level,
as well those designed to strengthen the role of English in promoting social justice, as other
authors analyse in other chapters dedicated to Venezuela. After providing an overview of this
country’s education system to show the context in which these policies are implemented, we
argue that, despite positive results, the most important challenge for sustained implementation is
the political tension that exists in the country.

Keywords: Teacher training, Venezuela, British Council.

Background and Relevance

The teaching of English in Venezuela has a long history, it started with the creation of the first
university with the teaching of foreign languages. However, the training of teachers of English
at university level didn't start until the 1940s (Lépez de D’Amico, 2010). In the twentieth century,
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English became a compulsory subject in state education at secondary level. English was not
officially included at primary level until 2007, however despite the fact this was a national policy, it
was not applied nationwide (e.g., Zeuch & Gregson, 2015). So, English has been an official subject
at secondary level for several decades, however the results were poor as the literature indicates
that students did not know much English after five years of secondary-level study (Plata, 2006).
The variables that have been mentioned in the literature are many: not enough teachers of English,
limited resources and access to textbooks, few hours in the schedule dedicated to English (in
the past, time allocation was four hours weekly for the first year and three hours per week for
the following years), relevance of the teacher training syllabus and the pedagogical approach to
teaching English in upper secondary school (e.g., Beke, 2015; Lopez de D’Amico, 2015).

Major changes in the education system started to occur from 2013, after the national survey
for quality education (Ministerio del Poder Popular para la Educacion, 2014). Particularly for the
English language, it was evident once more that there was a lack of English teachers to work
at secondary level. The survey also identified, amongst other things, that it was necessary to
contextualise the content and review pedagogical practice and to recognise the importance of
starting to teach English from primary level. These findings made possible some major changes
and transformations, that are explained in the following section.

Before doing so, it is important to understand the context, particularly some aspects related to
the country and the education system. Venezuela has a population of 30 million people in a territory
of 916,445 km2 (353,841 sqg. mi); the political distribution is of 23 states and a capital district. The
official languages are Spanish and indigenous languages, and its main resources are oil, gas and
water. The national education system includes basic education (initial, primary and secondary) and
university education (undergraduate and graduate levels), it is structured as follows:

* initial education:1st period: 0 — 3 years old; 2nd period: 4 — 6 years old;
* primary school: 1st period: Years 1 — 3; 2nd period: years 4 — 6;
* secondary and technical education: secondary education: years 1 —5; or technical education:

years 1 —6;

* university level: a five-year course of study, but it is changing to four years.

It is worth noting, that in the area of teacher training there are two types of degree: profesor
(teacher training college) or licenciado (faculty of education within a university). Both of them
have the same legal status.

Approach

To achieve the desired goals, these goals needed to be promoted by the Ministry of Popular
Power for Education (MPPE), as we have a national policy for education. Besides, all the individual
efforts that were initiated to support the teaching of English in basic education

1. To incorporate the English language as a compulsory subject in primary school

2. To increase the number of teachers of English.
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3. To improve the practice of teachers in service.
4.To increase the number of hours dedicated to English in secondary schools.
5.To create teaching material for secondary and primary education.

Those fives aspects became goals of the MPPE and they have been implemented at different
moments. The changes started at secondary level as, according to the national survey for quality
education, in general terms, that level demanded immediate attention. The secondary level text books
for English as a foreign language became part of the Coleccion Bicentenario (Bicentennial Collection)
in late 2013; the latter includes the text books for all school subjects from primary to secondary level.

The MPPE together with the Ministry for University Education, Science and Technology
(MPPEUCT) agreed to a special training course for in-service teachers and other university
graduate who wanted to become teachers of English. In Venezuela that programme is called
professionalisation. It represents two years of study (because participants are already graduates)
and it is part of what is called Micro Mision Simon Rodriguez (MMSR). The latter serves several
subject areas and English is one of them. The universities do not train enough teachers of English,
so the special MMSR programme was created. Nationwide, 1,282 participants started the English
programme in February 2015. English is the area that had the fewest participants. The important
part of this approach is that there were groups in every state. This is particularly important as in
most states there were not university programmes dedicated to the training of English teachers.

A strategic alliance with the British Council allowed the MPPE to provide several services
that have been for the benefit of the teaching of English in the state education system. The
British Council provided an on-line English course and the APTIS test for all the participants
(trainee teachers) at undergraduate and graduate level. The British Council has also participated
in training the facilitators (in-service teachers) who have been working with all the participants
who are studying to teach at primary or secondary level. The books for primary level are part of
the pilot study that is being implemented in the school year 2017 — 2018.

Results

The five goals presented in the previous section have all been implemented and in addition, some
research was conducted in 2016-2017 to compile data to review how extensively those goals have
been achieved so far. The results are presented in a book published by the British Council and
MPPE (Lopez de D'Amico & Gregson, 2017). The achievements are summarised as follows:

Number of Students Graduating

From the first cohort of the MMSR, 340 students graduated. This is an important number since
the number of teachers that graduate from university courses is typically lower due to insufficient
programmes to train teachers. Due to this positive result and after the recommendation from the
Ministry of Education regarding the need to train more teachers in English after an evaluation it
performed in September, a second cohort will start in January 2018 (Lopez de D'Amico & Gregson,
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2017). Regarding the second cohort, recent data shows that students have already been registered
and there are 6,000 people applying nationwide. At the moment it is meaningful that the teachers
are trained in their own states and they then continue to work in the same areas.

Increase in Hours

Time allocation to English in secondary schools has increased. A pilot study was conducted
during the school year 2015-2016; it was reviewed in 2016-2017 and finally approved as national
policy in 2017 (Gaceta Oficial de la Republica Bolivariana de Venezuela, 2017). In the past,
four hours were dedicated to English classes each week in the first year and three hours in
subsequent years. The increase in hours has been meaningful (see table 1) as it represents an
increase of more than 50% in some cases. While it is too early to claim the results are significant,
it is important to emphasise that teachers have expressed their satisfaction with the change
(Salas, 2017), in large part because teachers expect that this extra time will allow their students
to dedicate more time to practice English.

Table 1. Ministerio del Poder Popular para la Educacion, 2017, p. 6.

w Bolivariano

Areas of Knowledge YEAR1 YEAR2 YEAR3 YEAR4 YEARS
Spanish 4 4 4 4 4
English and other foreign languages 6 6 6 6 4
Mathematics 4 4 4 4 4
Physical Education 6 6 6 6 6
Arts 4 4

Natural Sciences 6 6 - - -
Physics - - 4 4 4
Chemistry = o 4 4 4
Biology - - 4 4 4
Earth Sciences ° ° ° ° 2
Geography, History & Citizenship 6 6 6 4 4
National Sovereignty - - - 2 2
Counselling & Coexistence 2 2 2 2 2
Participation in Groups per area

of interest: Creation, recreation & 6 6 6 6 6
Production

TOTAL 44 44 46 46 46
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New Programmes

For in-service teachers of English, two graduate programmes were offered starting in 2016, both
of them free of charge. On the graduate programme ‘Teaching of English in Primary School’,
900 trainees started in November 2016. At the moment, 600 remain in the programme and they
will present their thesis in February 2018. The other course, Teaching of English as a Foreign
Language’ had 120 teachers start and 59 completed the programme. At the moment, for the
second cohort there are 800 teachers registered. For all other graduate programmes, people
have to pay fees in Venezuela regardless of whether the university is publicly funded or private.
These two courses are an exception as they are part of a programme implemented by the MPPE
in order to support the professional development of teachers in service.

Support
MMSR is an initiative from the MPPE and supported by the British Council. Besides the activities
mentioned before, there has also been support for teachers in service who are not involved in
the MMSR.

Research

Major research was undertaken from 2012 to 2013 in order to look at the state of English teaching
in Venezuela. It was a British Counclil initiative with researchers nationwide and authorities from
the MPPE also participated. Research was carried out about the new initiatives (five goals) of the
MPPE related to the teaching of the English language in the state education system (i.e., Lopez de
D'Amico & Gregson, 2017). A new proposal for research is in place to pilot the use of text books
to teach English in primary education in the school year 2017 - 2018.

The most complex goals are those that included teacher training. Fortunately, with the
MMSR at undergraduate (Programa Nacional de Formacion) and graduate (Programa Nacional
de Formacion Avanzada) level, many more teachers have been trained and there are training
centres in all states of the country (see table 2).

Nobody is forced to study, it is a voluntary process. There should be a maximum of 30
participants per group. Each group should have at least two facilitators. The number of groups
is only limited by the number of facilitators available. In the first cohort there were 61 facilitators
nationwide. Now for the second cohort this number has increased to 120.
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Table 2
ENGLISH TEACHERS TRAINING IN VENEZUELA
© Universities whe_re English © ~mazonas (1) o @ Nueva Esparta
teachers are trained © rosieau }

®
Portuguesa
e Apure @ . @
@ Secondary-school Education O oo o fuarnco © suce
Teachers Training Centers (MPPE)

e Barinas @ Lara @ Tachira

@ Primary-school Education O sover © vera @ Tl

Graduate Programme @ carabobo ® @ Yeracuy

(MPPE - MMSR) e Cojedes ®:|—Mranda ®:|—Zula
° Delta Amacuro @

o
@ Distrito Capital @}
Monagas
9
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Conclusions

The achievements in such a short time (2013 — 2017) are meaningful, particularly because they
are programmes and policies that have been implemented by the MPPE. There is recognition
of the importance of learning English in the basic education system nationwide and important
resources have been allocated and alliances (e.g., MPPE — British Council) established. For
instance, the partnership with the British Council has contributed to ensuring that, on average, at
least 60% of the number of English teachers required in each state is fulfilled. Although certainly
much more work remains to be done, Venezuela is taking significant steps forward to sustain
these efforts, an example of this being the second cohort of the MMSR, which will contribute to
increase the number of English teachers graduating from traditional universities that offer this
degree.

The challenges ahead are many. They range from the continuity of the programme to
train new teachers; using Canaima (laptops) with much more content in English; developing
the English syllabus for primary schools (this is in process); continuing professional training of
teachers in service; achieving better school infrastructure to fulfil the complete schedule in all
schools; and fostering massive changes in a short time through the government sector rather
than the traditional structures at the universities. Nevertheless, the most complex challenge is
represented by the political tensions that sometimes interfere or create obstacles in sustaining
the projects already in place.

Public Policy Recommendations

It is not an easy task to recommend to others what to do with regard to ELT, but there are some

aspects that have worked in Venezuela that are worth highlighting:

1. Making strategic alliances, in this case MPPE and the British Council, to train new teachers
and those in service. It was impossible for the MPPE to take this nationwide approach alone as
we needed support to train facilitators and to work using a cascade structure. In addition, the
British Council wanted to support the teaching of English, particularly with those teachers in
service, but without the permission of the MPPE it was impossible to do so. The implementation
of the APTIS test nationwide facilitated the possibility of having more information about the
level of our English teachers. Another big plus has been the support to develop the pilot study
of the primary level books.

2.To have a nationwide policy or project that is supported by the government authority in
education (e.g., ministry or secretariat) and that adds value to continuing professional
development for teachers. Teachers are motivated to study as this programme will enhance
their curriculum vitae and will also lead to an increase in their salary. Besides, no school
principal will deny permission to any teacher in service to study (to be absent on Fridays) as
it is a programme from the MPPE.

3. Research and academia to support the development of teaching English as a foreign language
in the school system. This has been crucial to demonstrate to the policymakers the need
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to increase the number of hours allocated to English in schools, the relevance of teaching
English at primary level and the need to continue supporting teachers’ development through

continuous education.
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Abstract

As discussed in previous articles, Venezuela has had among its major priorities since 2013 the
incorporation of English as a compulsory subject in state primary schools. While there have
been several successful experiences with this, most of them were without the desired continuity
until 2015, when the Ministry of Education, in partnership with the British Council, started the
National Advanced Training Programme for teachers in state primary schools. As the first cohort
that participated in this training programme has graduated, we deem it relevant to examine the
testimonies of the teachers that participated in order to unravel the significance this programme
had according to them. Focusing on the foreign language as a means to expand linguistic and
comprehensive frames of reference from a perspective of critical and active pedagogy, the
article highlights the effects of the programme on them and on their students.

Keywords: Primary school, English teaching, Micro Mision Simdn Rodriguez, Venezuela.
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Background and Relevance

Nowadays, there are many reasons to learn English, ranging from the understanding of scientific
advances in technology, to it being a powerful communication tool in the world. For this reason,
different countries in Latin America, such as Mexico, Chile, Colombia and others, have decided
to start English teaching at an early age; besides, like many other disciplines, English is easier to
learn when we are younger. Authors such as Lenneberg (1967), cited by Perez (2015), point out
that “before puberty the brain has greater cognitive plasticity to learn a language” (p.16). That is
why the importance of teaching this language in primary schools from the early years arises to
facilitate student learning.

In Venezuela, although the importance of the study of the language is recognised, it is not a
compulsory subject until secondary education (1st to 5th or 6th year). In 2007, in the proposed
policy document of the Bolivarian Educational System, it was suggested that the study of English
should start in the 4th grade of primary education, however this proposal was not implemented. An
interpretation of these policies however, did allow the implementation of some regional initiatives.
In 2014, after a National Educational Quality Consultation, which was a pedagogical political event
that managed to mobilise Venezuelan society to freely express their opinion about educational
aspects, the Ministry of Education devoted the necessary space and attention to teacher training
through national training programmes, specifically for the level of secondary education.

One year later, due to the need to continue teacher training for different levels and
modalities, the Ministry of Education created the National Advanced Training Programmes
where English teaching was incorporated into primary education with the support of the British
Council Venezuela. This national training programme as a whole, is called Micro Mision Simon
Rodriguez (MMSR). It is designed so that the teaching of the language will not be with a specialist
English teacher, but with the normal class teachers. This for two fundamental reasons. Firstly, that
teaching in primary education has specific characteristics, strategies, activities and theories that
support working with children aged between six and 11. In Venezuela, English teachers graduate
to work in university education, and more recently with MMSR, in secondary education with
students from 13 years old. Secondly, children feel more confident and develop a love for the
language if they are working with their normal class teacher. This is the person with whom they
spend time, share, play, talk and laugh every day, so this will strengthen motivation and empathy
in the classroom.

Contextualisation of Teacher Training Related to the Teaching of English
in Primary Schools in Venezuela

Teacher training has been gaining strength because of the need expressed by our teachers
in the National Educational Quality Consultation (2014). More than 53% of teachers wanted to
be trained in another, more didactic approach and to have the opportunity to develop their
potential and attitudes, learning by doing, to reconstruct and innovate through personal and
collective experiences (p.26). This is in keeping with articles 102 and 103 of the Constitution
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of the Bolivarian Republic of Venezuela, that indicate that education is a human right and a
fundamental social duty, being democratic, free and compulsory until the undergraduate level.

However, the MMSR is a pedagogical training programme aimed at professionalising in-service
teachers in the required areas, and also at professionals who do not have a teaching degree,
but wish to teach in secondary education. It is based on transformative commitment, social
participation and articulation, taking as a reference the text books of the bicentennial collection
“My Victory”, the needs of the students, the connection of learning with life, the community
and contextualised learning. This programme is based on a theoretical-methodological
conceptualisation of didactic constructivism, and under the predominance of participatory and
transformative action research, in the practice and the reflective elaboration of the educator’s
knowledge. It is in correspondence with the Organic Law of Education (LOE, 2009) in its articles
38 and 39 that establish permanent teacher training, as an integral, continuous process to ensure
the strengthening of a critical, reflective, participatory and protagonistic society that generates
social transformation demanded by the country with a view to the formation of the new citizen.

It is with the MMSR, in particular in the area of foreign language - English, that the first steps are
taken under a transformative approach to teaching English to educational praxis, leaving behind
old, rigid and counterproductive practices that have generated negative results for a long time in
the country; for instance, Villar (2012) explained “A recent study, done by the international language
school EF (Education First), one of the largest of its kind, revealed that Venezuela is the third poorest
Latin American country in speaking English.” (p.1) In addition, Murillo (2014) said that:

..there are educators who have extensive training in English, but do not have an appropriate
methodology to get the student to learn in a meaningful way; while there are those who have
a high education in pedagogy, but do not question their praxis so they use mechanical and
repetitive teaching methods. Within this framework, it must be considered that teachers must
be at the forefront of today’s society, but the teaching of English is a step back and does not
respond to the demands of students. (p.3).

These opinions allow Venezuelan society to understand and justify the reason for this national
teacher training programme in the area of English.

Because of all this, the National Training Programme MMSR in Foreign Language - English,
began in 2015 with 1200 professionals in different areas who responded to the online national
registration call made by the Ministry of Education. These respondents were those who wanted
to specialise in their area in order to teach in secondary schools. They started training guided by
tutors and facilitators who are English teachers selected to carry out the process of administrative
management and training of teachers. This training took place on Fridays and Saturdays, resulting
in 16 hours training per week for a period of two years, in 140 training centres across the whole
country. All trainee teachers started with an AO level of English, according to the Common
European Framework of Reference for Languages (CEFR), many of them finished the training
with the minimum required level of A2 but many of them actually exceeded these requirements
obtaining up to level B2 of language proficiency. This was proved by their results in the APTIS test
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which was designed by the British Council to certify the CEFR level of English in the four linguistic
competences (reading and listening comprehension, oral and written expression) combined with
a grammar and vocabulary test. The beginning of 2017 saw the completion of the training of the
first cohort in the area of English for secondary education.

During this first experience, it was important to recognise the necessity to expand the
teaching of English and the importance of starting at an early age. It was possible to identify that
there is a population of children between the ages of six and 11 who have no contact with the
foreign language. In this context, the National Advanced Training Programme in the Teaching of
English for Primary Schools emerged in 2016. This is a specialisation dedicated exclusively to
elementary teachers who want to obtain the language and tools needed to teach English at this
level. It is a way of sharing knowledge, where teachers link each of their strategies and activities,
based especially on games and songs, with English and in this way, children can acquire the
language in a different and fun way.

Approach

This preliminary research has produced an initial document which reviews not only the impact
of this training, but also the legal context which allowed this programme to emerge as a result of
the partnership between the British Council and the Ministry of the Popular Power for Bolivarian
Education in the Micro Mision “Simon Rodriguez” (MMSR).

After two years of training, eight teachers from different states of Venezuela participated
in this dialogue™. They were interviewed and asked their opinion of the programme and what
impact it had had on their students. Their positive responses make it more likely that the Ministry
of Education will value this initiative and continue the training of subsequent cohorts of teachers.

For the survey of information it was necessary to carry out:

* A documentary review of the teaching of English in elementary schools.
* Aninterview with eight participants on the national training programme.

Conclusions and Public Policy Recommendations
The following information stands out from the interviews conducted:

Interculturality: This training allows teachers to extend their world view in different
languages to the resignification and attachment to their mother language.

‘We learned the language in the indigenous context, based on the perspective of
interculturality, with the ethical appreciation of the diversity of the language while maintaining
the preponderance of its indigenous culture'”. Primary teacher from Delta Amacuro state.

12.Aragua, Delta Amacuro, Mérida, Guérico, Barinas and Distrito Capital.

13.The authors of this article are responsible for all translations cited.
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Collaborative learning: The training helps teachers to understand the role of living inclusion
from an integrated perspective. The eradication of the hegemony of traditional education is the
main goal.

“The practice of dialogical training in the MMSR forms and methods to classify the learning of
the different work groups, that is to say (when one learns from the other) allows the establishment
of relationships and interactions that constitute a premise to guarantee participatory and
protagonist education.” Primary teacher from Mérida state.

Acquisition of the language: The training allows teachers to change their perspectives on
English teaching in primary schools and to change their pedagogical practice.

“This programme has given me the opportunity to see and understand English from another
perspective and beyond that another way of teaching my children.” Primary teacher from Aragua
state.

Values: We could observe the effects the pedagogy has brought not only to the children,
but also to families and communities in order to share the best side of each of them to ensure a
peaceful coexistence.

“Now my children laugh, they sing and they speak in English they also share, they help each
other and ask for their English classes which for me is a great advance.” Primary teacher from
Aragua state.

“Venezuelan teachers recognise and recreate them, in collective work since it contributes
to coexistence, to the sharing of knowledge, and to a permanent process of inclusion without
discrimination.” Primary teacher from Guarico state.

Teaching methodology: It is possible to discover and understand that they have been able
to assume in their school didactics, innovations in teaching methods based on the dialogical
approach, which has invited them to be creative, to perform the permanent reflection of their
praxis.

“When planning teaching with projects of learning as a learning methodology, teaching
is oriented, then you can reach levels of interactions between your school practice and the
programmatic contents with greater effectiveness. As it is recognised, this practice allows the
teacher to concatenate the content, functions and grammatical structures in a single activity, leaving
out the practice of teaching isolated grammatical topics.” Primary teacher from Barinas state.

Allthe testimonies presented are the result of the training received by primary teachers guided
by their facilitators and tutors from English Teaching for Primary School under the permanent
supervision of MPPE and the British Council. This has been key in breaking schemata related
to the teaching of foreign languages at early ages and in the traditional practices of teaching,
since the active integration of educators, families and students into the teaching process means
leaving grammar behind. Currently, Venezuelan children enjoy learning English in their schools.
This language is seen by both teachers and students as a tool for communication that goes
beyond teaching just grammar and sentence structure, sometimes without meaning. The foreign
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language is, in our context, an auxiliary language to communicate with others, with its culture,

with its social dynamics, from this perspective it brings us closer and humanises us, contributing

to the social role of education.
In order to encourage and improve the teaching of English in primary education the following

recommendations are given:

* To expand throughout Venezuela the teaching of English starting in primary education.

* To unify criteria regarding the purpose of English at primary level, and the number of hours
dedicated to teaching the language.

» To adapt the teaching contents to the authenticities of each country in the region in order to
highlight their idiosyncrasies and their culture through the foreign language.

* To forge more alliances with different institutions in Latin America.

* To organise activities to share experiences of English teaching across the region.

In spite of the existence of some isolated experiences of English teaching in the country,
no serious project or proposal had been made with a view to ensuring continuity and national
coverage. With the creation of this National Advanced Training Programme, the foundations
have been created to promote a national state education policy that includes pedagogical and
linguistic training of primary school teachers with the support of other institutions, for instance the
British Council, Venezuela. This study has allowed us to evaluate the experience of teachers who
are dedicated to teaching Venezuelan children the language using a communicative approach,
in line with the other training areas within the national education system.
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4.1 Notes for an Effective English Learning Policy in Brazil
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Abstract

This article analyses the historical difficulties Brazil has been facing in order to
address the inequality of English learning in state institutions of basic education.
Due to the procrastination and putting-off the critical agenda of a national plan for
foreign languages in state schools, the country performs at the bottom of the tables
in international standards of English knowledge. The main objective of this article is
to stress that with the upcoming National Curricular Guidelines for Basic Education
(BNCC), the country has an opportunity to provide effective quality of English
learning by providing clear goals for skills and abilities related to language learning.
For the first time in history, English is connected with the general purpose of the
development of basic education, and it is the only mandatory foreign language
for the whole nation. In addition, English is now considered an area of strategic
knowledge in order for the country to develop to its full potential. The conclusion
indicates that further initiatives are necessary to improve the teaching of English,
such as material conditions for teaching and learning, the increasing of the number
of hours in weekly classes, and a policy whereby the teaching profession is valued
by the community and therefore attractive to potential teachers.

Keywords: English learning in Brazil, National Curricular Guidelines for Basic
Education, effective learning.
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This article is a study of quality challenges in the teaching of English in Brazil reflecting
the persistent structural inequalities in basic-level state education. It aims to highlight a historic
overview of English teaching and learning in Brazil and the main barriers this has caused. Based
on an analysis of a context-sensitive procedure, the work implies an emphasis on an unstructured
methodology. There are many studies on education, but few about the role of English as a second
language in basic-level state education.

The article is organised into five parts: an introduction; an historic overview of barriers to
learning English; an examination of the new context for English learning (National Curricular
Guidelines for Basic Education (BNCC); conclusions; and finally some recommendations.

Brazil is the largest Portuguese-speaking country in the world, but approximately 150
different indigenous languages are still spoken as a first language by native people. The Federal
Republic of Brazil is the biggest nation in South America with 206 million people living in more
than 5,000 cities organised into 26 states and a federal district. Between 2003 and 2013, the
sustained economic growth with social policies and distribution lifted 29 million people out of
poverty. But in the last five years, the worst recession in the country’s recent history has wiped
out approximately seven years of income growth. In terms of gross domestic product (GDP), the
percentage changed from 3.0 (2013) to -3.6 (2016), with a dramatic increase in unemployment
rates (World Bank, 2017).

Graph 1. Brazil's GDP and unemployment
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However, it is still by far the leading economy in the region with a GDP of 1.796 trillion US dollars
in December 2016 (OECD, 2017). Apart from being a large, multicultural and rich country, income
inequality has remained at extremely high levels. In 1980, the top 10% of the richest people took
58% of the national income; 55% in 2015 (World Inequality Report, 2018). Being @ member of the
international forum of G20 richest economies, it ranked 79th of 188 countries, with 0.754 points in
the United Nation Human Development Index (HDI) in 2015. In Latin America, Chile and Argentina
ranked 38th and 45th, respectively (UN — Human Development Report, 2016).

Brazil achieved independence in 1822, but only started to develop a state education system
100 years later. With more than 350 years of slavery, income inequality has always been a
fundamental problem, especially for Afro-descendants who make up 54% of the population
(IBGE, 2017). This explains part of the present index of 22.6% regarding inequality in education.
The picture may be a good starting point from which to understand Brazilian basic-level state
education and the challenge to establish English as a second language for millions of learners.

Table 1. Mandatory Education System in Brazil (4 to 17 years)

Pre-school 4 to 6 years

Elementary (15t to 5" grade) 6 to 10 years
Lower secondary (6th to 9th grade) 11 to 14 years
High school 15 to 17 years

Source: LDB-1996 after Constitutional Amendment 59/2009

Considering that the upcoming new National Curricular Guidelines for Basic Education
(BNCC) establish English as a mandatory second language for lower secondary (11 to 14 years)
and high school (15 to 17 years), there is a unique opportunity to provide effective quality of
English in state schools.

Steps Towards English Learning in Brazil’s Education System

In times of globalisation and rapid change, it appeared to be impossible to achieve both individual
and national purposes of development without policies for the teaching of the English language
in schools. But Brazil never had a national agenda for English learning, although conversely
English teaching has been among us since the Portuguese Court arrived here in 1808, but only
for an extremely select group of people.
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After the proclamation of the Republic in 1889, we had several educational amendments:
Fernando Lobo (1892), After Revolution (1930), and Capanema (1942). The education plan of
1892 made mandatory 76 hours per week exclusively for foreign language teaching, which
included classical languages such as Latin and Greek and modern languages such as English. In
primary school in the 1930s, students had eight hours per week of English classes. And with the
Capanema plan, primary school delivered three years of English classes and two in secondary
school (Bohn, 2003).

During the dictatorship period (1964-1985), the Constitution of 1967 and subsequent laws
cancelled the mandatory public investment in basic education by federation, states and cities.
In 1961, we had our first National Curricular Guidelines (LDB). Foreign languages were no longer
mandatory in state schools, but an option for states with the necessary conditions and resources.
From that time on, English learning was mostly a privilege for a selected group who could study in
private institutions, pay for lessons or study abroad (Paiva, 2003).

With the 1988 Federal Constitution, Brazil made a promise to build a democracy based on
education. Education then should provide a common background allowing students the fullest
possible social integration and individual development.This requires an innovative school system
which systematically upgrades the level of education to accomplish the competences and
abilities of the 21st century.

With LDB of 1996, modern foreign languages were deemed to be obligatory from lower
secondary (11 to 14 years) to high school (15 to 17 years). It was stated that the schools should
choose their favourite language, but English has been the major national option.

Due to the obligation to teach a foreign language after LDB 1996, the Ministry of Education
(MEC) produced the National Curricular Guidelines for Foreign Language (Parametros Curriculares
Nacionais de Lingua Estrangeira) in 1998. For lower secondary, the goal was mainly to develop
a good command of reading. For high school, the goal related to reading, writing, speaking and
listening skills in several situations of social life.

Nevertheless, these recommendations were never allocated appropriate budgets because
Brazil has a tradition of allocating public resources which favour select groups. We started to
create a national education system only after 100 years of independence, combining high rates
of economic growth with educational backwardness in the 20" century.
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Table 2. Literacy and GDP per capita growth - Latin America

Country 1900 1950 2000 1900-39 1940-80 1981-2000
Argentina 51 88 97 1 1.7 0.6
Brazil 35 49 85 1.6 3.7 0.7
Chile 44 79 96 1.4 1.7 2.6
Colombia 34 62 92 0.3 2.1 0.7
Mexico 24 61 91 1 3.2 0.6
Peru 24 51 90
Uruguay 59 86 98
Venezuela 28 51 93 3.9 2.8 -0.9

Source: (Wjuniski, 2013)

National Curricular Guidelines for Basic Education (BNCC)

In the last few years there has been a general agreement that English increases opportunities and
distinction in the market place, providing social mobility (MEC, 2017). The main obstacle to this was
a lack of a national foreign language teaching policy. At least since the 1960s, Brazil has never had
national strategies for English learning in state schools, where the vast majority of students study:
75% in preschool, 85% in primary school, and 87% in secondary school (MEC, 2013).

Although mentioned in the National Constitution of 1988 (Article 205 and 210), in the LDB
of 1996 (Articles 9 and 26) and in the National Education Plan (2014-2024, strategy 2.1 of
goal 2), we started to discuss the BNCC in 2014. English is now the only mandatory foreign
language for lower secondary (11 to 14 years) and high school (15 to 17 years). The plan for
lower secondary was finished in December of 2017. According to the Ministry of Education, the
high school guidelines are supposed to be completed in the next year.

A national programme should specify clear teaching goals for the whole country, provide a
solid theoretical framework based on students’ needs, an effective use of technology facilities,
and systemic and quality training for teachers. In addition, English learning should be connected
to the national purpose of education and development to be effective (ALAB, 2012).
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Clearly, we do not have all these faclilities. However, since 2015, Brazil has been designing
national basic competences that every child is supposed to develop. The general responsibility of
English classes is to amplify students’ abilities of communication in order to develop cooperative
relations on the basis of established mutual understandings regarding cultural and academic
interchange. The BNCC implementation will start after 2019 emphasising that the language
programme has two essential dimensions: pedagogic and political (MEC, 2017).

Pedagogical issues are related to the right to learn, which is fixed by law. Political dimensions
reveal that English learning now has a strategic position in national education. The belief is that
English will be treated as key factor for learning, intercultural, and scientific development.

The national programme is based on speaking, reading, grammar and intercultural dimensions.
The first should make it possible for students to speak in a critical way when faced with diverse
situations. They also should learn how to understand and use ethical values in ordinary situations
with different digital resources. Reading is viewed as an act of collaboration, a social practice
useful to distinguish and use verbal, non-verbal and multimodal semiotic structures. Grammar
will concentrate on revealing patterns and highlighting how the English language is organised
for specific communication. Intercultural dimensions highlight the understanding of how cultures
are interacting in a globalised world through digital technologies. The question is how to achieve
these abilities in English with only two classes of 50 minutes per week.

The main challenge in ensuring that these ambitious goals will be accomplished is the poor
quality our state schools are currently in. Although access to basic education has been significantly
improved over the past two decades, the state school system does not provide a high level of
education, especially for the poorest people. In our lower secondary schools (11 to 14 years), only
27% have libraries, but 55% have access to the Internet and 51% to a digital laboratory. Certainly,
we will need a policy concerning online learning supplements (Todos pela Educagao, 2017).

The subsequent most important effort will be the training of teachers, a field where Brazil has
a lot to do to achieve professionalisation and raise the profession’s prestige in society. According
to LDB, since 1996 Brazil has had a national teacher training regulation, by which every teacher
of basic education should have a bachelor's degree suitable to their field of knowledge. For
English teaching purposes, 87% of teachers have an appropriate degree, but this is not enough
knowledge to satisfy students’ needs. Part of the problem is illustrated when 55% of them report
that they have no opportunity to use English in ordinary life, and 62% relate that there is no
training to upgrade their skills provided by their public institutions (British Council, 2015).

Although there is a set of challenges we face to be able to deliver quality English teaching
in the whole country, we finally have a national plan that clearly indicates skills, abilities and
competences to be achieved by students in every year. Barriers to accomplish the goal of quality
are the income inequality between the northern and southern regions, the recent economic crisis,
and the necessity to establish a new curriculum for future teachers taking university degrees.
But, most of all, the main challenge is to produce a political arrangement able to allocate and use
the available resources in the most efficient and equitable way.
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Conclusions

Until recently, Brazil did not have a national plan for foreign languages. But with the new BNCC
we have an opportunity to change historic problems with basic education and English learning.
Before that, each state had its own framework regarding the teaching of a foreign language, and
the consequence was no national strategic plan for any foreign language. Beyond that, there is
no evidence that this decentralised system produced quality English teaching in state schools.

Now that English is the only mandatory foreign language for basic education, and we finally
have a national background to help schools in every state, it could be possible to address
historical inequalities between the private and state school systems — a national agenda for
English is beginning.

In order to fully accomplish the goals of creating a public environment where English classes
are effective, it is essential to connect the National Curricular Guidelines for Basic Education
with teacher training systems in universities. Language labs, increasing the number of hours in
weekly classes, good materials and frequent upskilling programmes are other important issues
to enhance the quality of English learning in Brazil. Unfortunately, these things have not been a
reality in the past for the majority of people. Further efforts to improve English learning include
testing and certification in schools and addressing the attractiveness of the profession and its
value in society.

Recommendations

Those who speak English in Brazil tend to acquire the ability in private institutions or abroad.
There is a general understanding that it is not possible to learn English in basic state schools,
because of the lack of good facilities, policy, standards, teachers and materials; and large class
sizes. Resources and materials are key factors to learning a second language but they are not
enough. In a large and diverse country, with different income inequality between states and
cities, and even in the same city, a national standard may be the first step to implementing a
policy for English as a second language.

Considering that the majority of Brazilians rarely or never go abroad to speak English, state
schools play a fundamental role in offering opportunities to communicate in English. Certainly,
this goal requires online programmes and conversation activities in libraries, museums and
other public institutions. In addition, it is necessary to change the teacher training curriculum
in universities, and consider the possibility that people already fluent in English may teach after
receiving the relevant pedagogical training. It is also necessary to encourage new practices
of learning and teaching with digital technologies, such as comics, games and educational
platforms.

Finally, studying a foreign language might be seen as a right for every student, and certainly
learning English is a strategic decision at the current time. Every student should have the right to
succeed, and learning a foreign language has proven academic and social benefits.
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Abstract

Since 1999, the Bolivarian Republic of Venezuela has been experiencing a period of profound
transformation across all social areas. As previous articles show, in education these changes can
be seen in all areas and at every level of the system, from basic to higher education, especially
since 2013, when the government made significant efforts to improve the quality of teaching of
English as a foreign language (EFL). In this article, we present the different policies, initiatives
and programmes that have been implemented to produce systemic changes through innovative
approaches, especially those aimed at improving the quality of teaching materials of EFL in state
schools. By analysing the case of My Victory textbooks, the English books published in 2015
as part of the Bicentennial Collection, our aim is to reflect on the main lessons this project has
produced and to show how EFL can foster social justice and equality through a public policy
designed and implemented to incorporate previously marginalised social groups.

Keywords: Venezuela, English teaching as a second language initiatives, English text books,
Missions.
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This article presents a view of the educational policies implemented in the Bolivarian Republic
of Venezuela over the past 18 years. These policies have reduced educational exclusion for the
majority of the country’s population. Factors such as illiteracy, limited access to the school system,
educational settings and educational resources have shown significant improvement due to the
initiatives, programmes and policies implemented in the educational system. Although there is a
great deal still to do, this article shows the efforts made so far.

This article presents:

1. Legal foundations of the programmes and initiatives promoted by the national government to
eradicate exclusion from social systems.

2. Educational initiatives such as Missions and programmes that have influenced English as a
second language teaching.

3. Rationale for the knowledge area of foreign languages in the process of pedagogical
transformation of state secondary schools in Venezuela.

4. My Victory books, which are English textbooks that form part of the Bicentennial Collection
and represent one of the most innovative tools for social inclusion through education in
English.

5. Conclusions and recommendations.

Since 1999 in the Bolivarian Republic of Venezuela, profound transformations and changes
have taken place in all settings of national life. Regarding the social sphere, special attention
must be given to the transformations fostered by the national government in order to accomplish
the policy All our homeland, a school (Toda la patria, una escuela), a policy that encouraged
innovative policies, initiatives and programmes to promote the inclusion of all citizens in the
educational system regardless of gender, age, ethnicity and social status. This inclusion, as of
today, can be seen in figures such as a level of literacy of 98%; 34% of the entire population
enrolled in the different levels of the educational system (over 10 million people enrolled with
a population of 31,108,000 inhabitants), and 98% of school-aged population enrolled; a steady
reduction of children and adolescents out of school between 2002 and 2012; the application
of a national survey of educational quality (Consulta Nacional por la Calidad Educativa) in 2014
and the policies derived from its results (UNICEF, 2017; UNESCO, 2017; MPPE, 2014). One of the
most significant initiatives to encourage the study of the English language was the increase in the
number of hours of study in secondary schools from four to six hours in the first year and from
three to six hours in second to fifth years with the possibility of increasing these hours of contact
in other spheres of academic development within the school.

All these policies, programmes and initiatives are based on the Constitution of the Bolivarian
Republic of Venezuela (1999) that in its preamble depicts the vision of a republic aimed at
establishing “..a democratic, participatory and self-reliant, multi-ethnic and multicultural
society..”. Therefore, diversity defines the country and supposes a cultural complexity defined
by various needs and interests. Languages then, native, indigenous or foreign, will be used to
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satisfy a wide array of needs that represent different levels of interaction among us and others.
To these needs for interaction, we must add the contributions of psychological and pedagogical
paradigms that regard education as a fundamental process in the transformation of people,
the interaction among human beings, and the cultural context as a driver of experience and
knowledge.
Together with the constitutional direction, the Organic Law of Education in its Article 24
(2009, p. 14) states:
“The Educational System is an organic and structured unit shaped by levels
and modalities according to the different stages of human development. It
is based on the constructs of unity, co-responsibility, inter-dependence, and
flexibility. It integrates the policies [...] to guarantee the educational process and
the permanent formation of individuals regardless of age and in consideration of
capacities, ethnic, linguistic or cultural diversity, and addressing local, regional
and national needs and potentials.”

There we can see the legal bases that sustain the importance of fostering the process
of teaching-learning mother, indigenous and foreign languages as a crucial component of a
comprehensive education. The study of languages in Venezuela is aimed at the acknowledgement
of their social function in conjunction with the promotion of abilities, attitudes, aptitudes and values
to aid in the development of a reflexive, critical and creative student, enabling communicative
processes to enhance the exchange and interaction with diverse people and communities.

14. Misién Robinson | and Il aimed at the eradication of illiteracy and the completion of primary education (6" grade)
respectively. Robinson Productiva proposes together with the completion of primary education, technical training in
a productive area, such as carpentry or building, among others. Mision Ribas is aimed at supporting young and adult
students who want to complete secondary school. Ribas Productiva adds to the completion of secondary school the
possibility of technical training in productive areas.

Mision Sucre and Mision Alma Mater promote inclusion by granting the historically excluded adults and young people
access to university-level education. Micromision Simoén Rodriguez (MMSR) grants access to both majors for in-service
integralist teachers of high schools in eight different areas of knowledge. The MPPE together with Universidad Simén
Rodriguez offer graduate programmes in sixteen specialisations, eight master’s degree programmes and one PhD.
The ultimate goal is to raise the academic and scientific level of teachers and the quality of both pedagogical and
educational processes.

Together with the missions intended to transform the pedagogical practice and improve the quality of education, a
series of projects and programmes have been created to ensure the students’ integral attention and care. Among
them, Programa de Alimentacion Escolar (Programme of School Food Supply). This programme guarantees up to two
meals daily to more than 4,000,000 students all over the country.
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The process of educational reform started back in 1999 when President Hugo Chavez
Frias decreed the educational transformation framed by the Bolivarian School Project aimed at
changing education into a liberating, democratic, participatory tool for social justice. This project
started out with 540 educational institutions. Currently, we have 4,793 centres all around the
country, together with the Simoncitos (Pre-school centres) and Liceos Bolivarianos (Bolivarian
high schools) that were integrated into the project, sometime later.

The educational transformation is additionally supported by the Sistema de Misiones
Educativas (System of Educational Missions). A system that provides support to those historically
excluded from the conventional educational system. Missions are defined in Article 4 of the Ley
de Misiones (2014) as “a public policy aimed at materialising in an accelerated and progressive
manner the conditions to the effective universal exertion and enjoyment of one or more social
rights .."."* Missions promote eradication of poverty and the attainment of social rights stated
in the constitution. Since 2003 the Misiones have reached all levels of education (primary,
secondary, university and adult) and the different social sectors of the population.

Some of these missions have directly influenced ELT in Venezuela. We can mention in the first
place Micromision Simon Rodriguez (MMSR) Inglés which, after two years of training between March
2015 and December 2017, has produced 341 high school teachers trained in the areas of ELT, action
research and critical pedagogy while working as trainees or in-service teachers (Plata, 2017; Lopez,
2017). The teachers who graduate from MMSR-Inglés have been directed to promote the use of the
English language as a tool for communication that enables students to explore different realities,
interact with people from diverse backgrounds and gain access to knowledge using English as a
tool for exchange. Teachers trained in MMSR show a different, more dynamic, student-centred and
communicative teaching approach in their practice (Plata,2017) differing from the traditional practice
in Venezuelan state high schools, which is structurally and grammatically centred (Beke, 2015).

Together with the missions intended to transform pedagogical practice and enhance the
quality of education, a series of projects and programmes have been created to ensure the
students’ integral attention and care. The most important projects that have impacted the study
of foreign languages include the following:

Proyecto Canaima Educativo (Canaima Educational Project). From 2008 to date, this project
has granted 6,000,000 laptops and tablets to students of basic and university level education,
loaded with educational software. One example of this type of software is KLetter, an application
intended to help students learn the alphabet and simple words in seven foreign languages:
Czech, Danish, Dutch, English, French, Italian and Slovak. It can be used from the age of two.

La Coleccion Bicentenario (Bicentennial Collection). The production and free distribution of
school books developed by Venezuelan authors from primary school to 5th year of secondary
school in six areas of knowledge (mathematics, natural sciences, language, arts, social sciences,
physical education and English). Later in this article a more detailed section will be dedicated to
the analysis of Coleccion Bicentenario books of English, My Victory.
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The increase in the number of hours of study of English in secondary school (Salas, 2017).
This is an initiative that was presented at the beginning of this article which and that proposed
to take the number of hours dedicated to ELT from 560 to 700 per academic year in part-time
schools or 1050 in full-time schools. This increase was implemented in the school year 2015-
2016 and specifically in full-time or integral schools. The findings of the research carried out by
Salas (2017) show that expanded hours provide a more flexible space for planning and practising
the four linguistic skills (speaking, listening, reading and writing).

So far, the result of these policies and programmes show in general a positive effect on
dropout rates and permanence of students in school, the increase of access to university
education and even an improvement on students’ size and height due to the Programa de
Alimentacion Escolar, which provides meals for the students. Regarding the study of the English
language, the results of the research projects carried out in 2017 that studied the impact of
MMSR (Plata et. al.), Coleccion Bicentenario (Blanco, 2017) and the increase of hours of English
classes in state high schools (Salas, 2017) show encouraging results. These include students’ and
teachers’ perceptions of their learning process, a positive influence on the teaching practice and
the interest and support of the authorities to increase and enhance ELT in state education. These
research projects can be found in the book Se Respira Cambio, Transformando la Ensenanza del
Inglés en el Sistema Educativo Venezolano (Lopez, R. and Gregson, M. 2017).

Foreign Languages in the Process of Pedagogical Transformation of
State Secondary Schools in Venezuela

The subject area of foreign languages is one intended to encourage the study and learning of
one or more foreign languages, providing the students with the possibility to develop cognitive
and communication skills to enable comprehension of linguistic codes different from the native
language (Spanish) with all its linguistic elements. The Ministry of Education visualises a student
with a high enough level of comprehension (reading and listening) and production (speaking and
writing) skills to carry out fluent conversations and exchanges about everyday situations and facts.

Although the area of foreign languages is designed to include other linguistic options, since
the second half of the 20th century it has been almost exclusively™ English which has been the
language studied in the Venezuelan state educational system. The study of EFL is supported by
the use of Coleccion Bicentenario, My Victory books.

My Victory is based on the curricular conception of teaching English as a tool of
communicative interaction and cultural exchange with speakers of English and other languages
around the world, from a perspective founded on research and actual reflection on the language.
My Victory is composed of five books to be used from 1st to 5th year of secondary education.
It was oriented to support teachers and students in the progressive acquisition of the language
through continuous interaction and communication, between teacher-student, student-student,

15. Until the mid-eighties Latin, Greek and French were part of the linguistic offer in 4th and 5th years of humanities.
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student-community, etc. Listening comprehension and oral production are encouraged, together
with the construction of a lexical foundation that will progressively grow, allow interaction and
build confidence. It follows a communicative, task-based, interactive approach underpinned by
respectful cultural exchange.

Coleccion Bicentenario books, My Victory approach grammar not as the centre of the
language instruction but as a part of the communication process. By seeing the grammar used
in context, learners will use their deductive powers to arrive at the rules. Mastering of grammar
will be achieved through contrastive analysis, and elicitation of rules from practical examples.
Grammar will be highlighted only to show the way language structure works in context and for
communication. Syntactic rules, for instance, provide a space for contrasting rules and the logic
of language itself between our Spanish language and the foreign language, English in this case.

It is important to mention that English classes may provide a space to acknowledge, respect
and value other people, their cultures and their way of thinking through linguistic analysis based
on the principles of equality of cultures and favouring integration. Values and cultural respect are
guidelines throughout Coleccion Bicentenario.

Studying a foreign language is presented as a joyful experience where students and teachers
can sing, read texts with the aid of dictionaries, write poems and short stories, carry out informal
conversations among different collaborative engaging strategies, make mistakes and learn from
them with the ultimate objective of gaining knowledge and experience. This way of learning provides
opportunities for creating groups of study among students and teachers in order to practise and to
analyse the language, taking advantage of individual differences to support each other.

Finally, each student in his/her own learning process can build a unique relationship with the
foreign language according to individual personal needs, since English, French or Portuguese
may be present in different instances of life, that is, in the media, technical texts, the Internet,
manuals, labels, etc.

My Victory, Learnings and Recommendations

Coleccion Bicentenario was aimed at challenging the editorial system, providing students and
their families with freely distributed, high quality books intended to promote the transformation
of the Venezuelan curriculum. These books should promote interculturality, interdisciplinarity and
critical thinking. At the same time, the books should support the Venezuelan family with access to
free books for all children and adolescents. An unprecedented number of books were published
and distributed, in fact over 2,000,000 books of English were published by the Ministerio del
Poder Popular para la Educacion (Blanco, 2017). The distribution effort during three consecutive
years, 2013 to 2016, reached a peak of 46% in the academic year 2015-2016. In 2017, however
distribution dropped dramatically. The economic issues of the country and the high levels of
political confrontation along with lack of involvement with parents and the community have
undoubtedly affected the programme. Other issues related to the use of books have still to be
addressed, for instance, training for teachers and students, audio support and the necessary
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updating of the topics. The results of the research Impact of the Bicentenial Collection in English

Language Teaching in the Public Education in Venezuela (Blanco, 2017) show that although the

programme represented significant educational effort, various issues have still to be addressed.

* Teachers’ and students’ training with the books: The research shows that teachers who have
been trained to effectively use the book are more able to motivate the students in the proper
use of the resource. In this effort the British Council has been a great support through the
implementation of training workshops and seminars to encourage best teaching practices
with My Victory books.

* Availability of the resource: It is indispensable that students have the books. Although, it is
necessary to recognise that printed books are environmentally inefficient, other forms of
distribution must be explored. Books must be available in every school room, in every library
and in every Canaima and they must be easily downloaded from the Internet. Although it
differs from the initial project that envisioned a collection in every child’s hands and in every
child’s house, technology might supplement the lack of material resources.

* Appropriation by the community: The school community and parents must be included in the
efforts to reuse and recycle My Victory books and all Colleccion Bicentenario books.

* Updating of the books: Five years have passed since My Victory books were written and
published, therefore an editorial revision with new authors should be encouraged to update
and adapt the books to national and international realities.

My Victory was an editorial effort that united the efforts of different people (authors, artists,
authorities) from different academic settings. It implied the opportunity to transform the
Venezuelan editorial market for good and it still poses challenges for teachers and authors. Its
production was carried out in record time and it is still a source of pride for the editorial team. It
was created using Venezuelan and Latin American references not only for the texts included but
for its curricular conception. This is something that can represent an example for other countries
to learn from.
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4.3 Brazil's English without Borders Programme: Facing Challenges with a Plan

Virgilio Almeida
Ministry of Education, Brazil

Abstract

The government of Brazil created the English without Borders programme as a response to
further Science without Borders, a plan which had the objective of sending over 100,000 students
abroad in a period of four years to improve the quality of Brazil’s entrepreneurship and labour
force. Using Williamson’s (2015) framework of good practices, | identify the adoption of good
practices during the English without Borders programme’s conception and implementation. My
principal claim is that these good practices were paramount to warrant its survival, even after the
demise of the Science without Borders programme and changes in key official positions in the
Ministry of Education, under whose Secretariat of Higher Education the programme is officially
based. This article highlights the relevance of good practices in the implementation of public
policies in contexts where resources are scarce and when responses to educational problems
are imperative and need to work in tandem with other policies.

Keywords: Language without Borders; public policies for foreign language learning.

In a report on successful reform programmes in challenging environments, Williamson (2015)
summarised some characteristics which seemed to him as paramount for the accomplishment
of such reforms. The author drew his conclusions after analysing budget strengthening initiatives
in South Sudan, Liberia and the Democratic Republic of Congo. He presented the features in the
report’s executive summary. First, he points out, successful programmes “start with a problem
and an opportunity, not a comprehensive solution” (Williamson, 2015, p. 8). Since it is impossible
to produce a solution for all problems in a short period of time, reformers “need to select a
limited number of immediate problems they face, understand them as best as they can and work
out solutions to them” (p. 8).

Secondly, drivers of change must understand the problem and recognise the limits within
which the reform can take place. This involves not only the physical space for the change, but
also the space in terms of power and interests. This would represent, ultimately, the sensitivity
to understand the nature of the problems that have to be tackled. Thirdly, although drivers of
change must know what their long-term objectives are, they must take small steps to reach them.
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The destination “gives a sense of purpose and motivation” (Williamson, 2015, p. 9), but to be
successful, the path is not constructed with long strides.

Next, the author mentions the importance of implementing processes and systems from the
start. “They need to be designed in a way which is relevant to the problem, and implementation
needs to be credible from the outset” (p. 9). For a system or process to be credible, Williamson
emphasises that rules must be enforced and no bending should be allowed. The fifth characteristic
of a successful reform plan is the ability to learn and adapt throughout the actual implementation
of the plan. Even though problems and mistakes can be frustrating, they should be approached
as opportunities for adapting and evolving. Thus, the process and system mentioned before
should be reliable but adjustable respond to answer to challenges which are inevitable are
presented during the operation.

Then, Williamson mentions the importance of formalisation to grant credibility to a plan.
However, the actors need to realise that “too much formalisation too early and at too high a level
can stifle innovation and learning” (2015, p. 9). In successful experiences, formalisation starts
with guidelines before they become rules. In between these phases, adaptations can occur.
Another important aspect is to make sure the steps taken in the gradual implementation of the
programme are connected to build the logical whole envisaged at the beginning of the process.
As the challenges are dealt with and solved, they become part of the whole plan and will no
longer be challenges.

The eighth characteristic of a successful reform plan is the fact that internal actors are aware
they cannot make it happen by themselves. Effective reform is hard to achieve from the top
down. A support team is critical since the management team would never be able to implement
the reform alone. The ninth aspect of a successful reform plan is the provision of protection
by official authorities. Whether explicit or tacit, official authorisation warrants the reforms and
strengthens their procedures. Finally, reformers should take advantage of external advice on
how to deal with problems. Since it is very likely that similar problems have already been faced
by other countries, the search for external help should be encouraged extensively.

The experience described in this chapter — the English without Borders programme from
Brazil — reflects the adoption of all ten of the features described by Williamson as crucial for
successful reform plans. Due to space limitations, however, not all aspects of the programme will
be covered, but most of the characteristics will be mentioned.

After this introduction, | present the scenario which demanded the implementation of the
programme. Then | describe the way the programme was devised, following its implementation
and the description of the strategies and the support system tailor-made for the programme. |
then end the article with some of the results from the four years of the programme including
some conclusions and recommendations.

16.The author of this article is responsible for all translations cited.
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A Demand-Led Approach to Change

Brazil's Science without Borders (SwB) programme was instituted by presidential bill number
7,642 of December 13th, 2011 with the objective of providing formation and training for Brazilian
higher education students in universities, professional and technological education institutions,
and research centres abroad (Brazil, 2011a). The government wanted to create “highly qualified
human resources, trained in the best foreign universities and research institutes, to promote
the internationalisation of national science and technology, stimulate research which fosters
innovation and, consequently, improve the quality of Brazilian companies'®” (Brazil, 2011Db).

Brazilhas had decades of experience of scientific exchange in our universities. The Coordination
for the Improvement of Higher Level Personnel (Capes), a government body attached to the
Ministry of Education, was founded in 1951 and since 1953 has been providing scholarships
for graduate students and university professors to improve their qualifications abroad (Capes,
2008). However, SwB was the first substantial attempt to help qualify undergraduate students by
giving them an opportunity to do part of their courses (twelve months) in a foreign institution with
a different modality of scholarships: the so-called ‘sandwich programme’.

In contrast with the full scholarship programme, in which grantees study all their courses
in a foreign country, in the ‘sandwich” modality grantees start their courses in Brazil, go abroad
for a year, and then return to their institution of origin. Thus, colloquially speaking, the sandwich
analogy is useful to convey the idea that the year abroad is the filling of the sandwich and those
in the institution of origin are the bread slices. In this light, even though the bill which created the
programme did not explicitly indicate that undergraduate students would predominate, the data
indicates they have been their main beneficiaries, as Figure 1 shows.

From the launching of the SwB in late 2011 through January 2016, the programme
implemented a total of 92,880 scholarships. Considering that in 2013 Brazil had 7,305,977
students in higher education institutions (HEI) (universities, colleges, and technical institutes)
(INEP, 2015), the number of scholarships corresponds to 1.27% of the country’s students (but
91.96% of the intended number of 101,000 students).

With 79% of the scholarships endowed by the programme, the sandwich undergraduate was
a novelty for Brazilian higher education. Eligibility for the programme required candidates (a) to
be Brazilian-born or -naturalised, (b) to be regularly registered in a Brazilian HEI in one of the
priority areas defined by the SwB programme, (c) to have a score of above 600 on the National
Exam of Higher Education from 2009 onwards, (d) to have good academic performance, and
(e) to have concluded at least 20% and at most 90% of the course they attend. The priority areas
were those referred to as the ‘hard sciences’ — engineering, technology, agriculture.

17.The website presents data as of January 2016.
18.The National Exam of Higher Education — ENEM - is a national test for students who end High School.
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Figure 1: Science without Borders’ Scholarships by Modality"
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Less than six months after the launching of SwB, however, the Brazilian government realised that
our undergraduate students lacked the English language proficiency skills to be able to perform
satisfactorily at a foreign institution. Many of the candidates for the scholarships were registering
to attend universities in Portugal or Spain as the language barriers would be less of a problem to
Brazilian Portuguese native speakers. Since government officials did not want Brazilian undergraduate
students to miss the opportunity to spend part of their school years at top universities in English
speaking countries, a course of action was required to help students face the challenge. The Minister
of Education would have to present a plan to aid Science without Borders and enable our students
to perform better at institutions all over the world which used English as a means of instruction. This
context was the foundation of the Languages without Borders programme.

Expertise Required

The first characteristic identified by Williamson in successful reform plans is that it should “start
with a problem and an opportunity, not a comprehensive solution” (2015, p. 9). That was exactly
the case at hand: Brazil had to make sure the students who applied for Science without Borders
had the necessary proficiency in English.

In May 2012, the Secretary of Higher Education from the Ministry of Education published an
ordinance establishing the work group English without Borders, with the involvement of 10 federal
universities, each of which would have to nominate a representative from the area of EFL and an
expert in distance education. The work group would have 180 days to present to the Secretariat
a set of proposals and specific actions to foster the insertion of English-proficient undergraduate
students in the SwB programme (Secretaria de Educacao Superior, 2012). By bringing experts
from the area to help develop a plan to answer the identified problem, instead of giving the
task to technocrats, the government ensured that the proposal would “take into account the
relative power, interests and incentives of different actors and institutions” (Williamson, 2015, p.
15) involved in the actual implementation of the programme, most notably the professors who
would coordinate the programme within the universities.

This awareness of the institutional environment in which the programme would be
implemented was a key factor to the wide approval and recognition of English without Borders
(EwB) in universities all over the country. Public policies in Brazil, most notably those related
to education, are generally developed and discussed in close quarters, within the boundaries
of politicians’ or bureaucrats’ offices. Rarely are those involved in the actual implementation
of policies invited to participate in the conceiving and planning phases of the programmes. As
a consequence, once the policies are made public, they are often received with considerable
suspicion and scepticism, and the proponents are accused of not knowing the reality upon
which they want to impose the plan. In such a panorama, Brazilian federal universities — albeit
maintained with money provided by the government — often make use of their constitutional
autonomy to decline to take part in certain policies implemented by the very same government.
This would not be the case with the EwB programme since the work group which was assigned
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the elaboration of the plan was composed of the very same people who would be in charge
of implementing it in the universities, and new partners who were invited to take part in the
programme instantly noticed that the plan was proposed and implemented by their equals —
other university professors and researchers.

In the months that followed the publication of the ordinance creating the EwB group, members
set off to “understand the problem and space for reform” as Williamson (2015, p. 9) highlights as
the second characteristic of successful reform plans. After several meetings and data gathering,
the group diagnosed a panorama which was summarised as follows:

* There were not enough testing centres (neither in sufficient numbers nor widely distributed),
particularly in small towns, for the demand of the Science without Borders programme, forcing
candidates to travel to larger cities to take the exams.

* The candidates would have to take the test unaware if they had the proficiency to get the
result requested by the SwB programme, potentially wasting time and money in taking the
exam.

* The universities had no information about which student was proficient or not, nor did they
have the means to meet all the demands from the SwB programme. (Abreu-e-Lima, Moraes
Filho, Barbosa, & Blum, 2017, p. 50).

From the identification of the problems, the work group presented a set of proposals which
provided the core of the Ministerial Ordinance 1.466, published in December of 2012, creating
the English without Borders programme'® with the following objectives:

1. Promote, in order to improve English proficiency, face-to-face and online learning for Brazilian
students, providing them with opportunities for new educational and professional experiences
aimed at excellence, entrepreneurship, competitiveness and innovation in priority and
strategic areas to Brazil.

2.Increase the participation and the international mobility of undergraduate students from
Brazilian higher education institutions, to develop research, study, training and capacitation
projects in institutions of excellence abroad.

3. Contribute to the internationalisation process of Brazilian higher education institutions and
research centres.

4. Contribute to the linguistic proficiency of the students from Brazilian higher education
institutions.

5. Contribute to the development of language centres of higher education institutions, increasing
the number of openings (Ministério da Educacao, 2012, p. 29).

19.At the end of 2014, a new Ministry ordinance widened the extent of the original EwB Programme by establishing
the Languages without Borders (LwB) Programme, which allowed the inclusion of seven other languages in the
plan — Spanish, French, German, Italian, Japanese, Mandarin, and Portuguese as a foreign language (PFL).
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Thus the EwB programme was launched and the country’s federal institutions of higher education
were invited to answer a public call to take part in the initiative, since it was clear that the group
could not drive the reform alone — feature number eight from Williamson's executive summary of
successful reform plans (2015, p. 9). A managing team was nominated through a third ministerial
ordinance in March 2013 which determined that the team would be composed of a president, a
vice-president for the English language and a vice-president for distance education (Ministério
da Educacao, 2013). The managing team would work as the mid-level managers to assemble and
coordinate the teams at each HEI which would actually deliver the plan. The drivers of change also
guaranteed scholarships for those involved in the programme. The support from those in authority —
Williamson's (2015) ninth feature — established the programme’s legitimacy and significance.

Within a year, all 63 federal state universities were actively involved in the three main initiatives
of the programme, which were complementary although independent.

The Three Pillars

The EwB Group identified that students who were close to the proficiency required by SwB had
to be given specific training for life in the international academic environment. However, they
also realised that the first step was to identify such students. Since universities did not know
the level of English proficiency of their students, a placement test was the first challenge to
be tackled. This scenario summarises that the group knew where they were heading, but was
aware that the path would be made by taking small steps, as Williamson identifies as the third
feature of successful reform plans (2015, p. 9). Therefore, testing centres were the first segment
of EwB to be implemented. Universities were officially accredited as examination centres and
personnel was trained to administer the TOEFL ITP and the TOEIC Bridge tests? to the academic
community. The benefits of the initiative were threefold. First, students who wanted to participate
in the SwB programme no longer needed to travel to take the test. Second, the government
sponsored the tests, so students would not have to pay the fee. These two aspects alone allowed
low-income students to apply for the SwB since they did not have to (as applicants had before)
pay for transportation and lodging in addition to the fee of the test itself. Finally, with 500,000
tests available, the country was able to determine the proficiency level of a relevant percentage
of the higher education students in Brazil. The universities would identify not only those students
who were already proficient enough to apply for SwB, but those who needed just a little more
training, and those who still had to spend more time gaining the proficiency required. For this last
group, a second strategy was launched — online English training.

20.The choice of such exams among the plethora of proficiency tests available for Brazilians was due to practical
reasons. For one thing, the universities did not have enough labs to provide equipment for a computer-based test,
and some universities — most notably those far from major cities — did not have a reliable broadband for Internet-
based ones. Secondly, tests which involved written and speaking skills are more expensive and require a more
elaborate training of test givers.
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A total of five million logins to an online course were acquired by the Ministry of Education to
help students at a lower level of proficiency i.e. students with no proficiency or those who scored
under B1 on the Common European Reference Framework for Languages (CERFL) in the TOEFL
ITP or TOEIC Bridge tests. Although the course is self-instructional, the pre-service teachers who
are selected to take part in EwB dedicate three hours a week to the tutoring of those who are
doing the online course. Eventually, these students would proceed to intermediate levels and
would be able to take part in the third and most robust pillar of the programme — the face-to-face
courses.

The face-to-face courses of the EwB programme is maybe the most visible of the strategies.
With scholarships provided by the Ministry of Education through Capes — university professors
were nominated to work as pedagogical coordinators, and pre-service teachers were selected
to be responsible for the classes offered to the university community. The courses would have
to be directed towards internationalisation and mobility, therefore including preparation for
internationally recognised tests (such as IELTS, Cambridge and Michigan Proficiency Exams, etc)),
intercultural aspects, academic writing, and other courses that would reduce the cultural and
academic shock that Brazilian students might experience at a foreign university. The courses
which now compose the programme’s course catalogue are devised by the pre-service teachers
and coordinators based on the demand they perceived at their institutions. That is, once the
course is approved by the managing team who takes into consideration the programme’s
objectives of mobility and internationalisation, it goes into the catalogue and every partner
institution can start offering it at their own universities.

The pre-service teachers who are selected to participate in the programme receive a
scholarship to dedicate 20 hours per week to the activities. These activities are divided into
teaching (12 hours per week), tutoring (3 hours per week), and pedagogical preparation (5 hours
per week). Since the participant remains in the EwB programme for a total of 24 months, (s)he
would have had, by the end of his/her term, a total of approximately 2,080 hours dedicated to
the programme, of which 768 hours is supervised teaching, and roughly a thousand hours?'
is pedagogical formation, which includes course creation, lesson preparation, course material
development, classroom management training, classroom observation feedback, and language
proficiency development. This teaching residency, which, incidentally, is not the main objective
of EwB, turned out to be the programme’s most cherished initiative. Pre-service teachers, who
need to prove C1 or high B2 level?? to take part in the programme, work hard to be accepted;
coordinators, who see the opportunity to make a difference in the training of the students,

21.With 20 hours a week dedicated to the programme, after two years this would come to (20 x 104 weeks) 2,080
hours. With 12 hours a week dedicated to teaching (excluding the vacation periods during which there are no
classes), the total hours dedicated to teaching comes to (12 x 64 weeks) 768 hours. The online course tutoring is
offered all year round; with 3 hours a week, this would total (3 x 104 weeks) 312 hours. The remaining time would
be spent on pedagogical formation (2,080 - 768 — 104 = 1,000). Scholarships programmes in Brazil do not include
vacation time. If a participant goes on vacation, the scholarship is suspended and re-activated upon his return.
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dedicate themselves almost exclusively to the task, making sure the courses go smoothly so
students evaluate the programme satisfactorily, which may eventually gain the centre more
scholarships to increase the number of teachers.

These three initiatives — the testing centres, the online course, and the face-to-face classes — were
all woven together by a robust yet adaptable system exclusively tailor-made for the EwB programme.

Technical Support
Together with the demand-led approach to define a course of action, and with the gathering
of drivers of change who are experts in the areas involved and sensitive to the environment in
which the plan would be implemented, another aspect which has proven vital for the success of
the programme is the development of a data processing system in which all EwB activities would
be registered and reported. An intricate system was presented and started to be developed to
handle a plethora of information about all actors involved in the programme. Before the first test
was offered, EwB's managing system (MS) had already been implemented and was set to record
each and every activity related to the programme. The mandatory use of the programme from
the outset endorsed the programme’s credibility.
The automatization of processes and the centralisation of records on a single platform
allowed those in charge of the programme to, for instance,
¢ present annual reports to university presidents about the outcome of the programme in their
institution;
* adjust the size of a language centre in a specific university in relation to the demand reflected
in monthly reports;
* provide the Minister of Education and other authorities with financial and progress data related
to the programme, thus ensuring its continuity;
* provide tailor-made responses to specific realities of diverse universities across the country;
and;
* provide data for researchers of the area;;

The EwB managing system was devised to allow all actors involved in the many activities
of the programme to access specific areas of content in a hierarchical structure. While the
managers can access every bit of information at their disposal, the teacher has access only to
his class roster, since it is there that he includes students’ performance in face-to-face courses.
Coordinators have access to all data from the students in their universities and can offer courses
based on the knowledge they gather from the data. Students get their course reports and the
grade of the proficiency tests they take.

This array of sub-systems within the EwB MS was naturally not available upon the launching
of the programme. A carefully designed agenda was established for the gradual development of

22.Pre-service teachers are accepted with a B2 level as long as they reach C1 within a year..
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the system — the more immediate needs were answered first so that the programme could start;
additions were added gradually. Once again, small steps to pave the way towards the greater
objectives.

The first modules which were implemented were the student database, the testing module,
and the face-to-face classes module. The student database would be filled in by the coordinator
from each HEI with the information about his/her institution’s students, faculty and personnel,
who would be the beneficiaries of the EwB programme. This would indicate to the MS who was
eligible to benefit from the programme’s initiatives. Every semester, the coordinator would have
to update the database, uploading a new file into the MS.

The testing module allowed coordinators to offer tests on specific days on different campuses.
To register for the tests, the beneficiaries (whose info had been previously uploaded into the MS)
would simply login to the programme’s website and choose the day of preference to take the
test. Results would also be published online, on the student’s account. The MS would prevent
a student from registering for more than one test in the same term, and would also prevent a
student from registering for the same test form (the same test booklet) in following terms. A
student would then be able to take the test twice a year, as long as the tests offered by his HEI
were different.

The third module would gather information from the testing module and guide the coordinator
as to which face-to-face courses should be offered at his HEI. The coordinator could access the
testing module to find out the CERFL level of the students from his institution. Based on that,
courses were offered to meet the specific needs of that particular community. Thus, students
who had taken the test and whose level of proficiency had been determined could register for
courses offered for their level. The programme’s MS would allow a student to see only courses
available at his level, based on the score read on the testing module.

These three modules with the basic features were ready and in use during the first few months
of 2014. From then on, other features were added — the online courses module, the class diary
module, the course catalogue module, the monitored testing module, the extra activities module,
among other improvements. The implementation of some of these modules was delayed so the MS
could be adapted to respond to a specific need which could not have been anticipated. Therefore,
the actual implementation of the programmes’ managing system illustrates Williamson's features of
successful reform plans numbers four and five — the system was implemented from the beginning
and is still sustaining the programme, but it is also flexible enough to allow adaptations and prevent
the programme from being trapped (Williamson, 2015, p. 9).

For the first semester of 2018, it is expected that the managing system from English without
Borders be fully implemented with all the features conceived when it was devised, including the
students’ area, where those who have taken face-to-face courses can print their own certificate
of course completion.
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Conclusions and Recommendations

The programme maintains a whole section of their website with information for researchers,
besides a list of publications about the programme. From there we learn that over 340,000
TOEFL ITP tests have been corrected, and that most of those test takers (51.6%) fall into the
independent user level of the CEFRL (Idiomas sem Fronteiras, 2017).

The programme maintains a whole section of their website with information for researchers,
besides a list of publications about the programme. From there we learn that over 340,000
TOEFL ITP tests have been corrected, and that most of those test takers (51.6%) fall into the
independent user level of the CEFRL (Idiomas sem Fronteiras, 2017).

Also, according to the webpage, 82% of the participants who receive a scholarship to teach the
face-to-face English classes are undergraduate and graduate students taking language degrees
— the future English teachers who are getting a privileged teaching residency experience which
will make a difference in their careers. Up until July 2017, 699 undergraduate students had taken
part in the programme, with an average of 976 hours of supervised teaching practice and 406
hours of work meetings with pedagogical coordinators (Almeida, 2017). In such meetings, pre-
service teachers discuss course plans; prepare course material; debate issues related to teaching,
classroom management, and evaluation; receive feedback from classroom observation from both
peers and the coordinators; and learn how to be better at what they have chosen as a career.

In 2017 the programme inaugurated a new phase, with the inclusion of state and municipal
universities, and of federal institutes. Many new institutions responded to the new public call, and
now there are 96 institutions as official partners of the programme. As this article is being written,
a new public call is being revised to include private universities in the programme. More and
more higher education students will be able to benefit from the programme’s initiatives.

The success and continuity of the programme, despite changes of senior officials in positions
of authority, might be credited at least partially to the adoption of a series of good practices
which were highlighted by Williamson (2015) in his report on successful reform programmes in
challenging environments.

Even though Brazil's English without Borders differs greatly from the budget strengthening
initiatives evaluated by Williamson in South Sudan, Liberia and the Democratic Republic of Congo,
the fact that so many of the characteristics the author identified as crucial for the success of
such initiatives are also identified in the Brazilian programme is rather revealing. We should not
be so determinist as to dismiss any initiative which fails to follow every single point highlighted in
Williamson's report, but | believe some ingredients are essential for success.

| would say that those who are given the opportunity to tackle a problem similar to the one
presented in this article should first make sure they understand the whole picture. Study the situation
and decide on a solution which most often (if not always) depends on the implementation of small
initiatives — do not try to solve the whole problem at once. Then make sure you have the support
of those in authority, particularly if your plan requires government investment of any kind — this will
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need a clear explanation of your plan with detailed information as to what course to take along with
unexpected situations which might present themselves. Then you should make sure the processes
will be registered and controlled by a robust database system which has to be user friendly and
reliable. This would allow those in authority to accompany the plan in real time and check on the
results. Also essential is the collaboration of those who will actually implement the plan. There is
no way you can promote change on your own. Make sure you identify the right people to be the
driving force and make sure you have the ability to convince them that they should work in the
same direction. Often times, good plans go sour because of those in charge of implementing it.
My last piece of advice would be to listen. You may have been involved in the programme longer
than those around you, and you have very likely thought about the problems related to the issue
you are tackling much longer, but others think differently. Make sure you listen to suggestions and
criticism with the same attention you give to compliments and commendations. Listening to all of
that attentively will prevent you from overlooking what might be clear only to others.
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Abstract

Despite the fact that pre-service and in-service teacher education in Cuba has a long and rich
history, in 2015 important changes in the policy for the teaching and learning of English in the
Ministry of Higher Education (MES) brought about the necessity of designing a new strategy.
This would focus on extended teacher training on the implementation and adaptation of the
Common European Framework of Reference (CEFR) and on the most recent trends of language
teaching and assessment in the Cuban context. The situation demanded the implementation
of a capacity building project in the form of a network formed by representatives of all Cuban
universities who receive training and ensure the cascading of knowledge and skills to all teachers
in every higher institution in the country. This network is now functioning and has become a
successful mechanism to address and overcome the challenges associated with the provision of
high quality teacher training in English as a second language as a nationwide strategy.

Keywords: Common European Framework of Reference, higher education, English as a second
language.

Background and Rationale

In Cuban universities, English has been taught as curricular subject for many years, through
a range of traditional approaches and methods. Since the year 2015, due to the changing
landscape of language teaching and assessment, the Ministry of Higher Education has been
promoting a paradigmatic change in the teaching and learning of the English language, including
the adaptation of the Common European Framework of Reference (CEFR). This change implies
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extended teacher training on the implementation and adaptation of the CEFR and on recent
trends of language teaching and assessments adapted to the Cuban context. In-service
teachers, although with long classroom experience in most cases, lacked updated knowledge
in the previously described topics: there was very limited understanding of what the CEFR and
other international standards can offer to take teaching and assessment to more standardised
levels, and very limited availability of practical and valid assessment and testing tools and lack of
expert test developers in the Ministry and in Cuban universities. Since approaches and methods
were not integrated into these general standards, it was imperative to develop teaching and
assessment literacy amongst a core group to integrate a “community of practice”, which could
widen participation and disseminate expertise to the whole Cuban system.

Approach
The development of this kind of literacy for English teachers departed from the idea that teacher
development should encourage teachers to involve themselves as learners, in as much as
they propose their own students to do (Lieberman, 1995). Since teachers’ practice is strongly
influenced by their beliefs, their approaches and perceptions of teaching, as well as according
to their cognitive approach beliefs (Richards & Farrell, 2005), the Ministry set up a system of
capacity building activities to transform teachers’ beliefs and approaches

The Ministry created a network or community of practice with the expectation that this system
would contribute to teacher growth and provide more opportunities for improvement to teachers
in all the universities in the country. The rationale for pursuing such a strategy was that, unlike
most professional development strategies, networks and/or coalitions and partnerships provide
opportunities for teachers to commit themselves in small and large ways to topics they want to
develop or which are of intrinsic interest to them or where they can seek to develop outside of
their workplace (Lieberman, 1995).

The first step for determining what to include was a needs analysis carried out with a sample
of teachers from the Ministry. The results can be summarised as follows:
1. Outdated teachers’ beliefs, approaches and styles.
2. Lack of knowledge about the CEFR and other standards and frameworks.
3. Different levels of communicative competence.
4. Insufficient and outdated materials.
5. Assessment illiteracy.
6. Limited ICT skills.

The contents on which the intervention for teacher development focused to tackle the
previous teachers’ limitations were the following knowledge areas:
* CEFR and other standards and frameworks: As teachers had never applied any international
standards in their teaching practice, they needed literacy in the framework of reference the
Ministry selected.
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¢ Teaching knowledge: An update of contemporary TESOL methods was needed.

* Curriculum development: The adaptation of the teaching-learning process to the CEFR
demanded new definitions in terms of learning outcomes and curriculum development at all
levels.

* Language and language skills: Since many of the teachers in the Ministry lack solid training
and exchanges with advanced speakers of the language, their communicative competence
was limited to be able to face these challenges.

* Material development and adaptation: Problems with material acquisition, due to financial
limitations and to the blockade enforced on the Cuban economy and society, are a reality.
Internet access is insufficient, so online resources are difficult to access and broadband width
is not enough to work interactively online. So, alternative ways to acquire and adapt materials
had to be learnt and put into practice.

¢ Assessment and testing: Teachers need assessment literacy to implement all necessary
changes and to be able to certify communicative competence with a valid and reliable system:
» classroom assessment, rubric development, and test accommodations;
> test specifications, test theory, basic statistics.

* |CT skills: Language teaching and learning today cannot be conceived without the use of ICT.
Therefore, teachers needed to be trained in the use of these technologies for educational
pUrposes.

Although in Cuba the whole system of education is publicly funded and free, it ultimately
depends on the government budget. Thus, even though considerable resources are devoted to
education, financial resources are insufficient for all the necessary projects. So, access to the
capacity building that was needed had to be found in existing cooperation projects and other
new initiatives.

At the same time, a programme was needed to combine all efforts and opportunities to
promote synergy within different sources of funding. The fact that all universities answer to the
same organisational unit (the Ministry) is an obvious advantage. So, efforts from different sources
were combined so as to create a synergy with all human and material resources. A network was
created to which several capacity building possibilities were offered.
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Activity

Training course: Teaching and Evaluation
according to the CEFR

Bol Training course: Roadshow Language,
Culture and Society ivia

1st ELT workshop

Training course: E-assessment for academic
purposes

TKT (Teacher’s Knowledge Test), Cambridge

Online Course TESOL Methods. UOregon

Training and certification course: BC
Professional Award

ELT Conference

Training course: academic writing and
scientific communication

2nd ELT workshop

Training course: Remote learning on
communicating skills

Seminar: ELT in the XXI Century

1st Workshop: Assessment literacy for higher
education - setting up a Cuban network of
language testers

2nd Workshop: Assessment literacy for higher
education - setting up a Cuban network of
language testers

Training course: Training in Moodle for ELT

Strategic cooperation project. Development of a
national Cuban certification system in academic
English in HE

02/16

03/16

06/16

11/16

11/16

12/16

01/17

03/17

04/17

06/17

06/17

06/17

07/2017

10717

01/18

1/17 -12/21

Venue

ucl

San Gerénimo
College

ucl

ucl

Institute of
Foreign Trade

Online

Capri Hotel

Panorama
Hotel

ucl

ucl

ucl

ISPEJV

ucl

ucl

ucl

Southwest State University,
Russia & UCI

British Council

MES & UCI

VLIR Network & UCI

British Council

MES-EEUU & UCI

British Council

British Council

VLIR & UCI

MES-EEUU & UCI

British Council & UCI

Express Publishing, MES &
ISPEJV

University of Bremen, ILTA,
British Council, MES & UCI

British Council, University
of Bremen, MES & UCI

UCI & MES

UCI-MES-University of
Bremen-British Council
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The most outstanding activities developed within the programme are listed below:

As the table shows, the capacity building project has been supported by funding from the
MES, the UCI, the Pedagogical University of Havana (ISPEJV) and the rest by Cuban universities,
the British Council, the Flemish University Council (VLIR), the University of Bremen, the USA
Embassy in Havana, Express Publishing, and the Southwest University of Russia, among others.

The most relevant achievement in the programme has been the integration of so many efforts
into one common goal: teacher professional growth that encompasses curriculum development
implementation. For this policy implementation, the following principles led the way:

Institutional Involvement

All higher education institutions are directly involved. Calls for capacity building activities
are sent to university management and decisions as to participation and dissemination and
implementation of results were part of universities’ workflow.

Wide Number of Trainees
Participants were numerous and belonged to different institutions belonging to the MES and
other ministries as well.

Cascading of Knowledge and Capacities
The need for participants to further cascade and disseminate knowledge and skills acquired was
emphasised in all workshops and courses. A feedback system is being implemented.

Innovation against Limitations

In every case, the lack of resources or the necessary infrastructure was approached from
an innovative point of view. Teachers and administrators were given ways to substitute more
sophisticated equipment or unavailable digital resources (mainly online resources due to lack of
Internet connection possibilities) by other resources or methods.

Results

Some partial results have been obtained with the implementation of this strategy:

¢ The strengthening of networking and joint collaborative work among English teachers within
and outside the Ministry all over Cuba.

» Capacity building in most of the topics identified in the needs analysis.

» Teachers and administrators are better prepared for facing the challenges of the new context.

* The creation of a national network of testers in an international cooperation project, with the
goal of designing a Cuban national system for English language training and certification in
higher education.
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Conclusions

Teacher development is one of the main aspects to consider when implementing changes in
education. At the Ministry of Higher Education in Cuba, remarkable transformations are being
made as to curriculum, standards and frameworks. In order to carry them out, a whole new
strategy in capacity building for teacher development is being implemented. The strategy is
based on the setting up of a network of English teachers and testers that are trained by high-level
experts from different sources who can cascade all their acquired knowledge and skills at their
own local institutions. This common collaborative work has fostered continuous education of in-
service teachers and increased their capacity to meet the demands of the new goals established.
It is an ongoing project, for which new initiatives and collaboration will be implemented.
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Innovative Solutions Leading to
Sustained and Systemic Change

5.1 English Opens Doors Programme: The Results of a Public
Policy for English Language Teaching in Chile
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Abstract

The interest of the Chilean government in the promotion of English is a matter that
dates back to at least the late sixties. In 1967, for example, students who graduated
from high school and wanted to pursue post-secondary studies in institutions of
higher education had to take the Bachillerato entrance exam which tested, among
other subjects, their knowledge of French and English. Moreover, in 1970, Chile was
one of the ten countries which participated in the first international study known as
the “Six Subject Survey: English and French as Foreign Languages” conducted by the
International Education Association. Undoubtedly, by then there was already a keen
interest in languages. Despite this interest, it wasn't until 2003 — over 30 years later -
that the Chilean Ministry of Education created and implemented the first public policy
designed to strengthen English language teaching and learning in the state school
system. The modernising process which Chilean education was undergoing, as well
as the economic and scientific challenges of the day were incentive enough for the
authorities across the board to recognise that English language teaching had to be
democratised, thereby enabling an increasingly more globalised Chile to open its
doors to the world. This measure was very much in keeping with the international trend
which showed that, at the onset of the 20th century, only 5.4% of countries around the
world taught English as the main foreign language in primary education and 18.2% did
S0 in secondary education. However, by the end of the last century, those figures had
risen substantially: 68.1% of countries worldwide taught English in primary education
while 78.5% did so in secondary education (Cha & Ham, 2011). What efforts have
been made in recent years to increase coverage and quality when it comes to English



language teaching? This article describes the evolution which the teaching and learning of English
has undergone after the Ministry of Education created the English Opens Doors Programme (EODP).
The first section provides an explanation of how it was institutionalised as a state policy. The second
section is a review of all the main initiatives implemented to strengthen and foster English language
teaching and their results. Finally, in the third section, we will outline the main challenges for this state
policy in the coming years within the context of the Chilean Educational Reform.

Keywords: English Opens Doors Programme, Chile, English language teaching

.......................................................................................................

Institutionalisation as a State Policy

The English Opens Doors Programme (EODP) was created in 2003 to foster conditions designed
to improve English language skills among students from fifth year in primary school to fourth
year in secondary education or high school. The mission driving the EODP was based on three
questions: What level of English proficiency should our students have upon graduating from
high school or secondary education? What or who should our focus be? How can we improve
English language classes? The answers were these: B1 level according to the Common European
Framework of Reference for Languages; teachers; innovation.

The importance of English language teaching is reflected in the fact that, without exception,
all the recent administrations (Lagos, Bachelet, Pifiera and Bachelet) included measures in their
government programmes to continue fostering and strengthening the idea that English is a
necessary component for exercising civil rights more fully in the 215t century.

In 2006, during her first administration, President Michelle Bachelet incorporated two out
of 36 presidential measures oriented towards firstly, expanding opportunities for students in
state schools to practise spoken English. The National Centre for English-Speaking Volunteers
was thus created to fulfil this objective. To date, over 3,000 such volunteers have come to Chile
to provide classroom support for Chilean English language teachers. And secondly, enabling
university students pursuing an English language teaching degree to experience a semester
abroad before graduating and working as teachers. This was carried out by providing eligible
students with a semester abroad scholarship to attend classes in institutions of higher learning
located in English-speaking countries. So far, 1,250 students in their penultimate and last year
at university have had the opportunity to spend an entire semester in a university located in an
English-speaking country with all expenses paid.

In 2010, during his first administration, President Pinera’s Government Programme for
Change, the Future and Hope introduced three measures: (a) funding for high quality English-
language teacher training programmes through grant applications; (b) the creation of training
programmes for teachers whose skills needed improvement; and (c) international calls to bring
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foreign, English-speaking teachers to Chile. His government also included the design for a
National English Language Strategy (2014-2030).

In 2014, during her second administration and as part of her Immediate Agenda for
Strengthening Public Education, President Bachelet incorporated the presidential measure
number 1.7 which involves a Plan for Strengthening English-Language Teaching and Learning in
1,000 state schools.

The Institutional Framework for English language teaching was analysed in a recent report
entitled “English Language Learning in Latin America” (Cronquist and Fizbein, 2017) and published
by the Inter-American Dialogue, a US.-based centre for policy analysis. The report analysed
policies for English language teaching and learning implemented in ten Latin American countries
and concluded that Chile is the only nation which meets all the established indicators. These
indicators include defining a legal basis for policies and learning standards as well as parameters
for student performance and teacher qualifications. During their visit to Chile, the authors of this
report stated that “Chile complies with all the indicators for English language teaching and has
assembled a large body of data for analysis”.

In March 2018, a new administration will take office and President-elect Sebastian Pinera
has once again incorporated English language teaching into his government programme for
education.

Policies Implemented for English Language Teaching

In late 2004, the Ministry of Education reported that only one out of 20 students in Chile graduating
from secondary education reached the standard level of English competence established for high
school leavers. At its outset, the EODP developed a study to pinpoint the baseline for prevailing
English language skills among students. To this end, a representative sampling of students in their
final year of primary school (12-13 years old) and their final year of secondary school (17-18
years old) took a test developed by the University of Cambridge. The results of this diagnostic
test were then used to develop different studies which, in turn, were the main basis for a set of
policies and initiatives implemented for English language teaching. The EODP has continued to
monitor student progress through sampling and census tests.

The studies showed that one of the causes for low student performance was that many
students had no access to classes taught by English language teachers. In effect, at the
prevailing graduation tendency rate, only by 2037 would Chile have the necessary number of
English teachers in order to cover all schools. Thus, the Ministry of Education made a concerted
effort to encourage Chilean universities to offer English language teaching degree programmes
(Palabra Maestra, 2009). If there were 500 students in such programmes in 2003, this number
has now increased to over 12,000 per year on average (Consejo Nacional de Educacion, National
Education Council, 2017).

While there may have been a problem of “inventory and flow” regarding skilled human capital
for teaching English, Chilean universities were indeed equipped with highly trained academic
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faculty members who could help to train teachers and open up classrooms to innovation. Thus,
academics from education faculties developed courses to help English teachers update their
linguistic and methodological knowledge as well as workshops and classroom “shadowing”
among other initiatives. Furthermore, heads of the EFL departments and professors were invited
to participate in seminars for initial teacher training which were held over a period of five years.
The objectives of these were to promote the alignment of teacher training programmes with the
guiding standards for English language learning as defined by the Ministry of Education; to bring
universities closer to the work being carried out along these lines by the Ministry; and, at the
same time, foster the generation of professional learning communities both within and among
institutions. Additionally, their English language teaching degree students were invited to be part
of the EODP workshops designed to update in- service teachers’ linguistic and methodological
skills and also become monitors for the EODP’s English camps. Scholars and students were invited
to work collaboratively on projects geared towards strengthening bonds with schools, thereby
generating a two-way support channel to promote better state education. Thanks to all these
measures, we have forged alliances which foster territorial knowledge and further improvements
in initial teacher training.

Together with the nationwide coverage provided by having a professional in each region
responsible for implementing English language policy, we have been able to count on the key
support of leading institutions such as the US Embassy, the Australian Embassy, the British
Council, TESOL and universities. This support has resulted in a permanent offer of conferences
and learning opportunities led by outstanding researchers in applied linguistics, the lexical
approach and phonetics. Thus, the EODP made great use of state-of-the-art knowledge which
has been shared with the country’s universities and professors.

The increase in English teachers was significant. In 2004, Chile had 0.4 English teachers for
every school. By 2016, that figure had risen to 1.6 (Jara, 2017). Despite all the achievements
made, there remain substantial challenges in coverage regarding rural areas where some 1,743
rural schools have no teachers who have specialised in English language teaching (Sistema
Informacion General de Estudiantes SIGE - Estado, Dependencia y Matricula del 16-08-2017).
These rural schools continue to use digital resources, namely pre-recorded classes aligned with
the national curriculum for fifth and sixth grades of primary education called “It's My Turn”. These
were developed by the EODP, and can be used by the normal class teacher with his or her
students.

In order to reach the standard set out for students and to provide teachers with technological
support, the EODP designed an information and communication technology strategy for English
language teaching and learning. In the case of students, we have implemented English courses
for all the levels established by the national curriculum as well as courses for some of the
special areas included in Technical Professional Secondary Education. We developed an online
progress test aligned with CEFR. As for 2018, we will deliver a variety of courses on curricular
appropriation and methodology to English teachers in an e-learning and blended format. In the
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area of programming, we organised coding camps and some workshops for English teachers
so that they could learn the basics of programming; that way, they can teach English through
programming.

The EODP's design is successfully producing the desired results, providing vital tools such as
professional knowledge, teacher professional development, teacher networks, national debate
tournaments and the distribution of materials and incentives within the school community so that
students finish primary school with an A2 standard proficiency level and high school students
graduate with a B1 standard proficiency level. Despite all the progress made, the Ministry’s
biggest challenge is to promote improvements in sectors where test results show a proficiency
standard level lower than A1. This involves expanding coverage, developing new strategies
for teacher professional development, regional institutionalisation, and forging alliances with
universities which provide teacher training as well as with institutions from civil society and the
private sector, and international organisms, among others.

A recent study developed by the Ministry of Education shows the results obtained between
2004 and 2016: In 2004, 5% of students reached the B1 standard proficiency after completing
12 years of schooling (high school graduates) and, in 2016, that figure rose to 17%. In other
words, in 2004, it was one out of 20 students and, in 2016, it was one out of six. If we analyse
the results for the A2 standard, they remain stable and every day there are increasingly fewer
students with lower standard levels.

Challenges within the Framework of the Educational Reform

In Chile, an educational reform has been pushed through across all levels of education based on

the principles of equality and quality where any and all education providers that receive state

support are now becoming non-profit organisations and school administration has been handed

over to territorial authorities. Moreover, the law which has created the Teacher Professional

Development System seeks to recognise the teaching profession, provide support for in-service

teachers and enhance the status of teachers for generations to come. This reform includes

different transformations to be made to the process of initial teacher training. For example, it

establishes the following:

 Standardised requirements for being accepted into teacher training programmes;

« Mandatory accreditation for any university which offers teacher training degree programmes;

» Pedagogical and disciplinary standards for the FID (initial teacher training);

+ Diagnostic evaluations for the initial teacher training stage; and

« The creation of an Advisory Commission for the Improvement in Quality of Initial Teacher
Training.

In this context, the EODP has progressed to a policy of articulation and we are developing
strategies in conjunction with different ministerial programmes, incorporating a wide array of
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issues in English language teaching which are impacted by the educational reform as well as
continuing to collaborate with universities across the country.

Different initiatives are being expanded as part of the new state education. Our challenge
now is to achieve the desired results and strive to enable the 50% of students who have still
not mastered the necessary proficiency level (Agencia de la Calidad de la Educacion, 2014) to
make that leap forward according to the goals established in the national curriculum. In order to
increase coverage and reach more areas, we must continue to forge strong partnerships with
both local and regional organisations. In this way, we can reach a greater number of schools,
whether it be by providing them with technical assistance or carrying out projects together. While
we will maintain the lines of action which we have implemented up to now, the great challenge for
the future is to work more closely in conjunction with the intermediate management levels and
provide technical-pedagogical assistance and support.

Conclusions and Recommendations

Every day in Chile, an increasing number of individuals are learning more English. We are
confident that the best place to learn English is in school and those most prepared to impart
classes are the teachers who have specialised in English language teaching. We started out
by breaking the prevailing paradigm of the day which was teaching English in Spanish. To put it
another way, we saw how our English teachers could talk about English, how that language came
about and how it was structured, etc. but a significant number of those teachers could not speak,
write or read in English, much less see that their students had to be able to converse in English.
The EODP is encouraged by the fact that English is no longer seen as just another school subject
but rather as a vital skill for the citizens of this century.

Therefore, we have been emphatic about the need for English teachers not just to speak
English, but to also feel comfortable with that language, that they should not be concerned with
issues that are secondary but rather that they strive to be able to communicate in English. From
its early days, we at the EODP always pointed out that “an English teacher should feel proud to be
one as he/she is a person who is making a huge contribution to this country and helping to shape
a whole generation who will then have a better quality of life and better work opportunities”. The
EODP has been successful in fostering self-confidence among English teachers so that, when
one of them wants to innovate and present us with an idea, we embrace it as our own challenge
and provide that teacher with support.

From the very beginning, the EODP’s initiatives have been based on three main guiding
principles. The first is the accumulation of knowledge. There are a vast number of experts who
know how to do things properly, specialists in public policy and education theory regarding the
teaching of foreign languages. This kind of knowledge is key as it is not only about teaching future
generations a given language but rather equipping an entire country with the skills needed to
build its own future. The second is forging alliances or partnerships. We at the EODP uphold the
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profound conviction that we cannot meet our objectives on our own, that we need participants
on a local and regional level, both in Chile and abroad, from both the private and public sector,
each and every one contributing his or her expertise and in a consensual manner. Finally, the
third guiding principle which orients our work is to think in the long term.

Given the work developed over recent decades, the governmental structures in place
are such that, in a few more years, results will show improvements. In this way, Chile will have
successfully elevated a public policy for English language teaching to the status of state policy.
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5.2 Celbal en Inglés: Integration of Technology and Pedagogy for Equity
in Education in Uruguay

Claudia Brovetto
Plan Ceibal, Uruguay

Abstract

This article presents a case of a language policy for the teaching of English in the state education
sector in Uruguay. The initiative, called Ceibal en Inglés (CEl), consists of a series of EFL projects
that combine pedagogy and technology depending on the needs, characteristics and context
of the groups of students and teachers participating in each project. It is also based on the
problems of the Uruguayan educational system in the area of ELT: at primary level, a shortage of
English teachers to reach all children in the country and, at secondary and vocational levels, a
need to provide more authentic opportunities for the use of oral language in the EFL classroom.
As CEl followed Uruguay's education and language teaching goals at the national level within a
context of a national investment initiative to ensure access to technology for all, it represents
an innovative solution in which technology played a key role. Thus, this article presents Ceibal
en Inglés projects as the outcome of the articulation of clear goals, government support and
technological resources to design creative solutions and implement them with a sense of
sustainability and accountability. It discusses CElI's main elements as well as its challenges and
some of the results during its design and implementation.

Keywords: English as a Foreign Language, Ceibal en Inglés, technology, Uruguay.

Ceibal en Inglés in the Context of National Educational Goals
Innovative programmes require the right context to emerge. It is necessary that there is a socio-
political context that makes it possible for innovation to take place. In particular, a certain level of
agreement and independence of the governmental cycles are required. In the past two decades,
Uruguay was able to generate an agreement in the area of language education that is consigned
to two public documents: the General Education Law and the Documents of Linguistic Policies.
The General Education Law of 2008 — currently in practice - includes an explicit reference to
Spanish and foreign languages (MEC, 2008):
“The linguistic domain of education will pursue the development of people’s communicative
competences, the mastery of written language, the respect for linguistic varieties, the reflection
about language, the consideration of different native languages present in the country
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(Uruguayan Spanish, Uruguayan Portuguese, Uruguayan Sign Language), and multilingual
education through the teaching of second and foreign languages.” (Law N° 18.437, Chapter VII,
Art. 42, Section 5).

This law acknowledges the condition of linguistic heterogeneity of Uruguay and the
importance of its consideration for the purposes of education. For the first time in Uruguayan
legislation there appears a reference to the teaching of foreign languages.

The second official statement referred to is contained in the documents of the Commission
on Linguistic Policy for State Education (ANEP, 2008). This document was relevant in the field
of English language teaching in Uruguay in that it created a common goal at the national level
for the relevance and the sense of urgency for the consistent inclusion of English in the state
education sector.

Ceibal en Inglés in the Context of an Innovative Technological Institution
Plan Ceibal was created in 2007 as a plan for inclusion and equal opportunities with the aim of
supporting Uruguayan educational policies with technology. Since its implementation, every child
who enters the state education system in any part of the country is given a computer for personal use
with free Internet connection at school. In addition, Plan Ceibal provides programmes, educational
resources, and teacher training courses (Plan Ceibal, 2017).

Uruguay, a country that stands out for its significant schooling rates, now faces the challenge
of retaining secondary school students from poorer social backgrounds. The state education
system covers 83% of students between four and 15 years of age. The incorporation of digital
technologies is strategic for transforming the pedagogical approach.

Thanks to the installation of fibre optics throughout the country, Uruguay is a leader in fixed
Internet connection speed. Plan Ceibal contributed to reducing the computer access gap between
the highest and lowest income quintiles, establishing an equity scenario that has remained stable
since 2010. In its first decade of implementation, Plan Ceibal was crucial in reducing the social
gap between those who had access to technological devices and connectivity and those who
did not. However, in the current phase, Ceibal focuses on pedagogy as the key to promote equity.
Ceibal en Inglés is an example of these efforts, where technological and pedagogical resources
interact to give innovative solutions to traditional problems.

Ceibal en Inglés: Design and Implementation

Ceibal en Inglés in primary schools (CEI-P) started in 2012 with the goal of expanding English
language teaching to all primary school children in Uruguayan urban schools. It was designed
for teaching English to children and their teachers in 4™ 5% and 6™ grades (ages nine to 12).
The programme consists of a blend of face-to-face and remote team teaching through video-
conference. In this way, CEI-P provides a technological solution to making more effective use of
teachers who are available to teach but who are not physically located in the Uruguayan schools
spread throughout the country. The programme combines three modalities of language teaching:
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Firstly, “remote teaching”: the teacher of English is not physically present in the classroom,
children meet their teacher of English remotely through video-conference every week. Secondly,
“collaborative teaching” two teachers are jointly responsible for course content, lesson activities
and assessment. The remote teacher (RT) and the classroom teacher (CT) teach through mutual
cooperation with specific and complementary roles: the RT is the expert in EFL, while the CT,
who in most cases has limited knowledge of English, is the one who guides the children in their
process of learning. Thirdly, “blended teaching” a model of education that combines distance
and face-to-face modalities. This programme is a case of blended teaching: the teacher of
English teaches remotely, while the classroom teacher does so face-to-face (see Brovetto, 2017
and 2014; Kaplan, 2016).

The design of CEI-P includes three 45-minute classes of English per week. These are called
lessons A, B and C. Lesson A is taught by the RT via video-conference. During this lesson, the CT
and her students meet the RT and both teachers work in tandem to facilitate the learning. Lessons
B and C do not include the participation of the teacher of English through video-conference. They
are led, organised and oriented by the CT who in most cases has limited proficiency in English,
but who, through scripted lesson plans in Spanish is able to revise and recycle what was taught
in lesson A. Lesson plans guide remote and classroom teachers; they contain games, songs,
videos and other digital materials hosted on Plan Ceibal’s learning management system. The digital
materials available on the platform can be accessed through the students’ laptops, popularly
known as “XOs" or “ceibalitas.” The learning management system also allows for student-teacher
individual communication, student-student, and teacher-teacher group communication. As part of
the national policies for language teaching, the programme aims at reaching the guiding students
to reach the A2 level of the Common European Framework of Reference for Languages: Learning,
Teaching, Assessment (CEFR) for the teaching and learning of foreign languages.

One of the innovative components of CEl is the relationship between technology and
language pedagogy and, in particular, technology mediated interaction. Another innovative
aspect is related to the classroom teacher’s role. In CEl, the CT - a native Spanish speaker with
limited or no proficiency in English - is the activator and the learning enabler.

CEI-Pwas pilotedin 2012 with 57 groups in 20 schools, and expanded rapidly and progressively
over the following four years. CEI-P works in coordination with another EFL programme in primary
schools that has been running since the 1990s, with teachers of English who come to schools
three times per week (Departamento de Segundas Lenguas y Lenguas Extranjeras CEIP). The
graph and table below show the expansion of Ceibal en Inglés and the face-to-face programme
(Segundas Lenguas) in the past four years.

At the time of writing, Ceibal en Inglés is implemented in 536 schools, 3,327 groups and
reaches around 75,000 students. Together with the face-to-face programme, 95% of the urban
population of children from 4" to 6" year of primary school has English lessons.

In secondary and vocational schools, the context demanded a different design. English has
been included as a subject in these two components of Uruguayan education since the 1940s.
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In this context, however, there was the need to create more authentic opportunities for the use
of oral language. Considering this specific need, Ceibal en Inglés designed a programme called
Conversation Class. One of the mandatory curricular hours of the English course includes the
participation of a remote teacher who is a native speaker of English and who co-conducts —
together with the classroom teacher of English (CTE) - a lesson that focuses on promoting oral
skills and multicultural awareness. For the Conversation Class programme of Ceibal en Inglés a
specific series of lesson plans and materials were developed. At the time of writing, this programme
is present in 151 schools, 680 groups, and reaches approximately 17,500 students, approximately
10% of the target population. It is important to consider that, differently from CEI-P, this programme
is meant to be a support and additional resource for an already existing teacher of English.

Graph 1: English Teaching in Primary 2014 - 2017 (number of students)

@ 5EGUNDAS LENGUAS CEIBAL EN INGLES

204 2015 2016 2017

Table 1: English Teaching in Primary 2014 - 2017

(number of students)

Segundas Lenguas 28,300 29,037 29,300 31,507
Celbal en Inglés 50,345 77,068 80,217 74,907
Total 78,645 106,105 109,517 106,414

142



@@ BRITISH
@@ COUNCIL

Remote teachers come to participate in the project through agreements with institutions in
Uruguay and in other countries. The most important provider of remote lessons is the British
Council which has installed remote teaching centres in Uruguay and Argentina. Other academies
in Uruguay, Argentina, Chile, the Philippines and the UK, as well as universities in Uruguay and
the USA participate in the project. This results in a complex administrative system. All teachers
in these different locations work with the same materials and lessons, but bring to the project
linguistic and cultural diversity. They need to learn about the Uruguayan educational system and
work as a team with Uruguayan classroom teachers. Although this feature of the programme
requires a great effort in the administration of human and material resources, the programme
benefits from the diversity, which constitutes one of its most original components, with potential
positive impacts beyond the specific language domain.

Evaluation of Students’ Knowledge

The assessment of students’ knowledge is a key component of Ceibal en Inglés. An adaptive online
test was designed for these purposes. This test is the result of an interinstitutional effort. A working
group was created with representatives from the National Educational System (ANEP), Plan Ceibal
and the British Council, as well as independent technical consultants.

An adaptive test is an assessment tool that adjusts to the students’ level of English. Learners are
asked to respond a question and, depending on the accuracy of the answer, they are presented with
either a more difficult or an easier question. An adaptive evaluation is a useful tool for assessing large
populations of students with potentially a wide range of language proficiency.

The adaptive English test in Uruguay started in 2014 and has been regularly implemented and
revised in subsequent years. Since 2014, the test has been administered at the end of the school
year, on the basis of a stable agreement between the National Educational Administration (ANEP),
Plan Ceibal, and the British Council. The adaptive online English test is administered to all primary
school children in 4th, 5th and 6th grades that learn English in one of the two modalities present
in state schools as a mandatory test (Ceibal en Inglés and Departamento de Segundas Lenguas
y Lenguas Extranjeras), and progressively to students in secondary and vocational schools in a
voluntary modality. Performance levels were designed in accordance with the standards defined
by the Common European Framework.

Inits first edition in November 2014, the adaptive test included one multiple choice component
with items assessing vocabulary, reading & grammar (VRG), and a non-adaptive written test.
The written test includes semi-closed and open questions to be answered on line. In 2015, a
listening comprehension module was included in the test, also with an adaptive modality. The
VRG and listening components are corrected automatically; the written component is corrected
by a group of trained teachers.

The assessment has the following main objectives: (a) to assess the knowledge of English
language in students at the different grade levels and modalities of teaching present in the
system, (b) to provide students an internal certificate of the level obtained, (c) to build a
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permanent assessment plan which enables the administrators to follow the annual progress of
English language learning, and (d) to build an information system for the continuity of linguistic
policies between primary and secondary schools.

The adaptive test is taken by a large population of thousands of students every year. This
paper focuses on the results for primary schools, where the test is mandatory. The following
tables show the number and percentage of primary school students that have taken the test in
the last three years (2014 - 2016) (Plan Ceibal, 2016 and 2017). The table shows the number of
students in each of the two English teaching modalities present in the system (Ceibal en Inglés
and Segundas Lenguas).

Table 2. Adaptive English Evaluation in the period 2014-2016

N° students Responserate  N°students Responserate N°students Responserate

VRG 51 88 97 1 1.7 0.6
Listeninng’ 85 1.6 3.7 0.7
Writing 44 79 96 1.4 1.7 2.6

The following graph presents the results obtained in the lastest edition of the adaptive test in
2016. Graph 2 presents the global results obtained by students in both programmes, and graph
3 the results analysed by programme in the VRG component.

Graph 2. Students’ proficiency levels in adaptive test 2016 by evaluated
component. Global Results Primary (% of the students who took the test)
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At the end of the school year 2016, 59.4% of students reached an A2 level in the vocabulary,
reading & grammar test (VRG) and 37.7% reached A2 in the listening component. The graph
shows that the weakest component is writing.

Graph 3. Results in the VRG test by programme
(% of the students who took the test)
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The graph shows very similar results for children studying English through Ceibal en Inglés
and Segundas Lenguas (face-to-face programme).

Final Reflections, Challenges and Recommendations

This article presents the project Ceibal en Inglés as a case of an innovation that seeks to provide
a solution to a problem in the Uruguayan education system related to the lack of enough qualified
teachers of English.

The confluence of diverse factors was required for this project to be designed and
implemented. At the level of the educational policies, there was a clear priority given to the
teaching of foreign languages in general and English in particular. This was explicit in relevant
public documents that are evidence of the agreement across groups and government cycles.
Ceibal en Inglés is also the combined effort of several institutions related to education: The
National Administration of State Education, ANEP (the institution responsible for the government
of basic education), Plan Ceibal, and the British Council. Each of them contributed to the project
their expertise and experience.

..................... .

23 In 2014, there was no listening component to the test.
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Ceibal en Inglés constitutes an innovation that combines technology and pedagogy in a
specific way. In particular, technology mediated instruction tries to benefit from and maximise
the strengths that each of the teachers — remote and classroom teachers — bring to the project.

A crucial aspect of the project relates to the quality of teaching. Plan Ceibal, the British
Council, and the academies establish high standards in the selection of remote teachers, as well
as in the monitoring and assessment of the quality of teaching. This demands high standards in
the management of the project and opportunities of professional development.

The primary and ultimate goal of the project is to improve the levels of English proficiency of the
students in the state system. For this reason, the most important tool for evaluating the efficiency
of the project is the assessment of students” progress. Ceibal en Inglés combines a national
standardised evaluation (the online adaptive test taken by all students) with the international
examinations at different levels of proficiency by Cambridge (taken by a smaller population of
students). Apart from these tests, there is a research agenda that includes qualitative approaches
for the analysis of classroom interaction and the identification of effective practices for language
teaching mediated by technology.

Ceibal en Inglés has important challenges ahead of it. Continuity of English teaching and
learning across components of the educational system is not yet a reality. English language
teaching in primary and secondary are not coordinated so that students’ progress is considered
throughout the different components of mandatory education.

The lack of qualified teachers of English is a problem present in many countries in the region
that affects mostly the state education system. As a consequence, typically the most vulnerable
sectors of the Latin American school children are the ones left with fewer opportunities to
learn English. This publication is an opportunity to share and communicate the Uruguayan
experience with other countries that could potentially implement similar solutions to overcome
the shortage of teachers. Four crucial components should be considered and can be taken as
recommendations for the implementation of solutions combining technology and pedagogy
in innovative ways. One key component is to base the project on the explicit support of the
local authorities and the community that will benefit from it, so that the project is seen as
the implementation of a clearly defined public policy. In order for this to happen, clear and
consistent communication of the goals is required, at different levels and through diverse
means. Secondly, the implementation requires a multidisciplinary team whose members
are well aligned behind clear goals. The complex articulation of technology and pedagogy
demands the combination of professional teams with people willing to understand the logic
and methods of other fields and the challenges that each component of the project faces. The
third recommendation relates to the quality of the proposal. The technological solution — such
as the videoconference service, for example — has to be of high quality, following international
standards and sustained by a stable Internet solution. Similarly, the pedagogical proposal has
to be sound and proven. It is probably not a good idea to innovate at all levels at the same
time. Therefore, it is recommended that the pedagogical solution implemented is supported
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by precedents with well documented evidence of learning in previous projects. Finally, an
innovative project requires a close system for monitoring and evaluation that is in place from
the beginning, and constitutes an integral component of the project. This component requires
objectivity in order to ensure the independence of interests, but has to be seen as a system of
support and early detection of problems, and not as a threat to the continuity of the project.

There are traditional dichotomies and oppositions that innovative projects put into question. In
the case of Ceibal en Inglés, three contrasts are revised and novel forms of interaction are being
established: state / private education; national / international teachers and institutions; and face-to-
face / distance / remote education. These revisions and new order proposed generate tension that
is always part of innovative processes. In order to deal with these tensions, Plan Ceibal develops
strategies based on communication, transparency of results and continuous dialogue with all
involved parties.
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Working Towards Public Policies
for English as a Second Language
In the Latin American Region

Jimena Hernandez-Fernandez and Javier Rojas
PIPE-CIDE, Mexico

We envisaged this book to be a source of information on not only what is being
done in Latin America towards achieving a set of public policies for English as a
second language (PPESL); but as space where the main actors in the public sectors
could analyse critically their strategies and provide recommendations. In that sense,
the book was conceived to put together practical contributions rather than purely
academic pieces, and ones that show the shift towards generating policies with the
aim of providing quality ELT in the region. As we have seen, the level of progress,
the scope, results, and effects vary.

This article aims to offer conclusions and recommendations by analysing the
characteristics that PPESL should have in order to be valued as a public policy
in the countries of the region. We collect all the experiences presented in the
book to offer an analysis of the strengths, challenges and areas of opportunity
and to highlight the importance of understanding the different contexts to achieve
comprehensive policies for the development of PPESL.

This article is divided into three sections. The first one describes the
characteristics PPESL should have. The second one presents an analysis of the
strengths, challenges and opportunities of the policies and programmes that are
being implemented in Argentina, Brazil, Cuba, Chile, Uruguay and Venezuela. Finally,
we draw some general conclusions and make some recommendations.

English Teaching as Public Policy

In the academic literature, public policy is defined as the deliberate action of a
government in order to solve a public problem. A newer approach has added that
public policy is not only designed to solve public problems but to make use of



opportunities that can bring a public benefit (Franco, 2017). In that sense, public policy has three

main characteristics:

1.The executive actor is the government. The public policy is executed by the state and
therefore supported by the general laws of the country. Public policy is then the rightful way
for the government to intervene in the public arena. Finally, as it is executed by the state,
particularly in democratic countries, it represents the interest and the values shared by the
citizens.

2. Public policy implies a deliberate action. An action that is deliberate, necessarily involves
an exercise of diagnosis, planning and implementation. In strict terms, public policy should
be based on the analysis of the problem by its causes to define which is the most effective
and efficient way of action. The planning or design stage includes the analysis of whether
the strategy can be implemented with the resources available and by who. In the literature,
public policy will also ideally include a process of evaluation, as without it, the executor
cannot observe the results and effects of their action. Those results can give the policymaker
feedback on what changes have to be made in order to improve the implementation and
scope of the interventions.

3. Public policy solves a problem or makes use of an opportunity that is public. Something public
is defined as a commodity or service that is both non-excludable and non-rivalrous so that
individuals cannot be effectively excluded from use and where the use by one individual does
not reduce availability to others. Moreover, “public” describes something that is useful for the
public in general, such as national security, education or infrastructure (Franco, 2017).

If we look at English as a public policy we have to take into consideration the three
characteristics described above. First, PPESL should be promoted by the government. The
state therefore has to have the legal responsibility and attribution to provide English through
the education system. This means that, if possible, laws have to be adapted to recognise English
teaching provision as a right. The right to English education must state that the teaching has
to be of good quality and should ensure the process, not just of learning English grammar for
example, but also of developing other skills such as higher order thinking, science, technology
and maths through the medium of the English language (Mexicanos Primero, 2015).

Secondly, PPESL has to be a deliberate action which involves the analysis of the current
education situation in the country. The analysis is performed to define how, with the resources
available, it is viable to provide English education as a public good. The design and planning
of a PPESL have to be accompanied by a process of monitoring the goals. Also, a process of
evaluation must be included to verify that both the teachers and students are reaching the goals
after a certain period of implementation.
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Lastly, PPESL have to reach the public arena. This means that governments through the state
education system should ensure that the strategy reaches every sector. That is to guarantee that
English becomes a public good which is accessible to every student no matter their social or
economic background.

In this book, we focused on systemic innovation for quality English teaching in Latin America.
In order to do that we presented a few Latin American strategies for providing English teaching in
the state sector. To qualify whether each intervention presented is providing or moving towards
systemic change, we observe whether they have established, or are on the way to consolidating,
English public policies aiming at producing shifts in existing paradigms related to ELT. Thus,
a PPESL promotes systemic change when it covers the three aspects of public policy: (@) It
is a national strategy executed by the country’'s government where it has been ensured that
the laws support English teaching. (b) The English strategy is a deliberate action which has
included a diagnosis, planning, design, implementation, monitoring and/or evaluation. (c) The
English strategy covers the public arena, in other words, it is implemented throughout the state
education system so that no child is excluded from receiving English classes at school as it is a
public good.

The Strengths, Challenges and Opportunities of ESLPP in Latin America
Many Latin American countries are showing that they are making important efforts to improve
the level of English amongst their citizens. It is clear that the strategies vary greatly: some are
making use of technology to reach more extensively the students in the country, many others are
training teachers, providing books or changing the curriculum while others are creating networks
for learning communities.

It may be too early to gauge the impact or sustainability of the initiatives presented. However,
it is helpful to examine the existing policies and goals, as well as the factors unique to each
country that contribute to the current state of English language learning (British Council, 2013).

English, as described before, provides advantages in the modern world. Having citizens
that do not speak English can be seen as a problem because of the exclusion and the lack of
opportunities associated with it. English teaching can also be seen as an opportunity because
of the added values that it brings at individual and macro level. English, as it is the current lingua
franca, generates a great responsibility for governments and their school systems.

English cannot be seen as an extra subject in the curricula but as a right in itself because of
the implications it brings for students’ future. ELT enables students to develop their abilities and
skills in order to succeed in real world. In that sense, ESLPP cannot longer be conceived as an
elective subject in the curriculum but as important part of the student profile where clear goals
are set. Additionally, students should be able to use English in conjunction with their skills and
abilities to learn, communicate efficiently and interact with others. Therefore, the design and
implementation of ESLPP has to be based on solid research about the needs in context and the
best ways to reach goals and design strategies.
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Below we will further analyse the strategies presented in this book from Argentina, Brazil,
Cuba, Chile, Uruguay and Venezuela. We provide some background to the development of ELT in
each country to analyse further the strategies presented in the book.

Argentina

English Teaching has a long history in Argentina. Argentina is the only Latin American country
where the presence of teaching English as a foreign language dates from the early years of
the birth of the country as a nation. That is due to its independence movement history and the
intense European migration that took place between 1860 and 1940. That history resulted in the
widespread use of private schools with an English curriculum. Therefore, ESL was only taught to
those who could afford private education?* (Tocalli-Beller, 2017).

In 1968 few state schools started to teach English; but it wasn't until 1982 when the first
Centro Complementario de Idioma Extranjero (CCIE) was created in the province of Buenos
Aires, providing foreign language teaching for state school students. Ten years later a CCIE was
established in every school district in Argentina, providing English teaching to all state school
students from grade four upwards (Tocalli-Beller, 2017).

As mentioned before, English is part of the curriculum, as it was made compulsory by the
education reform in 1993. Argentina has a national ELT strategy where the federal government
advises on curriculum, provides training to representatives and encourages communication
between provinces. ESL is mandatory both in primary and secondary education although the law
does not specify which foreign language is to be taught (British Council, 2015). Also, the central
government promotes linguistic diversity; however, in practice most provinces have mainly
promoted English.

With regards to the curriculum, the Nucleos de Aprendizaje Prioritario (NAP) include
objectives, approaches and some content for foreign languages. The provinces can develop
curriculums based on NAPs having intercultural competencies as a goal for language
education (British Council, 2015). Roldan, in her article, highlights the importance of English
teacher training to accomplish the goals that the Argentinian federal government has set.
She particularly suggests that state’s responsibility is to train people who can perform their
teaching tasks at the various mandatory levels with a solid disciplinary and pedagogical
training. Therefore, the challenge remains to find adequate and accessible training for teachers
that can adapt to different Argentinian settings. The work that the Buenos Aires Province has
done so far with regards to initial teacher training is remarkable; as it shows a determination
to tackle English provision from its roots. However, as we have seen in Labate’s article, the
Argentinian rural setting still has a limited offer of qualified English teachers. Labate states a
strategy proposal where the introduction of ICT is proposed to provide the education service.

24.1t is worth noting that Argentinian education has an important component of private education as 24% of the
students in Argentina attend a private school and half of the schools in Buenos Aires are private (Tocalli-Beller,
2017).
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The proposal can be summarised as follows:

* include a mix of interaction styles,

* use a mix of support materials,

* use local facilitators,

* make use of remote teachers,

* provide exchange programme opportunities for students
to other schools in the same area,

* Uutilise alternative assessments based on student portfolios.

As Labate’s article highlights, a broad use of ICT like the Uruguayan Ceibal en Inglés, is not
feasible because of the broadband requirements. That note is important because we could be
tempted to rely only on ICT to reach isolated or marginalised education environments where
English teachers tend to be very scarce. Despite the fact that ICT could be seen as a solution,
the characteristics of the context must be considered to analyse ex ante whether technology is
the adequate solution. It is very likely that ICT will not work as a solution to PPESL because of the
connectivity problems that persist in most rural and remote areas in the Latin American region.

Now, we turn to the analysis of whether Argentina’s strategies can be considered public
policy and, furthermore, if their public policies are working towards systemic change. With
regards to public policy, Argentina has worked towards legal definitions to make ELT compulsory,
therefore the state is entitled to design the strategies needed to ensure the right to have a
language other than Spanish being taught in state schools. The strategy presented identifies
the problems in rural contexts to providing PPESL. That identification, as mentioned before, is
important for a proper policy design. As the rural context is the one struggling to provide ESL,
the policy is not only needed but crucial to guarantee ESL as a public good in the sense we
described before.

Despite the fact that the policy includes the characteristics needed to become a PPESL it
is too early to see whether it could be considered to be moving towards a systemic change.
The piloting of the policy is needed as stated by Labate in order to observe the effects and
potential risks for implementation. Once that part is achieved no doubt the policy will work within
the Argentinian education system to provide ELT for all state students in the country and ergo
promote true systemic change.

Brazil
The Brazilian government published the Brazilian National Curricular Guidelines for Basic Education
(BNCC) in 2001, stating a more meaningful approach for the teaching of foreign languages (Almeida,
2012). The English strategy in Brazil is based on the conception that teaching multiple foreign
languages, not English alone, will help to promote equity and inclusion in our globalised world.

It wasn't until very recently that ESL at secondary level became mandatory. The white paper
for ESL confirms that Brazil's federal government is working towards PPESL. However, it will take
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some time for the government to design and implement aligned strategies. One of the major
challenges will be the different state and municipal capabilities to implement PPESL. Therefore,
the government will need to provide extra support to those areas where it is most needed.
Furthermore, strategies have to be revised as more changes are needed to ensure that ESL
works at school level. For example, Pereira highlights the question of how the English profile
set can be achieved with only two standard classes of 50 minutes per week that the curriculum
allows for. More changes in the curriculum are needed to ensure PPESL.

Almeida’s article presented the strategy of English without Borders (EwB). In spite of the fact
that the policy has been successful in targeting the population at higher education level, it can
only be considered an isolated strategy to work with the Science without Borders programme
(SwB), not an actual PPESL. Furthermore, as it is a strategy that targets the higher education
population, itis aiding a group that is already privileged as it has made its way up to that education
level in a country where millions are left behind in the journey.

EwB, however, can provide a benchmark of what can be done when the government has the
initiative to set a plan, implement and monitor a public policy. A strategy of such scale has to be
developed to reach the rest of the population, as part of the education system. It is particularly
recommendable that any strategy designed reaches students at an earlier age when quality
English teaching could add an extra incentive for students to remain at school.

To complete the analysis, we can observe that Brazil still has the challenge of assuring that
PPESL work. First, although the state has acknowledged the importance of the English language
by amending the legislation to state that ESL is compulsory in secondary schools, policies and
programmes are required to provide a public benefit. Additionally, enforcement strategies are
needed to reach all levels of state school.

Finally, in Brazil, as in other Latin American countries, English has been a commodity that
only elites can access. Brazil has the advantage of having a government that is aware of what
is at stake if ESL is not developed as a public policy. The proof is the recent amendments to the
law. The thing left to do is to work on an actual diagnosis of the problem. In other words, what
is the condition of English education in state schools at each level? What kind of teachers are
available? Do we need to train more teachers? How do we reach all students? These questions
will help to identify actual strategies that can be set in place by the federal government; as well as
strategies to provide states and municipal governments with the required skills, knowledge and
resources to implement PPESL. Brazil, like many other Latin American countries, needs to work
further towards a systemic change in PPESL.

Cuba

Cuba is the largest Caribbean Island. Although it is located only 150 km away from the coast
of Florida, it has endured a very complicated relationship with the United States but, at the
same time, maintained a close relationship with its other Caribbean neighbours (Smith, 2012).
Notwithstanding the United States’ embargo and their troublesome history, it is well known that
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Cuba has a very educated population which is in part attributable to strong teacher education
and in-service teacher training programmes (Malott, 2007 quoted in Smith, 2012).

Despite the fact that English was not widely used in everyday life, because of the lack of
contact with their neighbour, the Cuban government decided to promote ESL. The Cuban
government has acknowledged the need of the language for international relationships, business
partnerships, and the development of their tourism industry; as well as for their scientific and
technological research. That is the reason why recent educational reforms included ESL as a
compulsory subject in the curriculum (Smith, 2012).

Since the 1950s English has consistently been the most studied foreign language in Cuba
(Martin, 2007 quoted in Smith, 2012). This was accomplished through the development and
professionalisation of English language teacher training, from being done only at language
institutes in the 60s, pedagogical institutes and teacher training colleges in the 70s and 80s, to
pedagogical universities and teacher colleges in the 90s.

In Cuba, English classes are freely available and accessible to children and adults throughout
the country. The quality of teaching in these classes is largely influenced by the quality of English
language teacher education in Cuban universities of pedagogical sciences (Smith, 2012). Collada,
Castro and Rivera in their article presented a new strategy that has emerged as a programme
to combine all efforts and opportunities to promote synergy within different sources of funding
at the Cuban higher education level. This strategy took the shape of a network that provides
capacity building possibilities though liaisons between funders and universities. The strategy
provides teachers in service and in training the opportunity to share their experiences, access
to updated training and opportunities for teacher practice.

As Collada, Castro and Rivera suggested, new ways of interaction are needed for English
teaching that go beyond the action of the state. The initiative presented is actually not state
driven; however, the possible impact for English provision throughout the country is promising.
The case presented is interesting as ESL in Latin America is, in most cases, subject to public funds
available. As there are so many public problems in the region that require immediate attention,
governments are always conflicted in their decision as to where to invest their limited resources.
The Cuban network strategy sets a precedent of how the private sector can support government
efforts when an PPESL is already in place.

In the case of Cuba, the government's effort has accomplished a proper PPESL as it is
recognized by law that ESL is compulsory and its provision is public. It is relevant to highlight that
this is associated with the Cuban success in addressing education. That particularity is no doubt
the foundation of the PPESL's success. Systemic change can be supported by the network as
it aids the government to maintain English teaching provision which is continually up-to-date in
terms of training. We need further research to analyse whether a privately driven network can
be sustained over time as it will need constant and permanent maintenance to stay in place.
Cuba therefore, sets an example of how a government committed to education can make use of
a broader set of allies to promote PPESL improvement. Systemic change will be achieved when
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the network strategy manages to permeate not only the higher education level but reaches
compulsory education and beyond.

Finally, it is relevant to highlight that the network strategy can be considered a driver for
systemic change only in a small country such as Cuba, because of the chances to reach the
public arena. In a larger country, like the rest of the Latin American countries we analyse in the
book, the network strategy would face additional demographic challenges.

Chile

Chile is considered a developing country that has more than 17 million inhabitants. Chile’s
average literacy rates, economic growth, human development, life expectancy, and GDP
per capita are amongst the highest in Latin America. Chilean education is governed by the
General Education Law of 2009 (LGE). Chile has four levels of education: pre-school, basic,
secondary and higher education, of which the first three are mandatory. The right to education
is protected in the constitution. Despite this, in Chile there are a number of problems related
to quality and access to education, especially at the higher education level, which caused two
large waves of social demonstrations in the country in 2006 and 2011. Those demonstrations
show how active civil society is as they were able to organise themselves in order to defend
their right to education.

In matters related to ESL, the Chilean government designed the English Opens Doors
Programme in 2003 (EODP). EODP works to ensure every student develops a degree of fluency
in English. This initiative was specifically enacted with economic development in mind, and its
goal was to give all young people at least some proficiency in English. It was aimed at all students,
but centred on those who were disadvantaged. The objective is that gradually Chile will become
a bilingual state. The government has set the following objectives:
¢ Children from grade 5 to grade 7 will have three hours a week of English, with the goal of

reading at an A2 level by the end of grade 8 and at a B1 level by the end of grade 12.

» Teachers are required to raise their proficiency to C1 level through increased training and

professional development (Byrd, 2013).

EODP was created in partnership with the United Nations Development Programme.
A particularity of the programme is that it is aimed to promote equity by extending English
language learning to all students in state-funded schools (Matear, 2008 quoted in Byrd, 2013).
That is important in a country where history has privileged the privatisation of education.

As mentioned before, another characteristic worth mentioning is that EODP uses a volunteer
programme, which brings native English speakers into the classroom either as teachers or
as teaching assistants. Before the implementation of EODP, the majority of English speaking
Chileans were the elite who attended private schools or paid for private English tutors. The
strategy brought those privileged to help equalise the opportunity of access to ESL, which is a
very interesting approach (Byrd, 2013).
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As mentioned by Pina in her article, EODP has been accompanied by different strategies: the
use of volunteers, enabling university students pursuing an English Language Teaching degree
to get teaching experience, providing eligible students with a semester abroad scholarship and
more. The Chilean case shows not only a proper ESLPP set in place but the will to progressively
include more aspects to reinforce the success of the public policy.

The Chilean PPESL has the required characteristics to be public policy as it is provided and
enforced by the government. The policy has the aim to reach all state schools so the strategies
designed are supporting that aim. The EODP can be seen as a policy that promotes systemic
change as it is compounded by several strategies that together enforce PPESL and the promotion
of ESL as a public good. Moreover, there are proper goals set in place and the government has
set the tools to monitor students’ progression making the policy unique by its ability to evaluate
its progress. As mentioned before, the evaluation aspect in public policy is fundamental to track
progress and provide feedback. Systemic change has to understand the progress made in order
to re-plan the policy course.

Uruguay

Uruguay is a country that has set a precedence for innovation. At the beginning of his mandate,
President José Muijica, established that it was crucial for his government that all citizens in
Uruguay learn to surf the Internet and speak English for Uruguay to survive in the modern and
globalised world. As a result, Plan Ceibal was created in 2007 as a plan for inclusion and equal
opportunities with the aim of supporting Uruguayan educational policies with technology.

Is worth mentioning that Ceibal is an inter-institutional programme that has ensured Internet
connectivity among school learners and teachers. The aim in doing so is to introduce ESL in
primary education through the use of new modes of teaching which incorporate the laptop as a
tool for learning, engagement and democratisation (British Council, 2013).

With the programme implementation, Uruguay has secured funds for a project that integrates
remote teaching through videoconferencing, the use of a learning management system, and
professional development. Plan Ceibal seeks to demonstrate that lessons delivered by remote
teachers via videoconferencing with support from classroom teachers with very limited or no
command of English can facilitate successful learning outcomes in learners and classroom
teachers (British Council, 2013).

In the field of English, the government designed Ceibal en Inglés programmes. Brovetto's
article explained its characteristics, which includes the following aspects:

* Aformal set of learning goals for students at different grades.

* The design of a system to select teachers as well as a system for monitoring and assessing
the quality of teaching.

¢ The integration of different stake holders and agencies to promote better implementation of
programmes.

* The inclusion of a formal way to monitor and evaluate students’ progress.
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Brovetto also specifies one challenge that is still in place: the continuity of English teaching
across the educational system as ESLT in primary and secondary are not coordinated. That lack
of alignment may affect students’ learning and is an aspect that Uruguay will need to work on in
the near future. Despite the fact that the challenge is not small, Uruguay is setting an example of
what can be accomplished when true political and economic will work together.

We cannot minimise the fact that Uruguay is a small country which supported the feasibility of
the policy design. However, the use of ICT in the modern world should be considered to support
the lack of English teachers in remote and isolated areas. Uruguay’s example teaches a lesson
on the desire to ensure ESL is a right in the public sector. The strategy covers all aspects of
public policy as it emerges from a diagnostic exercise and it covers all stages till evaluation. The
strategy has shown though its implementation that changes and amendments can be made when
it is possible to obtain feedback. Uruguayan PPESL is definitely working for systemic change as
it has revolutionised not only the education sector for English provision, but for the process of
learning as a whole.

Venezuela

The first documented public policy for English teaching in Venezuela was a night school in 1910
in Caracas. In 1914 as part of an education reform, English was included for the 3rd and 4th
year of upper secondary education. Later, in 1918, a white paper made the teaching of English
compulsory in all state schools. From then, Venezuela experienced a process of educational
reform that culminated in 1999 with Bolivarian School Project.

The most recent set of education reforms, was supported by the Sistema de Misiones
Educativas (System of Educational Missions), a system that provides support to those excluded
from the conventional educational system (Lopez, 2010). Despite the education reforms, with
respect to English provision, in Venezuela as in most Latin American countries, the following
problems remain: lack of trained English teachers, a population with limited access to English text
books, a curriculum that allocates very little time to ESL and a general situation of poor pedagogy
at schools (Lopez, 2010).

The Venezuelan government is committed to incorporating the English language as a
compulsory subject in primary and secondary schools. In order to achieve that, a new set
of aims have been set in place such as: to increase the number of teachers of English and
improve the practice of teachers in service, creating teaching material for primary and
secondary education and more. The changes started in late 2013 with the English books that
became part of the Coleccion Bicentenario (Bicentennial Collection) at secondary level. Later
on, the establishment of the Micromision Simon Rodriguez included English as a subject in
teacher training.

Venezuela's case in this book is presented in three articles. Lopez de D'’Amico (et. al) that
presents a general view of the education system and how the series of changes have been
made. Silvia Medina (et.al) presents the Venezuelan National Advanced Training Programme and
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Franklin Esteves describes My Victory, English textbooks from the Bicentennial Collection. The
experiences presented show that the Venezuelan government has committed itself to the idea
that ESL must be a matter of public policy. The strategy has been to tackle different aspects that
historically have been obstacles in the service provision: the lack of trained teachers and the
scarcity of English books and materials available to both teachers and students. The policy has
been designed at national level and it aims to reach the public sector as a whole. In that case the
Venezuelan strategy can be considered a ESLPP as it is executed by the government, it reaches
the public sector and has an integral way to provide the service that include training, curriculum
changes and material provision.

To define whether Venezuelan ESLP is working towards systemic change, more years of
implementation are needed to observe the effects that the changes made so far can guarantee
all students access to quality ESL classes. In addition, to assess whether Venezuela will promote
systemic change it will be important to keep track of what happens in the political arena in the
next years. In contrast to Chile, which is a country that has approached PPESL through different
governments, current political instability in Venezuela make evident some of the challenges
associated to producing long-term change even when strategic plans are set in place.

Final Remarks: Conclusions and Recommendations
As we have observed, PPESL is becoming a reality in Latin America. Governments are setting
up several strategies to provide ESL in their countries identifying different kinds of actions. This
book highlights the benefits, advantages and necessity of English in the modern world, but we
also need to look at the complexities in taking the recommendations to the implementation of
an ELSPP.

We observe that the problems and challenges that Latin America is still facing with regards to

ESL can be summarised as follows:

* There are not enough teachers that can teach English and teach in English. Children cannot
comprehend what they are taught if the teacher is not English proficient and does not have
teaching skills. Teaching of English, as of any other subject, requires pedagogy training. In
Latin America many students are being taught English in Spanish or Portuguese. In other
words, students are given instructions in their native language and taught vocabulary in
the foreign language. If teaching in the region remains like that, students will not achieve
meaningful learning.

* Teachers remain without feasible access to training and certification opportunities, whether
due to time, geography or costs. At this moment, the region appears to struggle to have
a “learning culture” that fosters autonomous study and the promotion of such culture. Any
comprehensive educational reform needs to include network changes to promote the
exchange of knowledge and opportunities for teachers to learn from each other.

* There is lack of alignment between PPESL policies and general educational practices in the
classroom. This may be a result of not designing comprehensive public policies that observe
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the implementation and the curriculum as well as planning of pedagogy. In simple terms,
students cannot master a foreign language when they have serious deficiencies in their
mother tongue. Someone who does not have good reading, oral and written expression skills
in their mother tongue will be unlikely to have it in a foreign language.

* The marginalisation of teachers of English in schools (lack of permanent contracts, lack of
legal benefits, and lack of integration into the school bodies) put English teaching at risk.
Being an English teacher should provide teachers with the same opportunities as their peers.

* There is an existing gap between theory and practice for systemic reasons. The number of
hours allocated to English teaching should ensure that students are able to reach the learning
goals that are set at macro level. In most cases, the expectations of learning in the curricula
would imply a number of hours of study much higher than those established. In other words,
it is important to define more precisely the specific knowledge, what should be included,
reviewed and, when appropriate, mastered in each school year.

* The misconception that teacher training is synonymous with teacher development. As Knagg's
contribution suggests, a more holistic approach is needed. Teachers need more than just
initial training, they need accompaniment through their professional life in order to provide
meaningful and quality learning to their students.

* The lack of examinations available in the public sector. Examinations allow us to observe
the baseline. If that information is not collected it is impossible to monitor the progress and
evaluate students’ achievement. The evaluation of students’ achievement is particularly
important when students are concluding a certain education level.

* Related to the previous issue there is little evidence that the policies or programmes include
a formal, or even informal, process for gathering data. That process is important in order to
set a baseline and realistic targets for change. From the evidence presented it is difficult to
know how the PPESL will be evaluated. Evaluation is a crucial part of public policy design and
it seems that it has been left out in the region.

* The regional experience shows little evidence of stakeholder engagement with the only
exceptions of Brazil and Venezuela. The involvement of all relevant actors in policy design is
important, as Aimeida mentions, because reforms cannot achieve systemic change when are
not supported by society as a whole.

* Finally, there is a lack of congruence and transparency in specific policies. For example, the
requirements of the recent call for teachers to train future students / teachers of English in
teacher training colleges. The region still needs to work more on teacher training

Based on the evidence presented in the book we have come to the following general
recommendations:
* Recognise decentralisation as a key component for the implementation of ELSPP. Many
experiences presented are making use of decentralised education systems to design
strategies at a local level to provide ESL. Allowing the locals, who understand the context, to
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be in charge of the implementation of the strategies can be a wise decision to ensure that the
policy is not only well accepted by the community but that it is adapted to the environment.

* Make use of the advantages of piloting. To pilot new initiatives can give policymakers feedback
on what changes have to be made in order to achieve a PPESL. Policymakers at a national
level need to understand their educational situation with regard to English provision. Different
kinds of strategies may be needed to provide ESL to students in different environments.

¢ Make use of technology. Although the level of development varies greatly, ICT has proven to
be a tool to provide PPESL the opportunity to overcome its major obstacle: lack of teachers.
Technology can also be used to allow the new generation of students to engage in a more
didactic and friendly way with a second language.

* Promote autonomous learning. Although teachers are important as guides in the learning
process, it would be advisable to have resources that facilitate the autonomous learning of
students who don't have access to quality classes.

* Involve all stakeholders. Any systemic change requires the support of the community. Making
sure all stakeholders are involved can be a way of assuring that design and implementation
are successful.

 Evaluate. Every public policy must include a process to gather relevant data on performance.
The input and feedback of such data can be crucial to spot bottlenecks on time and re-plan
strategies when need. Policymakers also use evaluation as a source of validation of their work.

More and more PPESL are moving away from the traditional teaching of a compulsory foreign
language in the curriculum. This paradigm shift entails a whole set of pedagogy that is changing
the relationship between teacher and student, student and curriculum, teaching and assessment.
The key is that those shifts provide more flexibility in the relationships. Policymakers in our region
need to make use of the advantages of the research available and adapt strategies suitable for
their own context. There is still a long way to go. However, students in the region have more
chances now than ever to access more meaningful ESL learning.
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La importancia del inglés como
segunda lengua en América Latina

Javier Rojas | Jimena Hernandez-Fernandez
PIPE-CIDE, México

En las dltimas décadas, el inglés se ha convertido en una red global que conecta a
diversas familias de idiomas, incluyendo el francés, espanol, aleman, portugués, ruso,
y chino (Northrup, 2013). Por ello, no es sorprendente el papel este idioma como
una lingua franca global en el marco de la economia, los negocios, la educacion,
la politica y el entretenimiento. (Cronquist & Fizbein, 2017; Malik & Mohamed,
2014). Sin embargo, una revolucion menos obvia en el uso del idioma inglés como
segunda lengua (ESL por sus siglas en inglés) es su expansion a nuevos territorios,
grupos sociales, y su incorporacion en el programa de estudios de mas de 138
paises alrededor del mundo (Cha & Ham, 2011; Northrup, 2013). En la actualidad,
1.75 billones de personas hablan inglés, casi un cuarto de la poblacidon mundial; la
mayoria de estas personas no son hablantes nativos del inglés, y su nimero supera
por mucho a los que si lo son (British Council, 2013, p.5).

Esta transformacion nos habla de la transicion de un sistema en donde el ESL era
exclusivo de las élites, a uno en donde personas en condiciones menos privilegiadas,
hoy forman parte de un nuevo publico que puede acelerar el paso de la expansion
del inglés como segunda lengua dentro y entre distintos paises. Si el uso del inglés
como lengua extranjera se sigue expandiendo, ;cual sera el papel de las escuelas
publicas para asegurar la alta calidad de la ensenanza (ELT por sus siglas en inglés)
y el aprendizaje del Idioma Inglés (ELL por sus siglas en inglés) evitando que sea
privilegio de unos cuantos? ;Acaso los gobiernos de América Latina veran en el ESL
una opcion para facilitar el compromiso entre sus ciudadanos en un mundo cada
vez mas globalizado y en donde ciertos problemas, como el cambio climatico, no
conocen fronteras? ;Qué papel tendra el ESL en reducir o exacerbar la desigualdad
socioecondmica y en generar un crecimiento econémico? ¢ Qué politicas especificas
pueden implementar los gobiernos para mejorar la ELT en la region?



La coleccion de articulos que componen este libro tiene como objetivo responder a estas
preguntas, al dar la palabra a expertos y a responsables de las politicas publicas de diversos
paises, para mostrar como América Latina puede fomentar un cambio sistémico en la ensenanza
del idioma inglés. Por cambio sistémico, nos referimos a cambios que tienen como propdsito
modificar paradigmas para generar transformaciones a gran escala y no cambios paulatinos
dentro de un paradigma existente, que resulte en modificaciones irrelevantes (Joseph &
Reigeluth, 2010; Reigeluth, 1994; Taylor, 2016; Steen, 2008). Las contribuciones de los autores
se enfocan en los cambios; y, a gran escala capaces de transformar las estructuras subyacentes
de los paradigmas existentes de esta manera, garantizar que la innovacion pueda encontrar un
campo fértil que apoye transformaciones importantes en la pedagogia, la politica, la filosofia o
cambios organizacionales (Hawley, 1997; Taylor, 2016; Jucker, 2011; Steen, 2008).

Este libro tiene como propdsito mejorar nuestra comprension de cémo la ELT puede
contribuir a generar un cambio sistémico. Si bien es cierto que los responsables de las politicas
publicas en Latinoamérica enfrentan retos similares, como el bajo nivel de dominio del idioma
inglés, sus innovaciones se llevan a cabo, y responden a distintos ambientes de politicas de
aprendizaje. Por lo tanto, pedimos a los autores que describieran el origen y la importancia de
cierta politica o intervencion para poder analizar si la politica se puede replicar en otra parte.
Esperamos que los lectores se beneficien de las contribuciones practicas de los responsables
de las politicas que estan o estuvieron directamente involucrados en el disefio e implementacion
de experiencias innovadoras que muestran qué esta sucediendo en América Latina, para que
puedan consolidar una serie de politicas publicas para el inglés como segunda lengua (PPESL
por sus siglas en inglés “Public Policies for English as a Second Language”).

El propoésito de este capitulo es presentar una vision general del auge del inglés como un
idioma global y lo que eso implica para América Latina. El principal argumento es que existe
un grupo o publico que esta surgiendo en Latinoamérica y es quien mantendra en aumento
la demanda del inglés como segunda lengua en el futuro. Conforme se incrementa el uso del
inglés como segunda lengua y deja de ser solo de las élites o de aquellos que pueden pagar una
educacion particular, el estado juega un papel crucial para asegurar que haya una calidad superior
en la ensefanza del idioma inglés y que la misma llegue a grupos de un nivel socioeconoémico
menos privilegiado. Por lo anterior, este articulo plantea algunos retos que enfrenta América
Latina en términos de los bajos niveles de dominio del inglés como segunda lengua y describe
los distintos ambientes de aprendizaje en donde se debe llevar a cabo la innovacion sistémica. La
Gltima parte explica la l6gica tras la cual se estructurd este libro, y presenta una breve evaluacion
de algunas de las contribuciones mas importantes de los capitulos contenidos en él.
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El poder del inglés como un idioma global

En 1887, cuando Lazaro Ludoviko Zamenhof publico el folleto Lingvo Internacia, su propésito era
crear un nuevo lenguaje internacional para facilitar el contacto entre las distintas culturas. Doktoro
Esperanto, el seudénimo que Zamenhof utilizd para publicar su folleto, y que mas tarde dio pie al
movimiento Esperanto, no vio su sueno realizado, debido a que décadas después fue el inglés el
que alcanzo el estatus de idioma global y consolidé su rol como lingua franca (Li, 2003).

El término lingua franca se refiere a aquellas lenguas que, en ciertos momentos historicos,
juegan un papel fundamental en las interacciones generales, en la comunicacion y en el
intercambio de conocimiento. La lingua franca se utiliza como un medio de comunicacion comdn
aun cuando no es la lengua materna del usuario. El prestigio y uso de una lingua franca radica
no sélo en la conveniencia sino en el poder que conlleva como un medio para aprender y
comunicar ideas. De esa forma puede ser el lenguaje comun para la ciencia, la literatura, la
musica, los negocios, la diplomacia, la migracion, etcétera.

Histéricamente, las lenguas que se han convertido en lingua franca han cambiado. En el siglo
XVII'y XVIII, el latin jugd un papel crucial en las revoluciones cientificas y en la filosofia politica. El
francés adopto ese rol desde el siglo XVII hasta mediados del siglo XX. El uso del francés como
lingua franca se consolidd desde el principio del movimiento de los enciclopedistas en 1751. Los
encyclopédistes eran miembros de la Société des gens de lettres, una sociedad de escritores
franceses, que contribuyeron al desarrollo de la Encyclopédie. La Encyclopédie promovio el
pensamiento liberal que inspiré muchas revoluciones. El inglés esta considerado como la lingua
franca de la actualidad, debido a que gradualmente reemplazo al francés después de la Segunda
Guerra Mundial. El auge del inglés comenzd en 1919, cuando el Tratado de Versalles se escribid
tanto en inglés como en francés. El uso del inglés se amplié ain mas gracias al destacado
papel internacional que tuvieron algunas naciones de lengua inglesa, como los Estados Unidos
y las naciones de la Common Wealth en el periodo posterior a la Segunda Guerra Mundial, y
especialmente con la fundacion de las Naciones Unidas.

El inglés es la lingua franca de la actualidad que es el idioma que se utiliza para negocios
internacionales, ciencia, tecnologia, diplomacia, entretenimiento, entre otros. Investigaciones
sugieren que mas del 80% de las interacciones a nivel global se llevan a cabo en inglés, entre
hablantes cuya lengua materna no es el inglés (Weil & Polish, 2011 cita de Mexicanos Primero,
2015). Asimismo, las investigaciones sugieren que la gente, sin importar su nacionalidad, considera
que es importante aprender inglés. Muchos consideran al inglés como la lengua de auto-mejora,
gente de todo el mundo reconoce las ventajas que eso conlleva en un mundo globalizado.

1. El indice de clasificacion del poder del idioma est& basado en categorias analiticas con conexién directa a las
“puertas” u oportunidades que cada idioma abre. La metodologia de Chan (2016) clasifica a los idiomas basandose
en cinco tipos de beneficios: a) geografico o habilidad de viajar; b) econémico o habilidad de participar en la
economia global; ¢) de comunicacién o habilidad de interactuar en el didlogo internacional; d) de conocimiento
o medios de comunicacién o habilidad para usar estos recursos; e) diplomacia o habilidad de participar en
relaciones internacionales.

168



@@ BRITISH
@@ COUNCIL

Sin embargo, ¢qué tanta influencia tiene el inglés comparado con otras segundas lenguas
que los hablantes no nativos del inglés quisieran aprender? ;Acaso la percepcion de que el
inglés es una lingua franca es mera intuicion, o existe alguna evidencia que respalde esta
afirmacion? Para responder estas preguntas, se puede utilizar el indice metodoldgico del poder
del idioma de Chan (2016), debido a que califica a mas de 120 idiomas de acuerdo a diversas
dimensiones, desde la facilidad para viajar al extranjero y participar en la economia global hasta
las oportunidades de entrar en contacto con el conocimiento y los medios de comunicacion en
otros idiomas, e incluso involucrarse en asuntos diplomaticos."

Tomando en cuenta que el indice del poder del idioma de Chan califica de cero (el idioma
con menos poder) a uno (el idioma con mas poder), el estatus del inglés es solido pues esta
cerca del uno (ver la Tabla 1). EI poder del inglés supera al del mandarin, un idioma con mas
hablantes nativos (960 millones), e incluso al del francés, un idioma de prestigio en el ambito
internacional con mas de 80 millones de hablantes. Aun cuando se podria poner en duda la
metodologia de Chan o cuestionar la relevancia de esta informacion para el futuro, existe un
cambio reciente que sugiere que el inglés afianzara ain mas su papel como lingua franca.

Tabla 1. indice de clasificacién del poder del idioma

(los 10 idiomas con mayor poder)

Inglés 0.889 446
Mandarin 0.411 960
Francés 0.337 80
Espanol 0.329 470
Arabe 0.273 295
Ruso 0.244 150
Aleman 0.191 93
Japonés 0.133 125
Portugués 0.119 215
Hindi 0.117 310

Fuente: tabla adaptada de Chan (2016, p. 2)
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El inglés como primera lengua extranjera en el plan de
estudio, por pais y nivel (Cha & Ham, 2011, p.192).

2

PORCENTAJE DE PAISES

1900-1919 1920-1944 1945-1969 1970-1989 1990-2015
PERIODO

El inglés como segunda lengua en América Latina: el potencial del
crecimiento econémico y la movilidad social

;Por qué les debe importar a los gobiernos y a los ciudadanos de América Latina la expansion
del inglés como lingua franca global? Si la expansion del inglés continda desplazando a otros
idiomas rivales importantes, de potencias econémicas emergentes y consolidadas, como China
y Alemania, asi como de paises de prestigio como Francia, itiene sentido seguir invirtiendo
en la ensefanza del idioma inglés? ;Cudles son los beneficios al continuar en la busqueda
de un planteamiento estratégico y de largo plazo para la ensefanza del idioma inglés vy el
inglés como segunda lengua? iLa expansion del inglés como segunda lengua en América
Latina sustenta la promesa de impulsar el crecimiento econémico y reducir la desigualdad de
ingresos?

La relacion entre la educacion y el crecimiento econémico data desde la idea del ganador
del premio Nobel, Gary Becker (1975), que indica que la educacion es un componente central
en la formacion del capital humano. Ademas de resaltar que el capital humano también depende
de la capacitacion y la salud, una de las principales contribuciones del economista fue separar
de manera analitica la fuerza laboral calificada visto de la no calificada, para indicar las ventajas
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que tiene el conocimiento de los trabajadores como habilidades valoradas en el mercado
laboral. ¢Podriamos esperar que la expansion del inglés como segunda lengua en América
Latina impulse el crecimiento econémico y reduzca la desigualdad de ingresos a través de los
beneficios que conlleva esta lengua extranjera en una economia global? Estas preguntas nos
llevan a indagar nuevamente en la agenda de la investigacion de la “economia del lenguaje”, un
paradigma general de economia tedrica que utiliza conceptos y herramientas de la economia
para analizar las relaciones que presentan variables lingUisticas y su impacto en las variables
economicas (Grin & Vaillancourt, 2012: 1; Grin, 2014). A nivel macro, la investigacion ha mostrado
una correlacion entre las habilidades en el uso del inglés de una poblacion y el desempeno
econdmico del pais (Grin, 2014; Mccormick, 2013). La interaccion entre el dominio del inglés y
el producto interno bruto per capita es un circulo virtuoso, en donde al mejorar las habilidades
delinglés se incrementan los salarios, lo cual aumenta la inversion en la capacitacion del idioma
y mejora las oportunidades en general. Asimismo, Ging Lee (2015) descubrid que los paises con
un mayor dominio del idioma inglés tienden a experimentar un crecimiento mas acelerado. Los
resultados empiricos brindan evidencia de una correlacion positiva entre el dominio del inglés
general y el crecimiento econdémico para los paises en Asia y Europa.

Ademas, ya que la competitividad econdmica depende de la habilidad de atraer y retener
la inversion y el talento, asi como superar las fronteras linguisticas, disminuir las comisiones
por las transacciones y brindar un mejor flujo de informacion a través de los canales de
comunicacion (IMCO, 2015, p. 9), el ESL desempena un papel importante para impulsar el
crecimiento economico y el desarrollo nacional e internacional (British Council, 2013). Los
paises que cuentan con una fuerza laboral cada vez mas competente en el uso del ESL
tienen mas posibilidades de recibir inversion extranjera, esta inversion ofrece recursos de
crecimiento econémico adicionales, ya que con la llegada de nuevas empresas o industrias
multinacionales se crean mas empleos (British Council, 2013).

A un nivel individual/micro, el dominio del inglés ha demostrado brindar mejores
oportunidades. Se ha evidenciado que para la gente que forma parte de economias
emergentes como China, Rusia, Brasil y México, en donde el inglés no es el idioma oficial,
tener un buen nivel de inglés es una herramienta sumamente importante, pues brinda nuevas
oportunidades para el desarrollo econémico y académico. Debido a que las personas con
habilidades mas avanzadas en el idioma tienen salarios mas elevados, una lengua extranjera
como el inglés se ha ligado de manera consistente con mejores ingresos, incluyendo a
migrantes en paises como Estados Unidos y Canada (Grin, 1994; Grin, 2014). Investigaciones
recientes sugieren que un mayor dominio del ESL en paises en desarrollo esta relacionado
con un mayor ingreso (Casale & Posel, 2011; Azam, Chin & Prakash, 2010; Di Paoclo & Tansel,
2013). Por ejemplo, como parte de los esfuerzos en América Latina para incrementar la
calidad de la ELT, el afo pasado el gobierno mexicano anuncié que ofreceria mejores
salarios para atraer a un mayor ndmero de maestros de inglés que puedan capacitar a
un grupo de profesores de escuelas publicas (Expansion, 2017). Si bien un ingreso mayor
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no necesariamente implica que el crecimiento econémico se dara de manera natural, el
dominar una segunda lengua extranjera ciertamente incrementa el atractivo de un candidato
potencial dentro del mercado laboral.

Por otra parte, los programas académicos y los cursos que son competitivos a nivel
internacional se imparten en inglés. Como se observa en la Tabla 2, dentro de las mejores
20 instituciones que aparecen en la clasificacion de universidades a nivel mundial del Times
Higher Education 2016-2017, 19 se encuentran en un pals de habla inglesa. Considerando que
estas instituciones estan concentradas en el Reino Unido y en los Estados Unidos, se confirma
que el ESL es el mejor mecanismo para formar parte de una élite académica global. De hecho,
una certificacion de una universidad de un pais de habla inglesa suele tener mayor valor en el
mercado laboral. Eso no es solo el resultado de la calidad de las universidades, sino también
de la percepcion general de que haber estudiado en inglés demuestra el dominio del idioma
del del individuo.

Asimismo, debido a que investigadores de paises no nativos del inglés publican sus
descubrimientos en inglés cuando quieren llegar a una audiencia en todo el mundo, el tener
acceso a esta informacion y a los descubrimientos cientificos sera mas facil para aquellos
que dominan el ESL ya que gran parte del material y las publicaciones en todas las ramas
del conocimiento se encuentran en este idioma (Crystal, 2003; Grabe, 1988). Esto sugiere que
el aprendizaje del idioma inglés como segunda lengua es una inversion que estudiantes, familias
y naciones estan dispuestos a llevar a cabo, puesto que incrementa la posibilidad de tener
acceso a instituciones de educacion superior cuyas facultades, de acuerdo con esta lista, se
clasifican dentro de las que poseen un alto puntaje en productividad y registro de citas (Times
Higher Education, 2017).
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Tabla 2. Clasificacion de universidades por pais y estudiantes internacionales

10

1

12

13

14

15

16

17

18

19

20

(las 20 mejores)

University of Oxford

California Institute of Technology

Stanford University

University of Cambridge

Massachusetts Institute of Technology

Harvard University

Princeton University

Imperial College London

ETH Zurich-Swiss Federal Institute of
Technology Zurich

University of California, Berkeley

University of Chicago

Yale University

University of Pennsylvania

University of California, Los Angeles

University College London

Columbia University

Johns Hopkins University

Duke University

Cornell University

Northwestern University

Fuente: Times Higher Education (2017)

Reino Unido

Estados Unidos

Estados Unidos

Reino Unido

Estados Unidos

Estados Unidos

Estados Unidos

Reino Unido

Suiza

Estados Unidos

Estados Unidos

Estados Unidos

Estados Unidos

Estados Unidos

Reino Unido

Estados Unidos

Estados Unidos

Estados Unidos

Estados Unidos

Estados Unidos
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Sibien las posibilidades de un crecimiento economico asociado con el ESL dependen de otras
politicas establecidas, también es importante establecer los mecanismos a través de los cuales
el ESL puede mitigar o exacerbar la desigualdad social. Si hay una distribucion equitativa en la
sociedad, el inglés se puede considerar como un ecualizador social, al existir una correlacion
entre el dominio del inglés y el desarrollo humano. En particular, el Indice de desarrollo humano,
un estudio que publicéd las Naciones Unidas en el 2013, citado en Maccormick (2013), mide la
educacion, expectativa de vida, alfabetizacion y estandares de vida; y muestra que en paises en
desarrollo, el dominio del inglés puede incrementar el poder adquisitivo de las personas en un
25%. La mejora también esta relacionada con el acceso a mejores servicios de salud y mejor
educacion. Sin embargo, si concebimos al ESL como una forma de capital cultural (Bourdieu,
1986); es decir, un recurso simbolico que los estudiantes privilegiados pueden adquirir a
través de una educacion particular u otros mecanismos similares, entonces el ESL puede dar
continuidad a la desigualdad. Por el contrario, si los beneficios de una ensefianza del idioma
inglés de buena calidad (ELT por sus siglas en inglés) estan a disposicion de cualquier alumno,
independientemente de su clase social 0 antecedentes socioeconémicos, entonces la ELT
puede promover la movilidad ascendente.

El ESL tiene el potencial de contribuir a la disminucion de la desigualdad socioeconémica de
América Latina si los gobiernos garantizan que una buena calidad en la ELT llegue a cada rincén
de esta region. Considerando que en América Latina se ha visto una reduccién importante
en la desigualdad de ingresos (Lustig, 2015), entonces la ELT puede contribuir a que esta
tendencia continde. De hecho, si analizamos una muestra de paises de América Latina, para
la cual hay informacion reciente disponible, los indices de coeficientes de Gini (una medida
comun de la desigualdad) podremos observar que esa desigualdad ha disminuido en la Ultima
década (ver Tabla 3). Aungue falta mucho camino por recorrer para alcanzar una igualdad
perfecta (coeficiente Gini=0), el ESL puede contribuir para alejarnos de la desigualdad perfecta
(coeficiente Gini=100).

Por lo anterior, la relevancia del inglés es clara. Existe una gran responsabilidad por parte de
los gobiernos a nivel nacional puesto que los sistemas educativos deben brindar a sus alumnos
no solo la oportunidad de aprender el idioma, sino también de aprender a través del idioma.
En otras palabras, los sistemas educativos deben ofrecer a los estudiantes una ensefianza del
inglés de calidad que les permita comunicarse de manera escrita y oral. Ademas, el aprendizaje
debe ser significativo, de tal manera que los alumnos ademas de comunicarse, puedan aprender,
pensar, analizar y crear conocimiento utilizando el inglés.
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Tabla 3. Tendencias en desigualdad de ingresos en paises de América

Latina: 2008-2011

Argentina 45.9 431 En declive
Bolivia 51.5 43.6 En declive
Brasil 54.2 52.7 En declive
Chile 51.9 50.8 En declive
Colombia 555 535 En declive
Costa Rica 48.4 49.7 En declive
Republica Dominicana 49.0 47.4 En declive
Ecuador 50.2 458 En declive
El Salvador 46.5 45.5 En declive
Honduras 55.6 57.2 En aumento
México 50.2 47.5 En declive
Paraguay 521 543 En aumento
Perd 48.0 45.7 En declive
Uruguay 46.3 43.4 En declive
Venezuela 40.3 38.8 En declive

Fuente: Banco Mundial (2017). La informacién hace referencia a la Base de datos socio-econémica
para América Latina: un coeficiente de 100 equivale a una desigualdad perfecta y 0 a una igualdad
perfecta.
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El ESL en América Latina: una perspectiva general de los retos

A pesar de la reconocida relevancia del ESL, la region latinoamericana tiene una particularidad
que hace que las politicas publicas para el inglés como segunda lengua (PPESL por sus siglas en
inglés) enfrenten retos mayores, también hay muchas otras lenguas indigenas. El idioma oficial de
la mayoria de los paises latinoamericanos es el espanol o el portugués, en el caso de Brasil; no
obstante, histéricamente los gobiernos han luchado con dos retos principales: en primer lugar,
brindarle a las comunidades indigenas servicios educativos que los ayuden a integrarse a la
sociedad (al ensenar en el idioma oficial); en segundo lugar, respetar y preservar su identidad al
ofrecer un programa educativo adaptado a su lengua materna y sus costumbres étnicas.

Por otro lado, los paises latinoamericanos han sido sumamente nacionalistas debido a su historia
colonial gue los llevod a experimentar importantes movimientos de independencia. Por tal motivo, el
gue muchos gobiernos quieran incluir al inglés dentro de su programa educativo les ha generado
criticas a nivel politico, asi como retos demograficos. Debido a la diversidad en la poblacién y a los
contextos politicos, los paises de América Latina son extremadamente desiguales. Esta desigualdad
se hatraducido en diversos niveles de acceso a las oportunidades de educacion para los ciudadanos.
Por lo tanto, las politicas educativas se han enfocado principalmente en llegar a todos los grupos
para brindarles acceso a la educacion y garantizar que los nifos permanezcan en la escuela el mayor
tiempo posible. Como resultado, en América Latina, la ensenanza de las lenguas extranjeras en el
sistema publico se ha descuidado y se ha convertido en un privilegio al que sélo las élites pueden
acceder de manera particular.

Sin embargo, hoy en dia, los paises latinoamericanos tienen que interactuar en un mundo
globalizado, en donde hay mas interdependencia y en el que la Unica manera de sobrevivir es
interactuando con otros. El inglés es la herramienta y la clave para la supervivencia; por lo tanto,
los paises de América Latina estan reconociendo la importancia de generar politicas publicas que
apoyen el desarrollo de sociedades multilingles e interculturales (Starkey, 2010). La conservacion del
status quo y el monolinglismo; ahora tienen nuevas implicaciones politicas ya que las comunidades
y los padres de familia estan mas conscientes de la necesidad y de los beneficios de impartir ESL en
escuelas publicas. Por lo tanto, los gobiernos estan solicitando abiertamente que se ensene inglés
en sus sistemas educativos.

No obstante, los retos relacionados con la imparticion de un ESL de calidad en las escuelas
publicas varian considerablemente. Aungue los indices del dominio del inglés de Education First
(2017)(EPIpor sus siglas eninglés) gue se publicaron el ano pasado no representan una evaluacion
exacta de la magnitud de los retos, si tomamos esos resultados tal cual, encontraremos que el
dominio del inglés en América Latina es en general bajo, aunque hay variaciones considerables
dentro de la region (ver Grafica 1).
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Grafica 1. indices del dominio del inglés de Education First (2017, p. 26)
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Como se muestra en la Grafica 1, ninguno de los paises encuestados por Education First obtuvo
niveles de dominio alto o muy alto. Incluso Argentina, que se encuentra a la cabeza en América Latina
(1/15) y tiene un nivel de dominio moderado, no se encuentra dentro de la clasificacion global de
los primeros 20 (25/80). Sin embargo, aungue Argentina, Republica Dominicana y Costa Rica no son
parte de este grupo lider global, su situacion es mejor, comparada con el resto de América Latina.

Sin embargo, (qué tan precisa es esta valoracion preliminar al afirmar que la mayoria de los
paises de América Latina obtienen resultados bajos o muy bajos? Una de las limitaciones del indice
de Education First es que su diseno de muestreo se inclina hacia aquellos participantes que estan
interesados en seguir con sus estudios del idioma y que hacen exdmenes gratuitos en linea de
manera voluntaria. Los EPI se deben de tomar con cierta reserva ya que es probable que reflejen
una evaluacion imprecisa de la situacion real del aprendizaje del idioma inglés en América Latina.
Por un lado los EPI estan basados en los resultados de gente que ha continuado con sus estudios
del idioma, entonces pueden reflejar una situacion mas favorable de lo que es en realidad. Lo
anterior se debe a que es probable que estas personas disfruten, dominen o por lo menos estén
interesadas en las lenguas extranjeras. En otras palabras, debido a que es poco probable que las
personas que no tengan interés en lenguas extranjeras o que no tengan acceso al internet sean
parte de esta muestra, los niveles de un dominio real del idioma pueden ser mas bajos que los
que se basan en gente que esta verdaderamente motivada y que realiza un examen de manera
voluntaria. Por otro lado, como los resultados de los EPI dependen de pruebas en linea, la situacion
en América Latina puede ser mejor de lo que se muestra en ellos, considerando que los candidatos
pudieran haber contestado el examen con menos atencion o cuidado comparado con aquellos
para quienes los examenes tienen consecuencias relevantes a nivel académico o profesional. Por
lo anterior la situacion de América Latina es un misterio que exige una evaluacion critica.

De hecho, si contrastamos las bandas del nivel de dominio de English First con las del Marco
Comun Europeo de Referencia para Idiomas (CEFR por sus siglas en inglés), el panorama es
menos alentador. El Marco Comun Europeo de Referencia nos brinda una guia para la evaluacion
de cualquier idioma que se hable en Europa, basado en seis niveles de dominio, que se presentan
en orden ascendente para los usuarios con un nivel basico, A1 (breakthrough o principiante),
y A2 (“waystage” o elemental); para usuarios independientes, B1 (threshold o intermedio) y
B2 (vantage o intermedio alto); y para los usuarios expertos C1 (dominio operativo efectivo o
avanzado) y C2 (dominio o mastery) (Council of Europe, 2001; Cronquist y Fizbein, 2017).

Considerando que las bandas de English First alto, moderado, y bajo corresponden a un
nivel B1 en la escala del Marco Comun Europeo de Referencia; entonces Argentina, Costa Rica
y la Repuablica Dominicana estan en el limite de usuarios independientes, lo mismo sucede con
el resto de América Latina. Venezuela y El Salvador son excepciones debido a que su nivel
de dominio de English First corresponde a un A2 en la escala del Marco Comun Europeo de
Referencia o un waystage para los usuarios de nivel basico.
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Tabla 4. Niveles del dominio del inglés en América Latina

Argentina B1 Moderado 56.5 25/80 1/15
g?)?r:::g:ic(:aana B1 Moderado 56.3 26/80 2/15
Costa Rica B1 Moderado 53.1 35/80 3/15
Brasil B1 Bajo 51.9 41/80 4/15
Uruguay B1 Bajo 51.7 43/80 5/15
México B1 Bajo 51.6 44/80 6/15
Chile B1 Bajo 51.5 45/80 7/15
Cuba B1 Bajo 50.8 48/80 8/15
Panama B1 Bajo 50.7 49/80 9/15
Pert B1 Bajo 50.5 50/80 10/15
Colombia B1 Bajo 50.0 51/80 11/15
Guatemala B1 Bajo 49.5 54/80 12/15
Ecuador B1 Bajo 49.4 55/80 13/15
Venezuela A2 Muy Bajo 45.7 68/80 14/15
El Salvador A2 Muy Bajo 45.7 69/80 15/15

Fuente: Tabla adaptada de Education First (2017). Las equivalencias de las bandas de dominio
por nivel en el CEFR se pueden ver en el Reporte de Education First (p. 41)

Otros retos asociados con la imparticion de un ESL de calidad en América Latina, consiste
en desarrollar politicas adecuadas al contexto de ensefnanza en cada pais. El estudio realizado
recientemente por Kathryn Cronquist y Ariel Fizbein (2017), English Language Learning in Latin
America, en donde se analizan Argentina, Brasil, Chile, Colombia, Costa Rica, Ecuador, México,
Uruguay y Per(, es un (til punto de partida para reflexionar sobre los mecanismos que regulan la
ELT en América Latina. El ambiente de la politica de la ensefanza clasifica el marco institucional
de la ELT de los distintos paises a través de cuatro dimensiones: bases juridicas, estandares de
aprendizaje, logro del estudiante y certificaciones de los maestros.
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Las bases juridicas que apoyan la ensefianza del idioma son fundamentales puesto que
sefalan la importancia que cada pais da a las lenguas extranjeras y la obligacion que tienen las
autoridades gubernamentales, en términos de brindar los recursos necesarios para la imparticion
del ESL. Si bien en algunos paises la imparticion del inglés es obligatoria, en otros paises no lo
es; no obstante se fomenta por medio de otros mecanismos. Los autores indican que el inglés
se debe impartir, por ley, a lo largo de los niveles de educacion obligatoria en Chile, Costa
Rica, Ecuador, México y Panama. En Brasil es obligatorio sélo a nivel secundaria. En Argentina,
Colombia, Pert y Uruguay, el aprendizaje del inglés se impulsa a través del curriculo.

La segunda dimension del marco de la politica de ensefianza identifica qué paises tienen
estandares para el aprendizaje del ESL. En otras palabras, clasifica a los paises con respecto a
si existe un esfuerzo explicito para establecer formalmente lo que los estudiantes deben saber
o deberian poder hacer con relaciéon al ESL. De acuerdo con Cronquist y Fizbein (2017), la
mayoria de paises de América Latina tienen estandares nacionales y objetivos de aprendizaje
del idioma inglés (ELL por sus siglas en inglés), excepto Argentina y Brasil, cuyos objetivos son
mMas genéricos ya que hacen referencia a lenguas extranjeras en general. Los autores también
indican que aun cuando la mayoria de paises tienen un plan de estudios que establece la
secuencia en la que se debe de ensenar el contenido del inglés como segunda lengua, esto
no ocurre en Ecuador, Perd y Uruguay.

La dimension del logro del estudiante ayuda a identificar si los paises cuentan con metas
respecto al dominio del inglés, y con estandares para medir si se alcanzaron dichas metas.

Como lo indican los autores, si bien los estandares describen lo que deben saber los
estudiantes o qué deberian poder hacer, la medicidon nos permite evaluar si se han cumplido o
logrado (Cronquist and Fizbein, 2017, p.32). Las variaciones en este tema son diversas: Argentina,
Brasil y Panama no cuentan con estandares de medicion para el aprendizaje del idioma inglés;
Costa Rica y Uruguay establecen expectativas muy altas considerando que sus estudiantes, al
finalizar la educacion secundaria, deben alcanzar un nivel B2.

Aunque es importante establecer expectativas académicas de alto nivel, no es equivalente
a tener sistemas de evaluacion o contar con evaluaciones nacionales o internacionales para
determinar si las expectativas concuerdan con la realidad. Los autores descubrieron que son
pPOCOs l0s paises que usan examenes nacionales o internacionales para medir y evaluar el dominio
del idioma. Las excepciones son Costa Rica y Uruguay que aplican examenes internacionales,
como el examen TOEIC-Bridge, el examen Cambridge English Key, y el Cambridge English
Preliminary, a una muestra de alumnos de diferentes niveles educativos. En contraste, hay paises
en donde los exdamenes no se aplican o se aplican sélo a aguellas personas que los presentan de
manera voluntaria, como Brasil y México, en donde los examenes son opcionales. La falta de una
muestra representativa del desempeno de los estudiantes es una seria limitacion para evaluar el
nivel que tiene el pais, tomando en cuenta que los exdamenes opcionales pueden presentar una
realidad parcial y puede ocultar una situacion mas seria de lo que parece.
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La cuarta dimension que proponen los autores examina los requisitos y las certificaciones
que establecen los gobiernos para regular quién puede convertirse en maestro de inglés. En
Argentina, Chile, Colombia, Ecuador, Pert y Uruguay, la educacion de los maestros de inglés esta
regulada por estandares nacionales, y aplica a todos los programas de ensefanza. Aunque Costa
Rica y Panama no cuentan con estandares nacionales, los gobiernos trabajan de la mano con
universidades nacionales para desarrollar los perfiles de los maestros que aspiran a convertirse en
profesores de inglés. A diferencia de los paises mencionados, en paises como Brasil y México no
existen estandares nacionales para los programas de educacion para maestros de inglés.

La cuarta dimension que analizan los autores también nos permite conocer si los paises aplican
evaluaciones y otro tipo de mediciones para determinar el dominio del idioma de los maestros.
LLa mayoria de los paises obtiene resultados muy poco satisfactorios en esta dimensién debido a
que las evaluaciones para maestros son la excepcion. Sin embargo, los autores identifican a Chile,
México y Ecuador como casos en donde existen ciertos mecanismos institucionales. En Chile,
el “Examen inicial de conocimientos y habilidades docentes” es un ejemplo perfecto debido a
que este examen nacional evalla cuatro componentes de la ensefianza del idioma inglés: la
comprension auditiva, comprension lectora, andlisis del idioma, y ensenanza del inglés como
segunda lengua. En México se aplica otro enfoque en donde los profesores deben comprobar
su habilidad para ensenar inglés como segunda lengua a través de diversas certificaciones
internacionales alineadas al Marco Comun Europeo de Referencia. Los autores advierten que no
existe un esfuerzo sistematico que asegure que todos los maestros de inglés cumplan con este
requisito ya que la puesta en vigor no es sistematica.

Este breve panorama sugiere que los responsables de las de politicas publicas en América
Latina enfrentan retos similares en cuanto a la necesidad de mejorar la ensenanza del idioma
inglés para asegurar que la poblacion, especialmente los estudiantes, puedan desarrollar las
habilidades necesarias para alcanzar un alto nivel de dominio de este idioma. Aunque es un
reto comudn en toda Latinoamérica, la variedad de opciones politicas difiere significativamente,
debido a que los encargados de disefar politicas para afrontar estos retos trabajan en ambientes
institucionales diferentes. Estas variaciones no solo se originan por las caracteristica mismas del
pais, como el grado de poblacion rural o urbana o si hay minorias o grupos de personas que
hablan otros idiomas, sino también en términos del marco de la politica de aprendizaje en el
que diversos actores deben promover la agenda para la transformacion de la ensefanza y el
aprendizaje del idioma inglés.

Cambio sistémico e innovacion en América Latina: la voz de los
responsables de las politicas publicas

Ellibro esta organizado en secciones que comprenden los dos articulos en donde se habla del
papel del ESL en el mundo y en América Latina, asi como casos practicos que se enfocan en
innovaciones que tienen como proposito producir un cambio sistémico en la ELT. El proposito
de la seccion “En busca de un cambio sistémico: como mejorar la calidad del aprendizaje y
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la ensefianza del inglés en las escuelas publicas de América Latina” es brindar a los lectores
una serie de herramientas para la discusion de politicas publicas; y al mismo tiempo, plantear
algunas paradojas y retos asociados con el cambio sistémico. A su vez, la seccion “Los
retos en la calidad de la ensefianza del inglés” muestra algunos obstaculos que enfrentan
los responsables de las politicas publicas con relaciéon a la ELT de calidad para grupos que
han estado histéricamente marginados. La secciéon “De retos a soluciones innovadoras: ;qué
podemos aprender?” muestra ciertas innovaciones que tienen el potencial de abordar retos
importantes con relacion al aprendizaje del idioma inglés, y que pudieran ser similares a
los retos que enfrentan otros paises. La seccion “Soluciones innovadoras hacia un cambio
sostenido y sistémico” resalta los casos de paises que han generando, y siguen generando, un
cambio sistémico, para mostrar ciertas caracteristicas comunes que subyacen a sus sistemas
politicos y educativos. Finalmente, la seccion “Trabajando a favor de una politica publica para
el inglés como segunda lengua en la region de América Latina” brinda conclusiones generales
y recomendaciones al analizar silos casos que se presentan pueden ser considerados politicas
publicas y si pueden contribuir a un cambio sistémico.

La primera seccion acerca de como producir un cambio sistémico en las escuelas estatales
de América Latina incluye tres contribuciones. El articulo de Michael Carrier provoca la reflexion
sobre la forma en que los gobiernos deben afrontar los retos asociados con el aprendizaje
del idioma inglés de calidad, desde un punto de vista en donde se abogue por un enfoque
estratégico a largo plazo. Como lo demuestra Carrier, esto significa trabajar con un marco
estratégico articulado por una vision precisa y un analisis de referencia que les permite a los
responsables de las de politicas publicas planear de manera estratégica. Debido a que Carrier se
concentra en las escuelas publicas, sus opciones alrededor de las posibles politicas garantizan
que, al momento de combinar dichas opciones, el cambio sistémico se dé ya que estas escuelas
reciben fondos publicos y ahi es donde asiste la mayoria de la poblacion.?

El siguiente articulo, por John Knagg, ofrece recomendaciones claves acerca de las
politicas para promover el cambio sistémico a través de las reformas educativas. Una de
sus recomendaciones indica que los responsables de las politicas publicas que impulsan la
implementacion de una reforma, sin considerar a la par los elementos criticos del sistema
educativo (maestros, programa de estudios, evaluacion de alumnos, y control de calidad),
veran como sus esfuerzos son insuficientes y no logran el cambio sistémico. De manera similar,
las reformas que no involucran a todos los participantes clave tienden a fracasar debido a
que la falta de compromiso o la oposicion de un grupo puede obstaculizar los esfuerzos de
cualquier mejora. Knagg también argumenta que los programas pilotos son herramientas utiles
que los responsables de las politicas publicas pueden usar para probar si nuevas formas de
trabajo pueden producir un cambio sistémico, y que los responsables de las politicas puablicas

2. Los lectores deben de estar concientes del uso diferente que se le da al término escuelas publicas en América
Latina y en inglés britanico. Mientras que en América Latina “escuelas publicas” son escuelas financiadas por el
gobierno, en inglés britanico, el término “escuela plblica” se refiere a una escuela privada. Las escuelas que estan
financiadas por el gobierno a las que se asiste de manera gratuita se conocen como escuelas estatales.
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de alto nivel deben permitir un amplio margen de autoridad para que los profesionales o
gestores tomen las decisiones, considerando que son ellos los que estan directamente dentro
del contexto en donde se imparte la educacion.

A su vez, el analisis de Cristina Banfi respecto a los cambios de los perfiles de los maestros y
los estudiantes en los dltimos 70 afos es fundamental para comenzar a pensar en ciertos retos y
paradojas relacionadas con la formacion y el desarrollo de los maestros de inglés. Banfi argumenta
que es paraddjico el hecho de que, generalmente, pensamos en los maestros y sus habilidades
como algo crucial al hablar de innovacion y su relacion con una planeacion, implementacion
y evaluacion exitosas, cuando el desarrollo del maestro no es algo sistematico y, a su vez, es
insuficiente. Banfi también plantea una advertencia importante para aquellos que pretenden
generar un cambio sistémico. Como bien lo sefala, cuando pensamos en reforma curricular, las
reformas rara vez impactan mas alla de las formalidades mismas, porque cuando se implementan,
el temor de modificar o eliminar el contenido es tal que termina mas bien en el incremento de
un mayor nimero de materias en un programa de estudios que ya esta sobresaturado. Este
planteamiento fragmentado no solo evita que se dé un cambio sistémico, sino da como resultado
un curso largo y denso que complica las tareas de los maestros al tener que recrear los ambientes
que necesitan los estudiantes para desarrollar habilidades del siglo XXI.

La seccion titulada “Retos en la calidad de la ensefanza del inglés” incluye casos practicos
de Argentina y Venezuela que reflejan los obstaculos que los responsables de las politicas
publicas estan enfrentando con relacién a la inclusidon de grupos previamente marginados
al ESL. Aunque los dos primeros articulos de esta seccion se centran en Argentina, ofrecen
una mirada contrastante y complementaria, debido a que uno se enfoca en las areas rurales
y el otro en la provincia mas poblada de este pais sudamericano. El articulo de Hugo Labate
se centra en una propuesta para mejorar la calidad de la ensefianza del idioma inglés en un
contexto rural, a través de la combinacion de la tecnologia, maestros via remota y facilitadores
locales, asimismo nos explica que, en su caso, usar politicas de éxito, como la de Plan CEIBAL
en Inglés de Uruguay, no es posible por temas de costo, banda ancha y conectividad. A su
vez, Laura Roldan plantea una propuesta de formacion para docentes de la Gran Provincia de
Buenos Aires que muestra los retos asociados con trabajar en un ambiente para la politica del
aprendizaje, en donde hay un organismo nacional que regula la formacion docente en todo
el pais, pero en donde también las provincias juegan un papel crucial en la implementacion.

Los ultimos dos articulos, hablan acerca del caso de Venezuela, un pais que, segun plantean
los autores, ha sufrido profundos cambios sistémicos, como un mecanismo para abordar retos
importantes asociados con la ELT de calidad. Rosa Lopez, Mark Gregson, Silvia Medina, y Franklin
Esteves brindan un panorama general de las politicas educativas mas importantes implementadas
recientemente para abordar esta situacion. Incluye retos que van desde la distribucion de libros
de texto gratuitos de inglés para los estudiantes de secundaria (My Victory), a esfuerzos enfocados
a aumentar el nimero de horas de ensenanza del inglés en escuelas publicas venezolanas. Esta
contribucion, y el articulo de Silvia Medina, Jhoanna Ruiz, Rosa Lopez, Mark Gregson, Franklin
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Esteves, y Lenin Romero se enfocan en algunos de los retos mas importantes de Venezuela con
relacion a la capacitacion de los maestros a nivel de licenciatura y posgrado.

El articulo da voz a maestros que participaron en el programa nacional para mejorar la
ensefianza del idioma inglés en escuelas primarias publicas.

La siguiente seccion presenta casos practicos que describen las innovaciones disefiadas para
responder de manera creativa a los retos relacionados con el aprendizaje del idioma inglés en Brasil,
Venezuela y Cuba. El primer articulo, por Ivan Sigueira, muestra como la reforma educativa del inglés
esta en constante cambio. Aunque Cronquist and Fizbein (2017) clasifican a Brasil como un pais sin
estandares ni objetivos nacionales especificos para el aprendizaje del idioma inglés, Siqueira muestra
que esto ya no es asi, debido a que Brasil concluyé recientemente, en diciembre del 2017, sus
Parametros curriculares nacionales para la educacion basica, para los primeros afnos de secundaria.
La implementacion de estos parametros dara inicio en el 2019, y establecen que el inglés es el
idioma obligatorio para los primeros anos de secundaria (estudiantes de 11 a 14 anos de edad), y
se espera que para el 2018 se cuente con los parametros para los Ultimos afos de secundaria. El
articulo de Siqueira es crucial porque muestra la importancia de establecer parametros comunes en
un pais que no tenia un plan estratégico nacional, y en donde las desigualdades econdmicas entre
las provincias resultan en una calidad dispar de la ensenanza del idioma inglés.

La contribucion de Esteves, Blanco, Lopez, Gregson y Medina refuerza el planteamiento
sistémico de otros autores al analizar el caso de Venezuela y en donde se observa como se
pretende que la educacion tenga un rol mas prominente en el fomento de la justicia social a través
de la inclusion de grupos socialmente marginados y resaltando algunas de las soluciones mas
innovadoras que se han disefiado con ese propésito. Los autores muestran cémo el gobierno de
Venezuela estd implementando una planteamiento integral para mejorar la calidad de la ELT como
parte de una agenda mas amplia para la educacion. Ademas de ahondar en el rol que los libros
de texto de inglés My Victory tienen en la promocioén de la inclusion social entre los estudiantes
de escuelas publicas, los autores describen los roles importantes de sus “sistemas mision”, que
se asemejan a las misiones culturales que lanzd José Vasconcelos a principios del siglo XXI para
asegurarse gque el sistema educativo mexicano llegara a cada rincén de México. Sin embargo, el
planteamiento venezolano revela el impacto del siglo XXI ya que combina elementos novedosos,
como la distribucion de laptops y tablets con contenido en inglés.

Retomando el caso de Brasil, Virgilio Almeida, presenta los origenes y la expansion de un
programa conocido como Inglés sin Fronteras. Aungue este programa empez6 como complemento
de otro programa conocido como Ciencia sin Fronteras, un plan que lanzé el gobierno de Brasil en
el 2011 para fortalecer la fuerza laborar al enviar a mas de 100,000 estudiantes al extranjero, Inglés
sin Fronteras ha sobrevivido pese a la desaparicion de Ciencia sin Fronteras. Una de las innovaciones
mas importantes que plantea Almeida es el lanzamiento de las becas “sandwich”. En lugar de
recibir una beca completa para estudiar en el extranjero, como las que ofrecia originalmente
el programa de Ciencia sin Fronteras, esta nueva beca beneficia a los alumnos brasilefios de
licenciatura para que inicien su educacion en Brasil, después se van hasta un ano al extranjero, y
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finalmente regresan a Brasil. Esta politica ha tenido tanto éxito que este programa que inicié con el
apoyo de diez universidades estatales, ahora incluye universidades publicas y municipales, y todo
indica que pronto participaran también las universidades privadas. Este programa parece ser una
alternativa prometedora para otros paises latinoamericanos, debido a que los estudiantes no sélo
se benefician al mejorar sus habilidades con el idioma después de estudiar un afo en el extranjero,
sino que es muy probable que quieran continuar con sus estudios de licenciatura y los concluyan,
tal y como se pretendia con el programa Ciencia sin Fronteras.

El articulo de Ivonne de la Caridad Collada, Pedro Castro y Santiago Rivera analiza algunas
estrategias mas recientes de Cuba para la formacion docente, con el objetivo de implementar
y adaptar el Marco Comun Europeo de Referencia junto con un esfuerzo para mejorar y
actualizar las habilidades de los maestros para la ensefanza del idioma. Collada, Castro y Rivera
argumentan que la creacion de una red con representantes de las universidades cubanas
que reciben capacitacion de expertos en esta materia es una de las grandes innovaciones
de este pais. Considerando que esta red ofrece la posibilidad de que los representantes
recién capacitados compartan, en cascada, el conocimiento y habilidades en sus respectivas
instituciones. Hay expectativas importantes con respecto a de que esta “comunidad de practica”
como la denominan, amplie la participacion y disemine este conocimiento en todo el sistema
cubano. Aungue este modelo puede parecer inadecuado para otros paises mas poblados, en
Ameérica Latina, particularmente en el Caribe, otros paises pueden encontrar formas creativas
para promover el desarrollo docente si se sigue el ejemplo de Cuba.

Los articulos en la seccion de “Soluciones innovadoras hacia un cambio sostenido y sistémico”
resaltan la importancia de formular politicas de la ensefanza y el aprendizaje del idioma inglés
como parte de las metas educativas mas generales, y politicas en donde visiones a largo plazo y
esfuerzos sostenidos de varias administraciones son esenciales para asegurar que las practicas
innovadoras se traduzcan en cambios sistémicos. En su analisis del Programa “El inglés abre
puertas”, Karina Pifa muestra que las mas recientes administraciones de Chile, desde el 2003,
ven en el ESL, un componente necesario para el gjercicio efectivo de los derechos civiles en el
siglo XXI. Mas que una vision gubernamental, Chile refleja una vision de estado acerca del papel
que juega el ESL en las sociedades modernas, que ven en la expansion de esta lingua franca una
via mas hacia a la democratizacion, a través de la inclusion de grupos que actualmente estan
excluidos de oportunidades para desarrollar un alto nivel de dominio de la lengua inglesa.

El articulo de Claudia Brovetto de Ceibal en Inglés resalta la importancia que tiene la
tecnologia en promover los cambios sistémicos en el sistema educativo estatal al modificar los
estilos pedagadgicos v llegar a ciertas zonas en donde los maestros de inglés de calidad son
un recurso humano escaso. Tomando en cuenta que Ceibal en Inglés es parte de un programa
que Uruguay lanzé en el 2007 para apoyar la politica educativa con tecnologia, la innovacion
encontré aqui tierra fértil para la ensefanza del idioma inglés a nivel primaria ya que desde
entonces han surgido nuevas modalidades para la ensefianza del idioma. Estas van desde la
ensenanza remota, en donde los nifnos se rednen con sus maestros cada semana a través de
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videoconferencias, hasta la ensenanza colaborativa, en donde un instructor remoto, quien es un
experto en la ensefanza del idioma inglés, trabaja en colaboracion con el maestro de la clase
quien guia el aprendizaje de los nifios. La mezcla de la ensenanza presencial y remota muestra
que en un contexto en donde la tecnologia y los recursos pueden llegar a cualquier estudiante
en el sistema estatal, las oportunidades para transformar los paradigmas educativos son reales.

En el dltimo articulo, los editores reflexionan acerca de las caracteristicas que las estrategias
del ESL deben tener para que se puedan considerar como politica publica. Se plantea la
idea de que el tener una politica publica para la ensefianza del idioma inglés no promueve
automaticamente cambios sistémicos pues se requiere de una sostenibilidad, un ambito publico,
igualdad para acceder a la imparticion de la ensefanza del inglés en todos los sectores y el
monitoreo de los procesos para valorar el progreso. Esperamos que los lectores encuentren
Gtiles todos los articulos para reflexionar sobre como una calidad 6ptima de la ensefianza del
idioma inglés en escuelas publicas en Latinoamérica, puede contribuir a impulsar el crecimiento
econdmico, reducir la desigualdad de ingresos y abrir nuevas avenidas para una ciudadania
global para los nifios y jovenes de las escuelas de América Latina.
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En busca del cambio sistémico:
cOmo mejorar la calidad del
aprendizaje y la ensenanza

del inglés en escuelas publicas
en América Latina

2.1 La mejora del dominio del idioma inglés en escuelas
publicas: politica e implementacion sistémica

Michael Carrier
Highdale Consulting

Resumen

El propésito de este articulo es mostrar como la ensefianza del idioma inglés en
los sistemas de las escuelas publicas se puede mejorar sistematicamente para que
los alumnos que finalizan su educacion media superior y superior tengan un mejor
dominio del inglés. Asimismo, se presentan planteamientos para una transformacion
sistémica e indicadores claves de éxito para la ensefanza del inglés de calidad,
describiendo los cambios en la politica que pueden conducir a un programa de inglés
de mayor éxito. Ademas, este articulo analiza las practicas idoneas en cuanto a un
analisis de referencia, diseno curricular, desarrollo de materiales, capacitacion para
maestros, estrategia de evaluacion y transformacion digital e integracion. También
identifica lo que funciona en términos de intervenciones de politicas para asegurar
que el tema de la calidad en la ensefianza del idioma se aborde de manera sistémica
y sistematica, optando por un enfoque estratégico de largo plazo en lugar de que se
arruine por intervenciones a corto plazo. Esto incluye analizar el papel del desarrollo
de las capacidades docentes, identificar el marco de las competencias y habilidades
que necesitan los maestros para tener alto desempeno, incluyendo el dominio del
idioma, la comprension tedrica, y las habilidades metodoldgicas. El articulo resalta



las soluciones innovadores que pueden mejorar la calidad de la ensenanza del idioma inglés,
especificamente en el area de aprendizaje digital. En conclusion, este articulo resume los mejores
enfoques estratégicos que pueden adoptar los gobiernos hacia la ensefianza del idioma inglés,
asegurando asi que el cambio sea sistémico y sostenible.

Palabras clave: Ensenanza del idioma inglés, escuelas publicas, calidad de la ensefianza del
idioma inglés.

Este articulo analiza el estado actual de la imparticion del inglés en América Latina y aborda
los factores clave que parecen estar retrasando el avance exitoso de los estudiantes. A pesar de
la inversion significativa en capacitacion y desarrollo de sistemas, muchos alumnos no terminan
sus estudios de educacion media superior con el nivel de dominio de inglés que las sociedades
necesitan y esperan; este articulo revela las causas potenciales y las soluciones para ello.

Contexto e impacto del inglés
Esimportante entablar cualquier didlogo respecto a la educacion del idioma inglés en el contexto
global correspondiente a su necesidad y proposito.

Para bien o para mal, el inglés es hoy en dia la lingua franca global, y no hay indicio alguno
de que esto vaya a cambiar drasticamente en la proxima ni en tres décadas mas. El impacto de
este estatus del inglés en los jovenes de todo el mundo es similar en la mayoria de los contextos.
Los jovenes desean tener mejor acceso a una educacion de calidad, a mayores oportunidades
laborales y a una movilidad social dentro de su pais o en el extranjero. En ese sentido, el tener
un buen dominio del inglés les ayuda a alcanzar estos objetivos. El inglés ciertamente cambia
vidas y abre puertas a nuevas oportunidades (British Council, 2012, pp 8-9).

De igual forma, los padres quieren que sus hijos tengan mejores opciones en el mundo. Los
empleadores necesitan trabajadores multilinglies y con una orientacion global. Las sociedades
necesitan ciudadanos multilingtes y multiculturales para que puedan enfrentar los retos de un
mundo globalizado, que puedan competir a nivel internacional y tener acceso al conocimiento
del mundo, y a oportunidades de negocios y de empleo. Asimismo, l0s gobiernos quieren
mayor competitividad para las industrias y los emprendedores en sus sociedades, lo que
generara mayor prosperidad para todos.

Los estudios que llevo a cabo Euromonitor en representacion del British Council (Euromonitor
2010) senalan claramente las ventajas econdémicas que tienen los jovenes al alcanzar un buen
dominio del idioma inglés. El tener un nivel intermedio - avanzado, puede generar un salario de
por vida entre 25% a 40% mas alto, de acuerdo con una investigacion detallada que se realizé
en mas de una docena de paises en el sector econdmico emergente.
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La investigacion que llevo a cabo la Fundacion de Investigacion Internacional (TIRF por
sus siglas en inglés), (Fitzpatrick & O’'Dowd, 2012), muestra claramente las inquietudes de los
empleadores quienes necesitan tomar en cuenta cada vez mas el dominio del inglés cuando
reclutan nuevos empleados para los diferentes niveles de su operacion.

Retos y cuellos de botella
En la mayoria de paises existe una serie de politicas que establecen los objetivos y metas para la
ensenanza del inglés dentro del sistema educativo financiado por el gobierno.

Muchos paises reconocen que el objetivo ideal, en términos del dominio del inglés en la
educacion publica, seria que los estudiantes al finalizar sus estudios de educacion media superior,
a los 18 afos, terminaran con un nivel minimo de B1 en la escala del Marco Comun Europeo de
Referencia, y que los estudiantes de educacion superior, se graduaran de la universidad con un
nivel minimo de B2 de acuerdo con la escala del mismo Marco.

Del mismo modo, la mayoria de los programas de formacion inicial para docentes, establecen
metas al iniciar y al terminar los estudios de nivel superior, aunque en muchos casos son sélo
suposiciones (ya que no se evalian de manera estricta) y a menudo se expresan de manera
tacita. Los objetivos suelen sugerir que los maestros deben iniciar su capacitacion con un nivel
B2 minimo, y terminar su educacion para poder ensefar en las escuelas con un nivel C1 o mas
alto (cf. Freeman et al 2015).

Es evidente para cualquiera que haya trabajado con maestros, alumnos o responsables de las
politicas publicas en cualquier parte del mundo, que la mayoria de maestros o alumnos dificimente
alcanzan estos niveles. Esto también esta avalado por Cronquist et al. (2017) y The European Survey
on Language Competences que se pueden consultar en http.//www.surveylang.org/.

Si bien falta evidencia consistente y especifica que demuestre con mayor exactitud los niveles
de dominio del idioma en estudiantes y maestros a nivel mundial, el British Council, Cambridge
English y EF (en su Indice de dominio del idioma) han realizado diversos estudios. Esta mas alla
del alcance de este articulo el detallar el contenido de dichos estudios, pero basta decir que la
mayoria de los analisis de referencia que se han realizado sefialan una tendencia similar.

Parece incuestionable el hecho de que los estudiantes en muchos paises estan terminando
sus estudios de educacion media superior y superior con niveles de inglés mucho mas bajos
de lo que necesitan y los maestros estan iniciando su capacitacion; y posteriormente, su
carrera docente con un nivel de dominio también mucho mas bajo del requerido para motivar
y ensenar con calidad (Cronquist et al, 2017, pp.59-60).

En primer lugar, el impacto de lo anterior implica que los estudiantes que salen de la escuela,
no estan preparados para estudios a nivel licenciatura que pueden incluir, cada vez mas, algunas
materias impartidas en inglés , ni tampoco son capaces de comprender textos necesarios en su
especializacion, y que sélo pueden conseguirse en fuentes en inglés.

Asimismo, la mayoria de universitarios no estan preparados para realizar estudios de
posgrado, en donde en la mayoria de las especialidades se requiere del estudio detallado de
varias fuentes de investigacion que se encuentran en inglés.
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En ese sentido, muchos jovenes que terminan sus estudios de posgrado no estan preparados
para empleos de alto nivel en empresas y organizaciones internacionales que muy probablemente
requeriran un alto dominio del idioma inglés, tanto para el trabajo en equipo en la oficina o en
representaciones internacional y conferencias; para ellos, lo anterior sera todo un reto a vencer.

En segundo lugar, el domino del inglés de los profesores tiene un impacto que va mas alla
de las dificultades en el salon de clase. Los maestros que no tienen confianza en su habilidad
de comunicaciéon oral tienden a adoptar una metodologia diferente, mas tradicional, que
mantiene la falta del dominio del inglés hablado en sus estudiantes. Los maestros que no tienen
suficiente confianza y estan conscientes de sus deficiencias en el habla estan desmotivados
y, generalmente, los nuevos métodos y materiales les parecen dificiles y abrumadores. Los
sindicatos de maestros en algunos paises, se oponen a la evaluacion de maestros, esto crea
conflictos laborales debido a que es mas dificil invertir en capacitacion adicional (Cronquist
etal, 2017, p.40).

De igual forma, se espera que profesores y catedraticos cuya especialidad no es la ensefanza
de lenguas, impartan su ensenanza en inglés, eso los lleva a sentirse desmotivados y frustrados
(Simpson, 2017, pp.8-9).

Los responsables de las politicas publicas son los que de manera estratégica, deben
encontrar nuevas soluciones a estos retos centrales.

Ademas del dominio del idioma, hay otros retos en la ensefianza del idioma inglés. La logistica
de la escuela, el disefio del salon de clase, la seleccion del programa de estudios y el disefio de
la evaluacion, son aspectos que pueden hacer el reto mas grande.

El tamano de la clase tiene un impacto. Es menos probable que los estudiantes alcancen
altos niveles de competencia en su expresion oral cuando las clases en los niveles de
educacion media superior llegan a tener entre 45 y 50 alumnos o mas (ver Kamhi-Stein et al,
2017; Bahanshal, 2013, y otros).

Las horas de clase también tienen un impacto. Es muy dificil que los estudiantes de educacion
media superior alcancen el dominio de la expresion oral entre los 11 y 18 afos, si solamente
tienen dos o tres clases de inglés por semana. Este tipo de ensenanza “a cuentagotas” se diluye
rapidamente. Si el afio escolar consiste en aproximadamente 35 horas de instruccion efectiva, con
tres clases por semana de 45 minutos cada una, esto nos da Unicamente 78 horas de ensefianza al
ano. Esto equivale a sélo tres semanas de clase en una escuela de inglés intensivo. Claramente, el
tiempo no es suficiente para desarrollar la comprension, el vocabulario, el conocimiento del sistema
y el dominio oral que se requiere para alcanzar las metas y los objetivos de los responsables de las
politicas publicas, y esto también puede ocasionar una desigualdad en el acceso a la ensenanza del
inglés como segunda lengua (Kamhi-Stein et al, 2017).

La falta de exposicion al inglés fuera del ambiente escolar es un reto adicional. Los alumnos
que nunca escuchan el inglés, excepto en el salon de clase, tendran un progreso mas lento; esto
puede desmotivarlos y hacerlos sentir que el inglés no es relevante para ellos (Benson, 2011 p7;
Duff, 1990). Los responsables de las politicas publicas pueden mejorar la situacion drasticamente
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si trabajan en conjunto con los medios de comunicacion y con sociedad civil. Por ejemplo,
muchos paises han visto una mejora en el dominio del idioma inglés cuando han desalentado e
incluso prohibido el doblaje de las peliculas en inglés o de programas de television, incitando a
las personas a escuchar en inglés mientras leen los subtitulos en su propia lengua, aumentando
asi la exposicion al idioma.

La falta de instrumentos de evaluacion adecuados es otro reto. Si la politica gubernamental
establece que los estudiantes que terminan sus estudios a los 18 afios deben presentar un
examen a nivel nacional para demostrar su nivel de inglés, entonces los maestros se enfocaran
en métodos, materiales y estrategias que fomenten el éxito para aprobar dicho examen.

Pero si el examen nacional se enfoca principalmente o incluso solamente en la parte de
lectura y escritura, y si los reactivos son de opcion mdltiple, sin una evaluacion adecuada para
la parte del dominio oral, es muy probable que los maestros no den suficiente importancia al
desarrollo de la expresion oral, al no ser evaluada por un instrumento especial para medir el
dominio de esta habilidad. Este efecto puede impedir el desarrollo del dominio de la habilidad
oral y debilitar los objetivos que se supone debe medir la evaluacion.

Es muy probable que el mayor reto sea el desempeno del maestro en el salon de clase. La
mayoria de los maestros son dedicados y trabajan mucho para ayudar a sus alumnos a que
alcancen altos niveles de dominio del inglés. Sin embargo, muchos de ellos, se frenan debido a
su bajo nivel de dominio del idioma. Un gran nimero de maestros estan limitados por su propia
falta de confianza y conocimiento de técnicas modernas de comunicacion, que enfatizan la
expresion oral enlugar de actividades de lecturay escritura. Algunos reciben poca capacitacion
practica en metodologia de la comunicacion, quiza tan sélo analicen un panorama académico
general de las teorias en adquisicion del idioma. Hay otros casos en que los profesores reciben
capacitacion detallada relacionada con literatura inglesa bajo la suposicion errénea de que
el amor por y el conocimiento de la literatura tiene un impacto positivo en la ensefianza del
inglés como segunda lengua. Otros, reciben capacitacion sumamente tedrica en linguistica, en
donde estudian a Chomsky en su idioma nativo y sienten que de alguna forma eso los prepara
para convertirse en maestros de inglés, aun cuando el mismo Chomsky estd en desacuerdo
con este enfoque (Chomsky, 1971).

Finalmente, los responsables de las politicas publicas deben trabajar en un contexto politico.
Los ministerios de educacion estan sujetos a decisiones politicas y al establecimiento de cierta
direccion, incluso los politicos con las mejores intenciones soélo pueden apoyar y ser eficientes
mientras estan en sus cargos. Por lo anterior, muchos de ellos llevan a sus responsables de las
politicas publicas a optar por una planeacion con un enfoque a corto plazo, buscando con ello
ganancias rapidas y cambios inmediatos, lo que les podria ayudar a ser re-electos (y a continuar
realizando un buen trabajo). Estos cambios y politicas pueden ser apropiadas, pero el cambio
educativo real es un proceso a largo plazo, y la politica se debe desarrollar en una escala de diez
anos, No en una escala a corto plazo ligada a ciclos electorales.
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Marco para la politica publica

¢ Qué se puede hacer ante estos retos? Esta claro que los responsables de las politicas publicas
y los profesionales de la educacion pueden cambiar y actualizar cualquiera o todos los
componentes de la ensenanza del idioma, con el fin de alcanzar niveles de dominio mas altos
para los alumnos:

* politica * examenes finales de salida
* plan de estudios * metodologia
* examenes de admision * tecnologia

* certificaciones para maestros * estatus social
* materiales de aprendizaje

Esta mas alla del alcance de este articulo el abordar cada uno de los puntos anteriores
al detalle (por razones de espacio) pero es importante resaltar algunas de las opciones de la
politica publica que pudieran tener un impacto negativo en los resultados de los estudiantes.

Por ejemplo, el desarrollo de un plan de estudios realista y alcanzable es crucial para el
éxito de la ensenanza de una lengua extranjera. En ocasiones, el plan de estudios es reemplazado
por el contenido de un determinado libro de texto, asi que no hay consistencia a lo largo del
tiempo si se cambian los libros. En otras casos, las metas del plan de estudios son demasiado
ambiciosas, o el ritmo del nuevo contenido de aprendizaje demasiado rapido, como para que los
estudiantes progresen de manera significativa

Muchos ministerios de educacion se niegan a modificar los examenes finales que los
alumnos tienen que presentar al terminar su educacion media superior. En muchos casos estos
examenes evallan sobre todo las habilidades de lectura y escritura y no el dominio la expresion
oral. La falta de la evaluacion de la expresion oral tiene un efecto contraproducente debido a
que los maestros le restan importancia a la interaccion oral ya que no es parte de la evaluacion
final, y por ello los estudiantes tienen un menor nivel en el dominio de esta habilidad (Cheng,
2008; Khaniya, 1990).

Por otro lado, el bajo estatus social que se percibe en la ensefianza como profesion, y las
percepciones salariales, pueden generar bajos niveles de desempenio por parte de los maestros
y puede hacer del reclutamiento un tema dificil. Por lo tanto una meta importante de la politica
es alcanzar el estatus social que tienen los maestros en paises como Alemania, Japén o Finlandia
como parte de la estrategia para incrementar los estandares y los resultados de los estudiantes.
(Dolton, 2013; Tye, 2002)

Cada uno de los responsables de las politicas publicas tendra que definir las necesidades,
los principales problemas de su contexto en particular y decidir en cual de estos componentes
enfocarse, e identificar cual de estos puede tener un impacto mas positivo.

Analizando la politica del lenguaje desde una perspectiva general, es Util considerar qué
aspectos de la politica pueden modificar los responsables de las politicas publicas. Los componentes
que pueden estar incluidos dentro de la politica del lenguaje son los siguientes:
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* metas de los programas de inglés,

* qué estandares se acuerdan (parametros nacionales y/o internacionales),
* metas para los resultados de los alumnos,

* inicio de la ensenanza del inglés,

* cuanto tiempo,

* como se prioriza el presupuesto,

* cOmo se capacita a los maestros,

° qué contenidos se ensenan,

* como se evalua a los alumnos,

* como se evalla a los maestros,

La Figura 1 muestra un resumen amplio del marco de dicha politica, en este caso propuesto
por el Didlogo interamericano en su analisis de los problemas que enfrenta el aprendizaje del
inglés en América Latina (Cronquist y Fizbein, 2017).

Figura 1. Marco de la politica del lenguaje del Dialogo interamericano
(Cronquist and Fizbein, 2017).
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Deficiencias de la politica
En cuanto a politica, el reporte sefala a detalle algunos retos que enfrentan los estudiantes del
idioma inglés en América Latina; entre los obstaculos principales se incluye lo siguiente:

* Falta de evaluacion y estandares consistentes, para alumnos y maestros;

* Evaluacion inadecuada del dominio del idioma para los maestros; necesitan mejorar sus
habilidades con el idioma;

* Falta de regulacion gubernamental para proveedores particulares de la ensefianza del idioma
inglés;

* Falta de influencia gubernamental en la capacitacion para maestros universitarios;

* Innovacion insuficiente en el aprendizaje mixto y en las iniciativas de aprendizaje digitales;

* Interaccion insuficiente fuera del salon de clase: aprendizaje autodidacta, educacion continua;

* Falta de coordinacion regional e intercambio de experiencias;

 Falta de certificacion y acreditacion para maestros;

* Falta de evaluacion de los impactos del programa de capacitacion de maestros.

Las recomendaciones de este detallado reporte se concentran en algunas areas claves, de
las cuales tres se pueden aplicar de manera general en gran medida:

En primer lugar, atender los cuellos de botella de la politica a través del desarrollo de un
marco como el que se mostro anteriormente, abordando cada uno de los componentes en la
taxonomia, aprendiendo de la experiencia de otros paises y garantizando que existan una serie
de politicas solidas, pragmaticas y realistas en todo el pais y a las que todas las escuelas e
instituciones se deban apegar.

En segundo lugar, se debe mejorar la capacitacion de los maestros en las etapas previas y
durante el servicio docente, para asegurarse de que estén preparados adecuadamente para
desempenar su labor en el salon de clase. Esto quiere decir, enfocarse en el dominio de la
expresion oral, asi como en capacitacion metodoldgica. De la misma forma, se debe ser muy
estrictos al identificar a los maestros que no cumplen con los estandares linguisticos requeridos
y brindarles apoyo adicional.

Asimismo, significa que los maestros deben tener acceso a técnicas, métodos y materiales
apropiados para las metas de la politica, y que esos materiales les ayuden a alcanzar los objetivos
de la ensefanza comunicativa; para que, de esta manera, no tengan que preparar sus propios
materiales y pasar varias horas planeando cada clase.

En tercer lugar, los estudiantes necesitan tener acceso a oportunidades de aprendizaje fuera
del ambiente educativo regular. Esto quiere decir, deben tener acceso a aprendizaje en linea,
autoestudio, comunidades en linea oportunidades presenciales y visitas de intercambio a otros
paises, oportunidades para estar expuestos al inglés a través de la radio, la television, el cine y
otros medios de comunicacion.
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Marco estratégico

Componentes del marco estratégico

Cualquier sistema de cambio en la ensenanza de una lengua extranjera dentro del sistema
escolar publico, debe ser estratégico y sistémico. Las medidas a corto plazo, como enviar a
un numero reducido de maestros al extranjero para mejorar sus habilidades de ensefanza, no
tendra un efecto sistémico. La mayoria de retos que se plantearon anteriormente son sistémicos
y necesitan medidas estratégicas a largo plazo que impacten al sistema en todo el pafs.

Figura 2. Componentes del marco estratégico
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Un enfoque claro consistiria en desarrollar un plan nacional para la ensefianza del idioma
inglés de cinco a diez anos. El plan nacional debera constar de varios componentes.

Primero, es necesario que exista una vision clara y realista para la ensefianza del inglés, en
un plazo adecuado, con la mira en un futuro de cinco a diez afnos que permita que se dé una
continuidad que generara el cambio a largo plazo.

Segundo, debe existir un compromiso, desde el inicio, para que se lleven a cabo estudios de
referencia integrales y detallados, que proporcionen evidencia del estado actual de la ensefanza
del idioma inglés, tanto en términos de los resultados de los alumnos, como en el rendimiento
docente, con el fin de generar aportes para futuros cambios de politica.

Tercero, debe desarrollarse un plan estratégico para el inglés que se enfoque en las necesidades
de una politicadel lenguaje, desarrollo de un programa de estudios, capacitacion y desarrollo
docente, y una investigacion a nivel nacional con respecto a la ensefianza del idioma inglés y su
sistema de evaluacion. Cada uno de estos componentes estratégicos dictara la direccion que tomara
la comunidad educativa y que les ayudara a alcanzar las metas al final del tiempo establecido.

Finalmente, se requiere de un plan de implementacion detallado y riguroso. Generalmente,
los planes nacionales y planes estratégicos se lanzan con gran algarabia. Sin embargo, si no se
tiene un plan de implementacion detallado, paso a paso, basado en principios sélidos de gestion
de proyectos y que se pueda medir con logros regulares y evaluaciones continuas, estas grandes
estrategias no se llevaran a cabo de manera eficiente y exitosa.

Implementacion

Un plan de implementacion necesita dividir las medidas de cambio en prioridades secuenciales.
Para que la implementacion tenga éxito, se necesitan establecer cuales son las prioridades. A
continuacion se detallan ejemplos de prioridades que se pueden considerar (seleccionadas de
una amplia variedad)

Edad. Una pregunta clave es si la introduccion del inglés a nivel primaria contribuira en
mayor medida a las metas estratégicas de largo plazo que si se introduce a partir del nivel
secundaria. Lo ideal seria que hubiera suficiente presupuesto para invertir en ambos niveles. Si
el presupuesto y los recursos humanos son limitados, quiza valga la pena considerar invertir en
la mejora de la ensefanza del inglés a nivel medio superior, nivel bachillerato, ya que esto tendra
un efecto rapido en el nivel de inglés de los alumnos en las universidades y, también puede
impactar, de manera positiva, sus los niveles de dominio al finalizar sus estudios. La inversion
en el inglés a nivel primaria, aunque es adecuado, no tendra ningun impacto en el ambito social
hasta después de quince afnos 0 mas.

Prioridades del presupuesto. Anticipandonos a la siguiente seccion, otra prioridad importante
es que durante el proceso de planeacion del presupuesto, se destine suficiente financiamiento para
la capacitacion docente, asi como para el desarrollo de materiales de ensefianza y contenido de
aprendizaje, y no soélo se destinen grandes cantidades para el uso de la tecnologia, que por lo
general siempre es el principal elemento a considerar en la planeacion educativa.
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Una regla util, quizd subjetiva, para los proyectos educativos, es que dentro de los
presupuestos se debe asignar cuando menos una tercera parte del presupuesto general para la
capacitacion docente. De lo contrario se corre el riesgo de que los cambios no se adopten de
manera eficiente.

Secuencia y ritmo. Las actividades en la estrategia se pueden dividir en dos grupos, el de
ritmo acelerado y el de ritmo lento. Los cambios de ritmo acelerado son desarrollos estratégicos
que pueden implementarse rapidamente y que pueden tener un impacto positivo relativamente
rapido. Los cambios de ritmo lento son desarrollos estratégicos que se llevaran cinco o diez anos
del plan, debido a los cambios institucionales asociados que se requieren para tener el impacto
deseado.

Algunos ejemplos de cambios de ritmo acelerado pueden incluir pruebas de referencia
para obtener informacion de la situacion actual; iniciar cursos para la mejora del inglés de los
profesores actuales; disefiar nuevos examenes, que contengan estandares internacionales, para
los estudiantes que finalizan sus estudios, y que se comparen con examenes internacionales;
y, ofrecer oportunidades especificas de autoestudio para todos, para que el inglés se pueda
practicar en linea sin costo alguno.

Desarrollo de capacidades docentes

En muchos paises desarrollados, y también en aquellos en vias de desarrollo, la disparidad de los
niveles de inglés en los estudiantes se puede relacionar con la fuerza laboral docente; asi como
la capacidad y desempeno de los maestros.

Problemas clave

Mano de obra insuficiente. Existe una falta de maestros bien preparados en la educacion
publica, y en algunos casos hay una escasez en general de maestros de inglés, incluso sin
preparacion especifica.

Dominio del idioma. Como se menciond, muchos enfrentan problemas con el dominio
del idioma, especialmente en la parte oral; éstos se deben resolver con el fin de ayudar a los
alumnos a lograr los resultados esperados.

Capacitacion inicial docente. Como se indicé anteriormente, hay temas que resolver con
la capacitacion inicial docente. Muchos programas contienen teoria en exceso y se enfocan
en el conocimiento de la linguistica y la teoria educativa, en lugar del desarrollo de métodos vy
técnicas para el desempeno de la clase.

Capacitacion de maestros en servicio. En muchos paises no se ofrece capacitacion para
los docentes en servicio, o existe una falla de financiamiento para que se ofrezca. En algunos
paises no es obligatoria, y por ello solamente los maestros mas motivados son los que participan
en ella. Necesita ser obligatoria, estructurada y estar disponible para todos los maestros.

Evaluaciéon del desempefio. En escuelas del sector privado, se observa y se evalla
continuamente el desempefo de los maestros. En el sector publico, puede ser que a un maestro
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no se le observe ni se le evalle durante afios, o casi nunca, después de finalizar su capacitacion
inicial. Los maestros que podrian beneficiarse de una mejora en el idioma, en ocasiones no pueden
hacerlo porque los sindicatos no permiten que se les evalle, y por lo mismo no se pueden identificar
facilmente los déficits de capacitacion.

Acceso a recursos. Si el presupuesto esta limitado, entonces el acceso que tienen los
maestros a nuevos materiales para la ensefianza, mejores y nuevos libros de texto y otros
componentes suplementarios, también van a estar limitados. Esto implica presion adicional para
el docente responsable, pues significa que tiene que invertir horas en desarrollar su propio
material, mientras que el maestro menos dinamico soélo utiliza el material existente, con lo que
dificilmente alcanzara el resultado optimo.

Motivacion. La docencia es dificil, y es a menudo una profesién poco remunerada. En
diversas ocasiones los maestros trabajan largas horas y quiza tengan que complementar su
ingreso con un segundo o tercer trabajo en el sector privado o dando clases particulares. Esto
puede desmotivarlos, y hacer que dejen la docencia para realizar trabajos mejor pagados en el
sector de la traduccion o de los negocios.

Estatus social. Ademas esta el estatus social de los maestros. En algunos paises, como
Japén, Finlandia y Alemania, los maestros tienen un estatus social muy alto, a la par de los
abogados o los médicos. Esto facilita atraer a los mejores candidatos a la profesion y retenerlos
pues se dedicaran a una profesion que tiene un estatus alto. Los responsables de las politicas
publicas deben analizar como mejorar este estatus social, y de esta manera, apoyar el desempefio
de los maestros.

Soluciones potenciales.

¢Cudles son las areas clave a cambiar en el desarrollo de capacidades docentes? Quiza las
instituciones responsables de la capacitacion y desarrollo inicial docente y de profesores en
servicio en cada pais, puedan considerar algunas de estas propuestas como pautas a seguir
para que los maestros alcancen un mejor desempeno.

Capacitacion docente inicial. El ministerio de educaciéon debe revisar y re-evaluar el
modelo actual de capacitaciony el diseno de las certificaciones que se reciben. Invitar a asesores
externos para que apoyen a los capacitadores en las universidades puede ser beneficioso;
ademas, esto también puede ayudar a que la certificacion de los maestros de inglés sea mas
relevante a la situacion real de ensefianza en la que estaran trabajando.

Para asegurarse que los maestros estan capacitados para utilizar una metodologia
comunicativa efectiva, las universidades deberian considerar integrar a sus especialidades,
0 afadir al final de sus programas, una version, adecuada al contexto, de una certificacion
practica del Reino Unido para docentes como el CIiSELT (impartida por el British Council) o
el CELT-S (impartida por Cambridge) o como los programas de capacitacion del CELTA en su
version para escuelas de educacion media superior.
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Las universidades también deberian considerar crear o adoptar de fuentes internacionales
un marco de competencia profesional con base en la investigacion para que los profesores
puedan reflexionar con respecto a sus habilidades, y las puedan ir mejorando a lo largo de su
carrera (ver marcos del British Council y Cambridge English).

Capacitacion y desarrollo servicio. El dominio del idioma es, generalmente, un problema
clave para maestros que actualmente se encuentran trabajando. Por ello, el enfoque de los
ministerios de educacion para la capacitacion que se brinda a profesores en servicio, deberia
estar dirigido inicialmente a evaluar las necesidades que tienen que ver con el dominio del idioma
de cada maestro, y disefar un programa para mejorar las habilidades que se requieran. Esto
consistiria en ofrecer cursos especificos para mejorar las habilidades necesarias y asi aumentar
los estandares en el salon de clase (por ejemplo, Language for Teaching de Cambridge English).

La evaluacion de este tema, junto con otras deficiencias metodolégicas, deberian iniciar con
un estudio de referencia de las habilidades y desempenio de los maestros. Sin una serie de datos
clara que muestre las carencias actuales del desempeno de los maestros, es dificil brindar una
solucion adecuada.

Posteriormente, la institucion a cargo del desarrollo de los docentes deberia brindar
una serie de cursos de capacitacion continua, quiza se pudieran impartir a nivel nacional a
manera de cascada utilizando “capacitadores expertos” que estén certificados bajo estandares
internacionales.

Desarrollo de recursos. Para apoyar a los maestros en su labor, es importante asegurarse
que tengan acceso a los recursos indicados, y los ministerios o las instancias relevantes deben
construir un banco de recursos, innovador y gratuito, para la ensefianza y el aprendizaje (como
el que se puede encontrar en los sitios web del British Council) y contar asi con un sitio web que
se convierta en la plataforma de recursos nacional para maestros.

Esta plataforma también debera incluir una comunidad en linea para que los maestros
puedan trabajar con otros colegas de todo el pais.

Adopcion de la innovacion digital

No es posible mencionar en este articulo todas las areas de innovacion y especificamente
la innovacion digital para el aprendizaje del inglés que se podria incorporar a los sistemas
educativos nacionales. Quiza basten unos cuantos ejemplos.

Modelos digitales de aprendizaje

Las herramientas digitales para el aprendizaje se pueden utilizar dentro del aula, fuera de ella,
para trabajar en equipo o de manera individual. Los alumnos pueden seguir un curso de manera
lineal en sus aparatos (teléfonos, tablets o laptops), o los pueden usar para tener acceso a
material de practica, o para crear textos nuevos, historias y videos en la lengua meta. Hay una
gran variedad de modelos de material digital para el aprendizaje, pero el punto clave es que los
maestros sientan que tienen el control sobre las herramientas (Carrier et al, 2017).
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El Uso de la tecnologia en el salon de clase

Los alumnos cada vez estan mas involucrados con la tecnologia digital fuera del salon de clase,
y para ellos es frustrante no poder utilizar estas herramientas cuando estan aprendiendo en
la escuela. Se aconseja que los maestros adopten el uso de estas herramientas en el salon de
clase, siempre y cuando se pueda controlar el contenido y que la actividad esté guiada por el
maestro. Gracias a software nuevo y especialmente disefiado para el salén de clase (por ejemplo
NetOp, Apple Classroom) el maestro puede asegurarse de que las herramientas que se utilicen
sean para acceder unicamente a materiales de aprendizaje especificos.

La relacion entre el aprendizaje fuera del salén de clase y el aprendizaje en el
salon de clase

Debido al tema de las horas de clase y el tiempo invertido (mencionado anteriormente), es
necesario que los maestros se enfoquen cada vez mas en darle a sus alumnos actividades fuera
del aula para que puedan dedicar mas “tiempo a la actividad”. Esto va mas alla de dejar tarea,
asimismo implica capacitar a Ios maestros a usar nuevas técnicas como el “aula invertida”, asi
como darles acceso a materiales de aprendizaje y recursos que estén ligados al programa de
clase con el que estén trabajando.

Contenido especifico

Para que los alumnos puedan tener mas practica con el idioma fuera del salén de clase, necesitan
tener acceso a materiales seleccionados cuidadosamente y especificos para el aprendizaje,
actividades y contenido digitales que tengan el nivel del lenguaje y la dificultad apropiados.
Cualquiera puede entrar a internet para acceder a contenidos en inglés, pero encontrar este
material probablemente frustre y desmotive a los alumnos, debido a que es contenido real, por
lo que el nivel sera inadecuado. Si el material se selecciona de acuerdo al nivel de dominio del
inglés de los alumnos, y el contenido esta disenado especificamente para determinados niveles,
entonces las actividades vy la practica seran de mayor éxito para el alumno.

Lo ideal seria que los ministerios o las universidades brindaran contenido educativo en la
web para todos los ciudadanos. Un ejemplo es el proyecto que llevo a cabo Cambridge English
para la provincia de Antioguia en Colombia, en el que se establecieron “parques educativos”
con contenido para practicar en inglés, a través de un sitio web, sin costo alguno para todos los
ciudadanos.

Evaluacion digital

Usar herramientas digitales para la evaluacion puede ser una solucién adecuada para evaluar
las cuatro habilidades sin la necesidad de generar un costo e inversion excesivos. Por ejemplo, la
evolucion gue han tenido las pruebas flexibles, quiere decir que las actividades de evaluacion
pueden contribuir al ciclo de aprendizaje y asi los alumnos pueden llevar a cabo actividades
especificas y personalizadas de acuerdo a sunivel. Las pruebas automatizadas paralas habilidades
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de escritura y orales (ver el sitio writeandimprove.com) permiten recabar la informacion para
evaluar de manera mas rapida, econdmica y facil, esto es importante, sobre todo si se tiene que
evaluar a muchos alumnos.

Estrategia de medios digitales

Los responsables de las politicas publicas pueden incrementar la exposicion al idioma inglés
fuera del salén de clase si se desarrolla una estrategia de medios digitales que utilice medios
masivos como apps para teléfonos celulares, transmision y medios sociales para ofrecer
actividades que motiven a una gran audiencia a aprender el idioma; y que a su vez, implique un
costo minimo por usuario. Esto podria incluir:

* programas de television en inglés para estudiantes,

* programas de television para capacitacion docente,

* radio — conversaciones por teléfono para estudiantes,

* radio — charlas para maestros y expertos

* apps nacionales para la practica del inglés — ligada al plan de estudios, y

* una plataforma en linea nacional para la practica interactiva o con tutoriales.

Aungue en uninicio la inversion puede ser substancial, el uso de los medios de comunicacion
garantiza que el costo por usuario sea muy bajo y considerablemente mas bajo que, por ejemplo,
el costo de los libros de texto por alumno.

Tendencias digitales futuras

El aumento en el uso de la tecnologia automatizada de reconocimiento de voz (ASR por sus
siglas en inglés) cambiara drasticamente la relacion entre los alumnos vy la tecnologia, y entre
los estudiantes y las lenguas extranjeras. El ASR ahora puede realizar traducciones orales en
tiempo real de un idioma a otro, de manera relativamente exacta y sin costo alguno. Con lo que
las necesidades basicas de los estudiantes como en el caso del turismo, viajes de negocios,
etc.; pueden cubrirse al utilizar apps de traduccion desde sus celulares sin tener que aprender
el idioma.

El desarrollo acelerado de la realidad aumentada (AR por sus siglas en inglés) y realidad
virtual (VR por sus siglas en inglés) seguramente también tendra un impacto en la manera en
que los alumnos se motivan con los materiales de aprendizaje vy las actividades, al momento de
incorporar el mundo exterior y el uso real del inglés al contexto del aprendizaje.

La adopcion de estas tecnologias fuera del salén de clase, puede contribuir a mejorar
el aprendizaje, especialmente para aquellos estudiantes que no se sienten motivados con
actividades tradicionales.

Los responsables de las politicas publicas necesitan estar conscientes de estas tendencias y
considerar como incorporarlas a los sistemas nacionales de educacion, en los casos en los que
sea apropiado y costeable.
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Conclusion y recomendaciones para la politica publica
La conclusion central de este articulo es que existe una necesidad urgente de aplicar un enfoque
mas estratégico en la planeacion y la implementacion de los programas y politicas educativas
para la ensenanza del idioma inglés en América Latina. Hay mucho que aprender del trabajo que
en la dltima década han realizado los responsables de las politicas publicas en Latinoamérica y
en otras partes del mundo.

Aungue son muchos los intentos, varios proyectos y mejoras no han tenido el éxito necesario
para mejorar el nivel de inglés de los alumnos en las escuelas publicas.

Este articulo ha analizado algunos retos y soluciones potenciales; a continuacion se resumen
las recomendaciones clave.

Recomendaciones para la politica publica
¢Qué podemos aprender de las innovaciones de otros paises y cuales soluciones debemos
adoptar?

Las recomendaciones clave son:

« Cambiar la capacitacion inicial del maestro para que se enfoque menos en la teorfa, y
mas en la metodologia practica, que sea mas relevante a la practica actual del salén de clase,
con programas de ensefanza y practica integrados.

* Llevar a cabo estudios de referencia del desempeno de los maestros, con informacion a
gran escala de:

» Ellenguaje de los alumnos y maestros,
» El desempeno de los maestros,

* Enfocarse en mejorar el dominio del idioma de los maestros de inglés.

* Mejorar el examen final para los alumnos de educacion media superior para que
evalle el dominio de la expresion de los alumnos, asi como su conocimiento pasivo; de igual forma,
vincular los estandares de este examen con puntos de referencia internacionales para que sea
comparable.

* Enfocarse en el desarrollo docente a largo plazo y apoyar a los maestros con
recursos y aprendizaje en linea.

* Enfocarse en incrementar la exposicion del estudiante al idioma, dedicar mas tiempo
a la realizacion de actividades ligadas al programa fuera del salon del clase, a través de
oportunidades de aprendizaje por medios digitales, y reducir el doblaje en la television
publica.

203



@@ BRITISH
@@ COUNCIL

Referencias bibliograficas

Benson, P. (2011.) Language Learning and
Teaching Beyond the Classroom: An Introduction
to the Field. In: Benson P., Reinders H. (eds)
Beyond the Language Classroom. London:
Palgrave Macmillan.

British Council. (2012). The Benefits of the English
Language for Individuals and Societies. London:
British Council.

Bahanshal, D. (2013). The Effect of Large Classes
on English Teaching and Learning in Saudi
Secondary Schools. English Language Teaching,
Vol. 6, No. 11, 49-59.

Carrier, M., Damerow, R., and Bailey, K. (2017).
Digital Language Learning: research, theory and
practice. London: Routledge.

Cheng, L. (2008). Washback, impact and
consequences. In Shohamy, E. & Hornberger,
N. H. (eds.), Encyclopedia of Language and
Education (2nd edn). Language Testing and
Assessment (vol. 7), New York, NY: Springer,
349-364

Chomsky, N. (1971). Linguistic Theory, in
Chomsky: Selected Readings, ed. by J.P.B. Allen
and P.V. Buren, pp 152-153. Oxford: Oxford
University Press.

Cronquist, K. and Fizbein, A. (2017). English
Language Learning in Latin America. Washington
DC: InterAmerican Dialogue.

Dolton, P (2013). Why Do Some Countries
Respect Their Teachers More Than Others?
Retrieved from https://www.theguardian.com/
teacher-network/teacher-blog/2013/oct/03/
teacher-respect-status-global-survey.

Duff, P.A. (1990). How Much Foreign Language
Is There in the Foreign Language Classroom?
Modern Language Journal, Volume 74, issue 2,
pp 154-166

Euromonitor. (2010). The Benefits of the

English Language for Individuals and Societies:
Quantitative Indicators from Cameroon, Nigeria,
Rwanda, Bangladesh and Pakistan. London:
Euromonitor/British Council.

204

Fitzpatrick, F. and O’'Dowd, R. (2012). English

at Work: An Analysis of Case Reports about
English Language Training for the 21st-century
Workforce. Washington DC: The International
Research Foundation: TIRF.

» Freeman, D., Katz, A., Gomez, P.G. & Burns, A.

(2015). English-for-Teaching: Rethinking teacher
proficiency in the classroom. ELT Journal, 69(2),
129 - 139.

+ Kamhi-Stein, L.D, Diaz Maggioli, G., de Oliveira,

L. (2017). English Language Teaching in South
America: Policy, Preparation and Practices.
Bristol: Multilingual Matters.

» Khaniya, T.R. (1990). Examinations as instruments

for educational change: investigating the
washback effect of the Nepalese English exams.
Edinburgh Research Archive. Retrieved from:
https://www.era.lib.ed.ac.uk/handle/1842/9862

Parrales, T.M. (2017). The influence of large
classes in the English language teaching learning
process in Ecuadorian high schools. Retrieved
from: http://www.monografias.com/trabajos107/
influence-large-classes-english-language-
teaching-learning-process-in-ecuadorian-high-
schools

» Simpson, J. (2017). English language and

medium of instruction in basic education in

low- and middle-income countries: a British
Council perspective. Retrieved from: https.//
englishagenda.britishcouncil.org/sites/default/
files/attachments/pub_h106_elt_position_paper_
on_english_in_basic_education_in_low-_and_
middle-income_countries_final_web_v3.pdf

+ Tye, B. & O'Brien, L. (2002). Why are experienced

teachers leaving the profession? Phi Delta
Kappan, Vol 84, Issue 1.



@@ BRITISH
@@ COUNCIL

2.2 El papel de los padres, maestros y responsables de las politicas
publicas en el aprendizaje del inglés en los ninos

John Knagg
Investigacion y consultoria en el idioma inglés, Reino Unido

Resumen

Este articulo refleja los principales factores que contribuyen al éxito para el aprendizaje del
inglés en los sistemas educativos publicos grandes. Asimismo, considera las contribuciones
que hacen los padres de familia, maestros y los responsable de las politicas publicas. Ademas,
se dan algunas recomendaciones y sugerencias para que cada uno de los tres grupos haga
reflexiones posteriores. Las sugerencias y recomendaciones estan basadas en la experiencia
del autor a través de diversos programas globales del British Council, que tratan acerca de la
ensenanza del idioma inglés dentro de los sistemas educativos nacionales. Esta experiencia
esta respaldada por una investigacion fundamental y publicaciones de estudios practicos que
se pueden consultar en linea.

Palabras clave: Aprendizaje del inglés exitoso, padres de familia, maestros y responsables de
las politicas publicas.

¢Cual es la forma mas conveniente de analizar la competencia
linglistica?

Antes que nada, quiero aclarar que pertenezco al grupo de los que cree que la competencia o el
dominio del inglés es una habilidad mas que un conjunto de conocimientos. Para otras personas,
la competencia linguistica es la aplicacion adecuada de un conjunto de conocimientos acerca de
reglas gramaticales y vocabulario que se puede combinar. No creo que sea Util pensar acerca del
aprendizaje del inglés y la competencia del inglés de esta forma; de hecho, pienso que esta vision
ha llevado a desarrollar programas de estudio y metodologias poco Utiles a nivel mundial. Desde
mi perspectiva, es mas conveniente pensar en el aprendizaje del inglés como una habilidad similar
a cuando se quiere aprender a nadar o andar en bicicleta. Sin embargo, aprender inglés es mucho
mas complejo que andar en bicicleta, de hecho mas complejo que volar un avion.

La implicacion principal de pensar en el inglés como una habilidad es que no se puede
aprender si no se practica. Lo que quiero decir es que asi como no puedes aprender a nadar
sin agua, o andar en bici sin una bicicleta, no se puede aprender inglés sin utilizar el inglés.
Esto tiene implicaciones importantes para el disefio de programas de estudio y temarios. Los
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responsables del disefio curricular deben incluir el uso del inglés en el programa de aprendizaje
desde el inicio. En ocasiones a las personas les cuesta trabajo comprender este concepto y
se pregunten con mucha razén: ;como puedes usar el inglés si no sabes inglés?”. Parte de
la respuesta se encuentra en la division muy Util y tradicional de las cuatro habilidades del
idioma. Dos habilidades receptivas, la comprension auditiva y la comprension lectora, y las dos
habilidades productivas, la expresion escrita y la expresion oral. Las habilidades receptivas
se desarrollan primero, la comprension auditiva antes que la expresion oral, en el ambito del
lenguaje oral, y la comprension lectora antes que la expresion escrita, en el ambito del lenguaje
escrito. Entonces, al inicio de un programa de estudios, los estudiantes escucharan al maestro o
una grabacion o video de alguien hablando previo a la oportunidad de hablar de ellos mismos.
Empiezan con “Yo soy John”, y asi van paso a paso. Muchos de nosotros hemos conocido a
estudiantes de inglés que son mucho mas habiles para comprender el inglés oral (comprension
auditiva) y la lectura que para hablar (o escribir).

Ciertamente, esto no significa negar la existencia del conocimiento involucrado en el aprendizaje
del idioma inglés. El memorizar palabras y frases y aprender su significado siempre ha sido una parte
fundamental del aprendizaje, y los estudiantes mayores se benefician mucho al aprender las reglas
gramaticales que les ayudan a generar oraciones significativas y precisas. No obstante, la experiencia
en los dltimos 50 anos nos ha mostrado que basar el aprendizaje del inglés en el desarrollo de la
competencia lingUistica, vista como una habilidad, puede ser mas beneficioso para los estudiantes.

iCuales son los factores que marcan la diferencia?

Los principales factores del éxito educativo (incluyendo el aprendizaje del idioma inglés) son los
siguientes, en orden de importancia de acuerdo al efecto que tienen en el aprendizaje.

1. El estudiante — especialmente la motivacion y la capacidad.

2. El maestro.

3.Elliderazgo y la gestion, incluyendo el “desarrollo de politicas publicas.”

La lista anterior no estd completa; por ejemplo, no menciona explicitamente el efecto del
entorno familiar o de los companeros, pero nos sirve de cualquier manera para reflexionar
acerca del control que ejercen distintos actores en este escenario. Si el factor mas importante
en el éxito del aprendizaje es la motivacion y capacidad individual del estudiante, entonces es
valido preguntarse quién puede influenciar y mejorar su motivacion y capacidad. Aunque esto
va a depender del contexto individual de cada estudiante, y de su edad, se podria suponer
que el padre, el tutor o guardian sera quien ejerza un efecto crucial, mas adelante regresaré
a este punto. Los primeros anos de la experiencia educativa (incluyendo el nivel pre-escolar)
también tendran un efecto mayor en la motivacion y capacidad de los alumnos.

La jerarquia es interesante ya que el factor nimero dos, el maestro, tiene un efecto en el
factor nimero uno, el estudiante. Y el factor tres, liderazgo tiene un efecto en el factor dos, los
maestros. Uno de los roles del maestro es que los alumnos estén en la mejor condicion posible
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para aprender, y uno de los papeles principales de los lideres educativos es asegurarse de que
los maestros estén lo mejor preparados para ser excelentes docentes. La importancia practica
de esto es que la inversion en los factores dos y tres tendra un efecto positivo en los factores
uno y dos. Esto significa que a nivel de un sistema; por ejemplo en un ministerio de educacion
0 en una autoridad educativa local, en donde los fondos para la mejora educativa siempre son
€sCasos, una inversion en el factor tres, la calidad del liderazgo y la gestion, tendra a menudo
un mejor reingreso de inversion en términos de los resultados de aprendizaje de los estudiantes
a largo plazo. Lo anterior se debe a que una buena politica, un buen liderazgo y una buena
gestion mejoraran la calidad de la ensenanza en el salon de clase, y esa mejora en la calidad de
la ensenanza impactara positivamente el aprendizaje de los alumnos, incluyendo su motivacion y
capacidad. La segunda inversion mas efectiva a menudo estara relacionada con un incremento
de la calidad docente; esto tendra un efecto directo en los estudiantes, aunque puede ser caro
ya que para alcanzar a un gran nimero de alumnos, se tiene que alcanzar a un gran nimero de
maestros. Ademas, la capacitacion debe estar bien disenada e implementada®.

El rol de los padres en el aprendizaje del idioma inglés

Los padres (u otros tutores o cuidadores) transmiten valores a sus hijos de manera consciente,
explicita o subconscientemente a través de sus palabras y acciones. A menudo comparten sus
habilidades o su conocimiento. La desigualdad que los sistemas educativos estatales pretenden
reducir comienza en el hogar. Los padres con mas recursos, intelectuales o financieros, estan
en una mejor posicion de ayudar a sus hijos. Los recursos econémicos les brindan a los ninos
una mejor experiencia a nivel pre-escolar, educacion en una escuela privada, clases adicionales,
vacaciones en el extranjero y acceso a la tecnologia en la casa. Es obvio que los padres con cierto
conocimiento del inglés se encuentran incluso en una mejor posicion para ayudar a que sus hijos
aprendan inglés, siempre y cuando actlen de manera sensata para motivarlos, y no establezcan
expectativas irreales. No obstante, todos los padres, incluyendo aquellos que no saben inglés,
pueden hacer una diferencia positiva al entender y transmitir a sus hijos el valor de aprender
inglés. La forma mas clara para que los padres ayuden es crear un ambiente en casa en donde
se maneje el inglés. Quiza la forma mas sencilla sea a través de la television, los dibujos animados
y otros programas en inglés de acuerdo a la edad (usar bandas sonoras originales en inglés con
o sin subtitulos en el idioma local, esto es cada vez mas factible con la tecnologia moderna de la
television), fomentar el uso de material en inglés en linea, instalar la consola de videojuegos en

3. Para saber mas acerca de los factores que afectan el aprendizaje, y especialmente en qué consiste una buena
ensefianza, se puede leer el trabajo de John Hattie. Walter y Briggs (2012) dan una visién general excelente de qué
tipo de capacitacién funciona mejor para mejorar la calidad de la ensefanza.

4. Este articulo no esta dirigido a los padres de familia. Sin embargo, existen muchos recursos de apoyo en linea e
ideas para padres que quieren apoyar a sus hijos, incluyendo el sitio web del British Council Learn English Kids (ver
la seccién de referencias bibliogréficas). Es también un recordatorio para los maestros de inglés y autoridades
educativas de que los padres tienen una papel clave, y que es buena idea pasar cierto tiempo y compartir ciertos
recursos para educar e involucrar a los padres en la educacién de sus hijos.
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inglés, poner canciones en inglés — incluso como musica de fondo mientras estan realizando otras
tareas, y proporcionar material visual como libros, posters y juegos de mesa®.

El papel de los maestros en el aprendizaje del idioma inglés

Ningun estudiante, padre o secretario de educacion duda del papel central del maestro. Sin
embargo, nuestra experiencia alrededor del mundo muestra que la ensefanza en las escuelas
es muy deficiente. El British Council cree que la ensefanza es una profesion y que los maestros,
como profesionales, son responsables, entre muchas otras cosas, de reflexionar continuamente
sobre su practica profesional con el objetivo de mejorar. Si bien las autoridades educativas
pueden hacer mucho para facilitarles o no esta reflexion, el maestro es el responsable de su
propio desarrollo.

Un tema central es el entendimiento del maestro respecto a su identidad profesional, o dicho
de manera mas sencilla, un entendimiento de lo que significa ensefar. Generalmente, asumimos
que la ensenanza se trata de mostrar y repetir una serie de acciones que el maestro ha aprendido
y que se multiplican unay otra vez en el salon de clase, ano tras ano. Frecuentemente, el enfoque
esta en la ensenanza y no en el aprendizaje del alumno. Tratamos de fomentar un enfoque en
el aprendizaje del estudiante y vemos que la parte medular del trabajo del maestro se enfoca
en garantizar el aprendizaje del alumno y no en aplicar técnicas de aprendizaje adecuadas. Esto
sucede en la practica del salon de clase en donde la ensefianza se centra en el estudiante.
Aunque el contexto local y cultural siempre son muy importantes, observamos tendencias
similares en las percepciones cambiantes en el rol de los maestros en distintos paises. Un
factor comun es la creciente movilidad internacional y la aceptacion del inglés como un idioma
internacional en cada vez mas ambitos, los maestros ahora se enfrentan a trabajar con mayor
frecuencia con estudiantes que ya han tenido cierta experiencia con el idioma y puede que se
expresen con mayor fluidez o precision que ellos mismos. Esto es algo que los maestros tendran
que experimentar con mayor frecuencia y es sélo una parte del reto en la actualidad. Asi como
un entrenador profesional puede ayudar a que el atleta mejore su desempeno, aun cuando el
atleta se desempene mejor que el entrenador, el maestro debe aprender las habilidades del
entrenador para ayudar a los alumnos con distintos niveles de competencia.

El British Council desarrollé su Marco de desarrollo profesional continuo (CPD por sus siglas
en inglés) para ayudar a los maestros y a los sistemas con los que trabajan para mejorar la
ensefianza de una forma sistematica. El marco propone 12 practicas profesionales clasificadas
en cuatro niveles de experiencia o especializacion (ver las figuras 1, 2, y 3). Los maestros
pueden evaluar su propio perfil profesional con una herramienta de autoevaluacion y enfocar su
desarrollo en areas y practicas en las que sientan que, individualmente, tienen mas necesidad de
desarrollar, de acuerdo con su propio contexto®.

5. Se puede encontrar mas informacién acerca del marco CPD del British Council incluyendo un resumen que se
puede descargar y la herramienta de auto-evaluacion en http://www.teachingenglish.org.uk/teacher-development/
continuing-professional-development
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Figura 1. La calidad en el salén de clase
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Las 12 practicas profesionales tienen como objetivo integrar las habilidades y el conocimiento
que necesita un maestro. Las practicas Comprension de los alumnos y Uso de practicas inclusivas
son criticas para el éxito del método centrado en el estudiante, junto con la Evaluacion del
aprendizaje, debido a que se ha comprobado que a nivel global, los maestros carecen a menudo
de capacitacion y habilidades en el area de la evaluacion. Las practicas de Planeacion de clases
Y cursos, Manejo de clase y Gestion de recursos abordan las practicas principales del salon de
clase vy las habilidades pedagdgicas que necesitan los maestros, temas que estan presentes en
muchos cursos de capacitacion pero que necesitan desarrollarse a lo largo de toda la carrera.

La practica profesional de Conocimiento del tema es particularmente importante para los
maestros de inglés (y por supuesto maestros de idiomas), considerando que la gran mayoria
de maestros de inglés alrededor del mundo ha aprendido el inglés como un idioma adicional, y
eso les da mayor ventaja sobre los maestros de inglés nativos, debido a que han experimentado
el aprendizaje del inglés desde la perspectiva del alumno. En general, son un mejor modelo
comparado con maestro hablante nativo del idioma inglés, no obstante el dominio del idioma
sigue siendo un factor importante.

Figura 2. Etapas de desarrollo Figura 3. Practicas profesionales

Etapas de desarrollo Practicas profesionales

Planeacion de clases y cursos

Has escuchado hablar de esta practica profesional Compren5|on de |0$ alumnos

Manejo de clase
Conocimiento del tema

Sabes lo que significa esta practica profesional Gestion de recursos
y por qué es importante

Evaluacién del aprendizaje
* Integracion de las TIC
3. Compromiso Toma de responsabilidad respecto al desarrollo
Demuestras competencia en esta practica profesional en tu trabajo. profesional

: Uso de practicas inclusivas
Uso de enfoques multilingties
4. Integracion

Demuestras un alto nivel de competencia en esta practica Promocién de habilidades del siglo XX
profesional y esto, consistentemente, habla de cémo

te desarrollas en tu trabajo.

Entendimiento de practicas y politicas educativas

Fuente: Marco de desarrollo profesional continuo (CPD
Fuente: Marco de Desarrollo Profesional Continuo por sus siglas en inglés). British Council
(CPD por sus siglas en inglés “Continuing Professional
Development”). British Council
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Tres de estas practicas profesionales reflejan los cambios mas significativos en anos recientes,
Integracion de las TIC, Promocion de habilidades del siglo XXI, Uso de enfoques multilingles. La
referencia de las habilidades del siglo XXI admite el reconocimiento creciente de que el maestro de
inglés es mas que un instructor técnico de habilidades linguisticas y tiene la misma responsabilidad
que tienen otros maestros que preparan a los nifios en la escuela con el fin de desarrollar otra
variedad de habilidades generales que necesitaran para tener éxito en diferentes aspectos de
su vida adulta. Los enfoques multilinglies son mas importantes que antes, esto es resultado del
cambio en los patrones de movilidad y la diversidad linguistica cada vez mas creciente en los
salones de clases. También reconoce el hecho de que en ocasiones es correcto e incluso Util,
cuando el maestro utiliza el lenguaje nativo de los alumnos, con un propdsito especifico dentro
de la clase.

Los maestros trabajan en diferente contextos y la practica de Entendimiento de practicas
v politicas educativas pretende apoyar a los maestros para que trabajen en armonia con sus
colegas y con la sociedad, tomando en cuenta las caracteristicas particulares, regulaciones e
incluso leyes de sus instituciones, culturas y naciones.

Sibientodo el marcotrataacercadel desarrollo docente, cabe enfatizar que una practica, Toma de
responsabilidad respecto al desarrollo profesional se enfoca especificamente en la responsabilidad
del maestro en esta area. Esto contrasta al modelo en donde el maestro espera recibir érdenes
u oportunidades de arriba para tener acceso al desarrollo profesional. Dicho modelo, en su peor
manifestacion, puede dar como resultado que los maestros experimenten poco o nulo desarrollo
profesional después de su formacion inicial, durante una carrera que puede durar décadas.

Walter & Briggs (2012) revisaron una serie de iniciativas de formacion docente enlos Ultimos afios
y llegaron a la conclusion de que el desarrollo profesional mas significativo es aquel que involucra
a los maestros en la decision de qué se necesita, esto les permite trabajar de manera colaborativa
en temas y actividades concretos al salon de clase, con orientacion y tutoria apropiados, y con el
apoyo continuo del equipo lider. Esta es una lista Gtil de criterios que los maestros y coordinadores
de las escuelas pueden tomar en cuenta cuando disefien programas y guias, y se puede comparar
con el desarrollo profesional docente poco efectivo, en donde vemos que dicha capacitacion se
disena desde arriba, se impone, es aislada, ajena a lo que sucede realmente en la escuela, contiene
teoria en exceso, y que ofrece poco o nulo apoyo o colaboracion.

Liderazgo, administracion y politica en el aprendizaje del idioma inglés
Un malentendido comun en el papel que juegan los ministerios y las autoridades educativas es
que todos los problemas se pueden resolver y mejorar desde los cambios en la politica, de arriba
hacia abajo. La experiencia y la investigacion muestra que los mejores ejemplos de mejora en
los resultados de los alumnos se dan desde abajo, incluyendo la participacion de los padres y la
comunidad en las escuelas, el maestro y las iniciativas de los lideres escolares.

Un principio del cambio educativo efectivo es que todos los actores clave se deben
involucrar; una forma de entender porqué esto es cierto es considerando el rango de factores
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Nifios sanos, bien alimentados Padres que brindan apoyo
Tecnologia disponible Salén de clase comodo
Metodologia centrada en el alumno Metodologia comunicativa
Curriculo relevante Diversos materiales
Evaluacién apropiada Control de calidad efectivo
Nifios entusiastas Cantidad de exposicién
Maestros motivados y capacitados Maestros actualizados
Aprendizaje, no ensefanza Maestros con un buen nivel de inglés
Colegas solidarios Directores conscientes
Inglés enla TV Clases interesantes

que llevan a un aprendizaje exitoso, (ver la siguiente tabla que muestra algunos, no todos, de
estos factores). Podemos observar que la responsabilidad principal para cada factor recae en
una serie de actores clave, desde los padres hasta el ministro de educacion.

Tim Williamson (2015) propone un modelo no tradicional para los responsables de las politicas
publicas en donde la principal responsabilidad de los actores de alto nivel (por ejemplo, Ios ministros)
no es disenar o implementar el cambio, sino articular el problema, establecer la direccion general
que se tiene que tomar, y crear el espacio en donde otros que estan mas cerca de la instituciones
involucradas puedan determinar los pasos exactos que se deben tomar para mejorar el aprendizaje,
considerando los contextos locales que soélo ellos pueden conocer. Las diez recomendaciones de

Tabla 2. Diez mensajes para los reformadores - adaptacion de

Williamson (2015)

1. Comiencen con un problema y una oportunidad, no una solucién integral

Comprendan el problema y oportunidad para la reforma
Den pasos pequenos; pero estando conscientes de hacia dénde se dirigen

Inicien con el pie derecho los procesos y sistemas, y manténganlos

Decidan cuando, qué y como formalizar

2
3
4
5. Aprendan y adapten; con el fin de evitar sentirse presionados
6
7 Aten los cabos sueltos

8

No traten de reformar por su cuenta

Aquellos con la autoridad necesaria brinden y protejan el espacio indispensable
para el cambio

10. Busquen y adapten asesoria externa
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Williamson para los responsables de las politicas publicas se pueden ver en la Tabla 2.

Claramente un rol vital del los responsables de las politicas pdblicas es encontrar los medios
y asignar recursos, especialmente econdémicos, y un factor clave para el éxito de cualquier
reforma es si cumplen 0 no con esa responsabilidad.

Recomendaciones para la politica

Los responsables de las politicas publicas y expertos en educacion involucrados con la ensefianza
del idioma inglés, su mejora y la reforma, deben tomar en cuenta la investigacion que se ha llevado
a cabo en la materia, asi como los casos practicos de las iniciativas de reforma para la ensenanza
delidioma inglés, que han tenido éxito y los que no también. Tribble (2012) analiza ejemplos tedricos
y practicos de la reforma en la ensefanza del idioma inglés a nivel del sistema’. En resumen, yo
propongo cuatro lecciones clave que se tendrian que considerar, basadas en la experiencia, y que
a continuacion se explican:

1) Considerar todos los elementos del sistema educativo — maestros, programas de
estudio, evaluacién del alumno y control de calidad
Sialguno de estos cuatro elementos no esta considerado, entonces cualquier intento de reforma
serd menos efectivo. Existen ejemplos de buenos programas de estudio que no han tenido el
efecto deseado porgue no se ha incluido la capacitacion de los maestros en la implementacion
del nuevo curriculo. Otro problema frecuente en algunos paises es que los programas de estudio
y la metodologia de la ensefianza se manejan a través de un sistema de evaluacion del estudiante
que no fomenta el aprendizaje del idioma como una habilidad de comunicacion oral. Mientras
que los sistemas de evaluacion, cuyos resultados son importantes para las oportunidades de
vida de los alumnos, sigan fallando porque no tiene el propésito indicado, los intentos para
que los maestros mejoren o extiendan sus metodologias para la imparticion de programas de
estudio mas relevantes, seguiran siendo en vano. En otros casos, se invierten grandes recursos
y se realizan esfuerzos en la formacion y educacion de los maestros; sin embargo, se deja a los
alumnos y a los maestros con un programa de estudio o con materiales inadecuados para poder
ensefar. Finalmente, es poco probable que cualquier sistema que no cuente con un método de
control de calidad adecuado que monitoree cada elemento y sea efectivo de manera sostenida.

2)Involucrar a los actores clave
Una reforma educativa efectiva requiere del compromiso de una serie de actores clave,
dependiendo del contexto. La falta de compromiso o incluso oposicién por un grupo para la

6. Se utiliza el nivel B1 del Marco Comun Europeo de Referencia como el nivel que la mayoria de escuelas publicas
pueden alcanzar realisticamente hablando para la mayoria de los alumnos, con los recursos disponibles.

7. Esta es otra publicacion del British Council que se encuentra gratuitamente en linea en teachingenglish.org.uk
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propuesta de una mejora puede significar que esa mejora simplemente no dara resultado. El grupo
que quizd se consulta mas a menudo o se involucra mas es el de los maestros. Hemos visto
ejemplos en donde los responsables de las politicas publicas pueden marcar la direccion y esperar
que los funcionarios de los ministerios implementen la reforma con poca, o nula, participacion
de los maestros, quienes son los que se espera implementen la reforma en el salon de clase. Sin
embargo, hay otros grupos a considerar. La oposicion de los padres de familia puede influir a los
responsables de las politicas publicas y ellos pueden no comprometerse o incluso cambiar la
direccion que se tiene que tomar. Los coordinadores escolares son de vital importancia cuando
a los maestros de idiomas se les pide a menudo ensefar de una forma distinta a la que se pide a
los maestros de otras asignaturas. Los sindicatos y las asociaciones ejercen una fuerte influencia
en algunos paises. Los politicos locales pueden hacer una gran diferencia brindando su apoyo u
oposicion a las iniciativas nacionales. La comunicacion y la participacion de todos los actores es
una parte crucial para cualquier cambio social, y eso incluye la mejora de la ensefianza del idioma.
Es necesario involucrar a todos los actores clave en la reforma educativa, debido a que al igual que
cualquier cambio social que se planee, ésta toma tiempo. Si se pretende implementar un cambio
en un periodo de tiempo irreal, es probable que no se vean los beneficios a largo plazo.

3) Iniciar primero a menor escala

Este apartado se refiere al poder de los programas piloto. Es mas probable que el experimentar
con nuevas formas de trabajo tenga mayor éxito a menor escala en donde diversos factores se
pueden controlar. De esta manera, es posible alcanzar resultados de manera mas rapida. Cuando
las cosas no salen como se espera, es posible aprender lecciones y aplicarlas en otros contextos.
Cuando la implementacion se hace a pequena escala, se necesitan menos recursos y el éxito
puede liberar recursos en otros contextos. Uno de los inconvenientes de trabajar con programas
piloto es el tema ético de seleccionar sélo a un grupo de escuelas, maestros y alumnos para
algo que les brindara a ellos un beneficio pero dejaréd a otros fuera. Esto implica que habra que
considerar cuidadosamente como se seleccionan las instituciones, de tal forma que sea aceptable
para la poblacion en general. También existe la posibilidad, con relacion a este tema, de limitar la
aplicacion de una reforma a escuelas, maestros o alumnos, que ya hayan cumplido con una pre-
condicion. Dicha pre-condicion puede ser escuelas que hayan demostrado cierto nivel de dominio
del idioma, o alumnos que hayan alcanzado cierto nivel o hayan mostrado sus aptitudes de una
forma creible.

4) Descentralizar la toma de decisiones

Cada alumno, cada salén de clase y cada escuela es diferente de una forma u otra, y tiene
sentido que cada decision que se tome se haga de acuerdo con el contexto de aprendizaje en
la medida de lo posible. Entre mas detallada sea una politica, es menos probable que se aplique
con éxito en muchas situaciones diferentes. Cuando los responsables de las politicas delegan
la elaboracion de politicas de nivel mas bajo a profesionales y coordinadores que estan mas
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cerca del contexto de aprendizaje, estos contextos pueden ser tomados en cuenta de manera
mas facil. Las decisiones se pueden tomar localmente en el momento indicado, considerando
circunstancias, actores clave, y recursos locales. Los actores clave que tienen que tomar las
decisiones sentiran gran compromiso con respecto a las decisiones que ellos mismos han
tomado, contrario a las decisiones que simplemente les transfieren; de esta manera, podran
también ser responsables de sus propia decisiones. Lo anterior permite que los responsables
de las politicas de alto nivel puedan establecer los parametros de cambio, brindar y proteger el
espacio para el cambio, como lo dictan los mensajes de Williamson para los reformadores.

En los altos niveles de la elaboracion de las politicas a nivel nacional, los responsables de
las politicas publicas a menudo incluyen, por un lado a politicos y por otro lado a educadores
profesionales. El enfoque y los tiempos de estos dos grupos son a menudo muy diferentes.
Los educadores asumen que la reforma del sistema a gran escala tomara tiempo y no estaran
bajo la misma presion que los politicos para demostrar acciones y resultados; por su parte,
la reputacion de los politicos puede depender de resultados a corto plazo. Es importante que
se encuentren soluciones que satisfagan las agendas de ambos grupos. Los politicos pueden
celebrar el haber obtenido los fondos para la reforma, pueden senalar las acciones que se han
tomado en un periodo de meses y no afnos, que bien pueden incluir los planes de comunicacion,
el establecimiento de talleres o cursos educativos para maestros, el reclutamiento de nuevos
profesores, el establecimiento de comités para reformar los tipos de evaluacion. Sin embargo,
es dificil evaluar los resultados en términos de beneficio para una generacion de jovenes
estudiantes sin que se contemplen lapsos de tiempo qu