Problematizing ELT education in Colombia:
Contradictions and possibilities

Carmen Helena Guerrero

Globalization and the emergence of emancipatory discourses

For many scholars, globalization is not a new phenomenon. Some state that
for the western world, it started with the expansion of the Roman Empire. We
could say that in Colombia globalization became visible with the initiation
of the first neoliberal government led by César Gaviria. After that period,
public policies in education were grounded in globalization (Ministerio de
Educacion Nacional, 2013). Globalization as a complex phenomenon can
be understood in a continuum where in one pole all its positive effects can
be pointed out while in the other pole all the negative effects show up with
all sorts of things in between. The discourses on the positive effects revolve
about “global village, development, knowledge, communication, access,
technology”, etc. On the negative pole of the continuum we find discourses
on “homogenization, acculturation, gaps, neoliberalism, marketization”,
etc. Understanding globalization as a continuum allows us to think of it
as both contradictions and possibilities. In this chapter, | would like to
use globalization as a window to examine the field of ELT education in
Colombia from a critical perspective while exploring some possibilities
that research might bring to contribute to its development from a glocal™
perspective. In doing this, | start by presenting binary ways in which two
authors, coming from different fields (Fazio Vengoa is a historian and Bauman
is a sociologist) represent globalization. | will use these representations to
place, problematize, and offer possibilities for issues in ELT education in
Colombia.

In discussing how globalization has been represented, Fazio Vengoa (2011)
finds two main ways; on the one hand, it is represented as the not belonging;
as a phenomenon that has eroded the common practices we were used to.
The very nature of globalization as homogeneous regardless of the territory,
time, and space generates in the individual a sense of disorientation, new
scripts and new sets of practices. On the other hand, globalization has been
represented as a new way of being and living in the world, in which the

19 Here it is relevant to point out the use of the word “glocally” as a way to acknowledge that
this construction is not entirely local or global, but has been the product of a (asymmetrical)
dialogue between the two.
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individuals participate in similar ways in global events and practices due to
their synchronization and homogenization; in words of Fazio Vengoa “new
elements of a daily global life are emerging”*° (Fazio Vengoa, 2011: 101) for
example, during the Oscar’s ceremony, individuals of all around the world
connect through social media to comment and be part of this affair.

In yet another binary representation of globalization, Bauman (2010) uses
the metaphor of “the tourist and the wanderer”. He anchored it on his idea
that we all are in constant motion. Some perform physical motion (travel,
moving) while others perform a kind of virtual or mental motion (changing
TV channels, surfing the web, interacting with others by means of different
screens). Tourists and wanderers experience globalization in very different
(and unequal) ways; multiple social devices operate to assign boundaries and
rights to either one. For tourists, globalization presents itself as the non-places
(airports, malls, hotels, coffee shops, restaurants, multinational corporations’
offices, etc.) where the geographical territory does not make any difference
because wherever the tourist is, they will find the same things and the same
way of doing things. The tourist is used to certain practices and is welcomed
wherever they go. This is not the case for the wanderer. Devices like visas,
passports, or money become the ways in which they can be singled out,
scrutinized, criminalized, and rejected. Here globalization is hostile to the
wanderer; they do travel as a choice, rather they are forced to keep on moving,
States cannot secure their permanence anywhere and because capitalism
does not depend on geographical space for cheap labor, there is no need to
receive migrant workers, hence they are forced to be in constant movement,
almost like escaping from one place to another.

These two panoramas of globalization serve as a framework to explore its
relationship with the way in which the ELT profession has been constructed
glocally, and to argue that globalization brings threats but also possibilities.
Taking Fazio Vengoa’s first reprentation, one could argue that the effect of
globalization in the ELT field on countries of the periphery or the expanding
circle (to use Kachru’s denomination) brings along disorientation. In the
history of the teaching of English in Colombia, | identify at least in two critical
moments. The first one emerges with the issue of Law 115, which mandated
the teaching of, at least, one foreign language in elementary schools. Up to
that point, English was taught in secondary schools, by teachers who received
their “training” to teach adolescents and adults. For many years, elementary
school teaching was conducted by Normalistas*' and their preparation
included the development of skills in all subject matters except English.

20  The translation is mine.
21 Normalistas attended high school with a major in teaching. “Escuelas Normales” were founded
by Francisco de Paula Santader in 1882 (Restrepo Gémez, 2010).



Later on, Normalistas were slowly replaced by licenciados®*. Although the
first School of Education created in Tunja in 1933 stated foreign languages
as one of the specializations demanded in the Decree 301 (Herrera, 1993;
Ministerio de Educacién Nacional, 2013; Parra Baez, 2014), teacher training
programs for elementary school did not keep this requirement, therefore they
did not prepare teachers to teach English. Consequently, Law 115 posed an
enormous challenge to elementary school teachers because they did not
have the preparation to take over this task. As documented by Guerrero and
Quintero (2015), even today elementary school teachers feel overwhelmed by
this assignment and go through great lengths to make up for their shortcomings.

The other critical moment, in my opinion, was the introduction of the
National Bilingualism Program* (whose name has mutated several times
during the last thirteen years, but which has essentially the same purpose:
promoting the teaching of English in Colombia). Although the teaching of
English was introduced in the school curriculum after the Second War World
(de Mejia, 2005), the breakthrough happened in 2004 with the launch of
the National Bilingualism Project. The major disorientation here comes from
the lack of clarity of what “bilingualism” means in this context. Several
Colombian scholars have questioned this lack of definition (Cardenas, 2009,
2010; de Mejia, 2002, 2005; Guerrero, 2010, 2012; Guerrero and Quintero,
2009; Ordonez, 2011; Sanchez & Obando, 2008; Usma, 2009); meanwhile
universities and schools do what they can to comply with policies requirements
relying on their own understandings of bilingualism (Cf. Lozada and Guerrero
in press). As teachers or school administrators, we have adopted terminology,
beliefs, practices, methodologies, and the like, that are produced in the inner
circle countries (using again Kachru’s taxonomy) and which do not necessarily
apply to this context. Not even now do we know if we should refer to English
as a Foreign Language, Second Language, or Additional Language. This lack
of clarity does have implications in ELT education for both, pre-service and
in-service teaching, in terms of the general approaches towards teaching, in
terms of proficiency in the L2, in terms of what is expected from an English
teacher, to mention just a few.

Continuing with Fazio Vengoa’s second representation, what he describes
as the new ways of being and living the world, has brought English Language
teachers lots of tensions that stem from our subjectivity (tensions are not
necessarily negative, | will come back to this when | discuss the possibilities

22 Licenciados obtain a teaching degree from any university that has a School of Education.

23 For practical reasons, | will refer to all the initiatives from the Programa Nacional de Bilingtiismo
(2004), Programa de Fortalecimiento al Desarrollo de Competencias en Lengua Extranjera
(2010), Ley de Bilingliismo 1651 (2013), Programa Colombia Bilingtie (2014), Programa
Nacional de inglés Colombia Very Well (2015) to Colombia Bilingtie (2016) under the same
label of “Bilingual Program”.
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brought by globalization). In a study conducted by Gémez & Guerrero (in
press), the researchers found that Colombian English teachers’ subjectivities are
complex, and they oscillate between acceptance and rejection. Globalization
has generated in English teachers a hybrid identity that we find it very hard
to acknowledge or get acknowledged by others. We hold internal debates on
what variety of English to speak (and limit ourselves to British or American);
how to go about teaching, and who we should please (parents, government,
school administrators, students, or ourselves) (Guerrero and Meadows, 2015);
also covert and overt language policies play a role in the way we shape our
subjectivities and how we play our identities. With globalization there is
no one single “center” but multiple centers from which different ways of
understanding the world are originated and shaped (Fazio Vengoa, 2011).
These new ways of being destabilize ELT education because it forces teacher
educators to acknowledge hybridity; the education of pre-service and in-
service teachers can not continue being offered in a pre-packed-one-size-
fits-all but should be design giving room for the multiple variables that make
up our identities: gender, ideology, race, beliefs, social practices, and so on
and so forth.

Summing up, the disorientation here has to do with the fact that all the
sudden teachers are assigned a task they are not prepared for; they do not
know how to face the demands of new policies rooted in globalization; the
world as they knew has changed forever. Added to this global panorama,
with so many ways of being and living in the world, it seems that mainstream
English Teaching Education programs in Colombia are stuck in the past,
where only one-way vision of the world is privileged and perpetuated. Sayer
(2012) states that in SLA discourses the learner has been de-racialized and de-
gendered; the same can be said of English Language Teachers; in an analysis
presented by Castafieda Trujillo (2017) of twenty two study plans of Colombian
ELT teacher training programs he found that these study plans are constructed
to perpetuate an aseptic view of the world dictated by dominant groups.

I will now switch to Bauman’s metaphor: the tourist and the wanderer.
In Bauman’s words, the tourist is the one who obtains all the benefits of
globalization, where for the wanderer globalization is hostile. In ELT and ELT
education, the “tourist” has been embodied by discourses and practices of
the inner circle countries (Kachru, 1992). According to Phillipson (1992) the
“center” dictates what the periphery should learn and how. During a conference
held in 1961 in Makerere, Uganda, several tenets where established; tenets
that have been extremely influential in the way ELT education has taken shape
all over the world. These tenets are: 1) English is best taught monolingually;
2) The ideal teacher of English is a native speaker; 3) The earlier English is
taught, the better the results; 4) If other languages are used much, standards



of English will drop. Phillipson (1992) goes on to scrutinize each one of them
to show them as fallacies. Unfortunately, even today TESOL training and the
supposedly “best practices” continue shaping the teaching practices of the
periphery (Sayer, 2012).

In a similar take, Pennycook (1998) traces the colonial legacy of English and
shows how it has been constructed from the center as superior in all aspects.
In supporting his point, he illustrates the construction of the self and the other
by means of dichotomies where English and the so-called “native speakers” of
English are equated to “Eurocentrism, cultured, industrious, adult, masculine,
and clean”. In TESOL, the identity position of English teachers has been, at
least, partially defined in reference to an idealized image of a native speaker
(Holliday & Aboshiha, 2009) In this sense we could say that the tourists in
the field of ELT are first of all native speakers of English, who, by default,
have the right linguistic capital (Bourdieu, 1996) and are therefore allowed
to move freely around the world to teach the language. In many countries of
the periphery, it is not even necessary to hold a college degree. Personally,
| met a doorman in Aruba who told me he had been an English teacher at
a private school in Cali. I also met a British who used to be a plumber in
Great Britain but is now working as an English teacher in a private school
in Bogota. Gomez (2017), through a collection of narratives, illustrates that
this situation is very common in the country. By the same token, materials,
massively produced by the countries of the center, depict a westernized view
of the world. Textbooks, audios, workbooks, websites, etc. are designed to
offer learners the very same experience anywhere in the world (Canagaragh,
1999). Except very little differences, the same textbook used in China should
serve to teach in Colombia, hidden in what Pennycook (2007) calls the myth
of English as an International Language (EIL). The homogenization of the world
promoted by English textbooks is very comfortable for privileged students
who can afford international exchanges; the same content they cover here
is covered somewhere in the world and so the tourist experience is served.

In contrast, the wanderers are non-native speakers of English teachers
who learned the language in their countries of origin (of the periphery) and
their accents (no matter how hard they try to hide it) “betray” them. As
reported by de Mejia (2002), in private schools, Colombian teachers of English
earn less than their foreign counterparts but have far more obligations and
responsibilities. The Programa de Formadores Nativos** set by the Ministry of
Education has contributed to spread the idea that foreigners are better teachers

24 Programa de Formadores Nativos is an innitiative of the Ministry of Education in which volunteers
from around the world are recruited to come to Colombia to support the teaching of English. |
must clarify here that most of these voluteers are not born in the countries of the center (United
States, Great Britain, Canada, Australia or New Zeland) and do not necessarily hold degrees
in ELT.
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than Colombian ones. This means, that even in our own country, Colombian
teachers of English receive the wanderer treatment. For non-privileged learners
(much of the Colombian population) the situation is no different since they do
not have the same access to resources and experiences. Places, practices, and
possibilities portrayed in teaching materials will hardly become real for them;
there is an invisible border (Bauman, 2010) that prevents underprivileged
learners to experience firsthand what is a given for privileged ones.

By and large it would seem that globalization has contributed to enhance
the gap between the haves and have-nots. But as | stated above, | think
globalization has opened the door for possibilities to resist and change
practices in ELT education in Colombia. Bauman (2010: 8) states: “The causes
of the division are the same that promote the uniformity of the globe”?; |
would like to use this quote the other way around, stating that the same causes
of the homogenization of the world are the very same that bring division.
Globalization has allowed local practices and values to be acknowledged and
be voiced. It has also allowed us to see that as there are common dominant
practices around the world there are common concerns too (Guerrero &
Meadows, 2015). If it had not been because of globalization, most of the
issues we currently problematize in ELT education would have never been
an issue at all.

ELT education in Colombia: achievements and challenges

Teacher education has historically been separated between pre-service and
in-service teacher programs. Above there is a reference about the creation of
the first teacher training programs in Colombia. But, as stated by Cardenas et
al (2012) the interest in the education of in-service teachers in Colombia dates
to tmid-90s90s after the development of the COFE (Colombian Framework
for English) project, which highlighted the need to offer programs of teacher
development for English teachers. Prior to that, interest was only on pre-
service teacher education. Since then, in-service teachers have taken part
in different initiatives to improve their qualifications, be them graduate
programs to obtain master’s degrees, or Teacher Development Programs
(Gonzdlez et al 2003).

In 2002 Gonzales et al pointed out that although teacher educators could
think they knew what teachers needed and wanted as professionals, their voices
were very rarely considered when designing teacher education programs.
Later on, in 2008, Gonzales stated that in Colombia ELT education followed

25 The translation is mine.



two main tendencies which she categorized as top-down and bottom-up.
The former tendency groups the courses like the ICELT and the TKT proposed
by foreign agencies while the latter tendency grouped regional conferences,
publisher’s sessions, university-schools collaboration, and university-based
programs. According to Cdrdenas et al (2012) nowadays teacher education
programs have transformed and are more aligned with what teachers not
only need but are able to bring to these programs. In other words, teacher
education programs have started to acknowledge teachers as “prosumers”
that is, as professionals that no only consume knowledge but are also very
capable of producing it. The number of articles written by Colombian teachers
and published in peer reviewed journals and the increasing participation of
school teachers as speakers in national events are a tangible proof of this
milestone in ELT education in Colombia.

Colombian teachers and scholars are voicing their concerns and their
achievements; they are finding ways to validate their epistemologies (of the
South)? in a field largely dominated by an Eurocentric view of the world.
But despite these important developments in the field of ELT education in
our country, there are still many areas that need to be problematized and
that are in direct relationship with the aspects discussed above in respect to
the effects of globalization (teaching English to children, bilingualism, the
native-speaker teacher paradigm, and teaching materials). In her 2007 article,
Gonzalez points out some problematic issues that needed extensive revision
and attention in ELT education: the ownership of English, the native speaker
teacher supremacy, the value of glocal knowledge, and the apolitical role of
the English teacher, to mention just a few. Many of them have been addressed
in some graduate programs of the country, in some Teacher Professional
Development Programs, in the national teachers ‘conference organized
by ASOCOPI?” yearly, in the Encuentro de Universidades Formadoras de
Licenciados en Idiomas?®®, the Coloquio Internacional sobre Investigacion en
Lenguas Extranjeras*, and other national and regional events. Unfortunately,
regardless of all these efforts, it seems that many discourses and practices are
very pervasive and refuse to leave our imaginary.

| contend that part of the reason why we attach to the dominant discourses
and practices is that ELT education offers very different things to in-service

26 In the sense of de Souza Santos (2009).

27 ASOCOPI stands for Asociacién Colombiana de Profesores de Inglés (Colombian Asociation
of English Teachers), and is the oldest TESOL affiliate association in the world; ASOCOPI was
founded 52 years ago.

28  This conference takes place every other year and gathers the schools of Second/Foreign Language
teaching of the country; the 11th conference was held in 2016 in Cali, Colombia.

29  This conference is co-organized by Universidad Nacional de Colombia, Universidad Veracruzana
(Mexico) and Universidad de Granada (Spain).
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teachers and to pre-service teachers. The ELT education for the former has
transformed itself to open spaces to re-examine the profession, to problematize
the given, to expand the horizons of being an English teacher. These spaces
can be seen in the study plans of many of the graduate programs offered in
the country; in the theses written as requisites for those programs, and in the
scholarly articles and presentations referred to above. Not very much so for
the latter, for pre-service teachers; curricula of licenciatura programs have a
strong emphasis on “grammar instruction”; in other words, these programs
have not overcome the Saussurean and/or Chomskyan tradition in which
English teachers should limit themselves to teach and judge the grammaticality
of a sentence against the norm, that is British English, or Standard American
English. In the analysis already cited conducted by Castafieda-Trujillo (2017), it
is evident that the study plans of licenciatura programs contribute to reproduce
the discourses and practices problematized by Gonzélez (2007); the whole
structure of those study plans, the names given to the subject matters, the
hierarchical organization of school credits, the linear sequencing, etc., show
that attempts to contest, as Pennycook (1998) calls it, the “colonial” legacy
of ELT education still has a long way to go.

At the beginning of this chapter, | stated that the homogenizing practices of
globalization have awaken the need to acknowledge other ways of “knowing”
and of doing things; in this sense, globalization also means looking south
(making reference to South as in De Souza Santos” connotation), bringing
multiple voices to the field in order to claim ownership not only over the
language we teach and through which we teach, but also over the ways we
use to teach it (Kumaravadivelu (2003) would call it “post-method”). The three
chapters that follow problematize issues in ELT Education in search for that
polyphony and approach their research interests from decolonial perspectives.

While it is true that in-service teachers” have gradually been gaining ground
in terms of their own education needs being listened to, it is equally true
that there are other areas —like language policy--in which their intellectual
capacity has not been considered. Castafieda-Lodono (2017) brings this issue
to the table. She claims that in-service teachers, in the process of constructing
their own professional beings have resorted to different ways of knowing
which results in the accumulation of knowledges. She argues that these
knowledges need to be dig out and be incorporated in the planning and
design of language policy. Castafieda-Londofo frames her argument in the
“ecologies of knowledges” of De Sousa Santos (2007) to ground her claim
that different ways of knowledge co-exist, and teachers interrelate them in
order to make sense of their profession.



Castaneda-Trujillo (2017) and Samaca (2018) take interest in pre-service
teachers’ education. Very much in the same line of Castafneda-Londono
(2017), but in relation to pre-service teachers, Castaneda-Trujillo (2017)
inquiries about the knowledges pre-service teachers might have and might
bring to the teaching practicum. As a teacher educator, he is very aware that
different knowledges circulate among his students when doing their teaching
practicum, but which are not readily visible to either him, the pre-service
teachers themselves, or others involved in this component of the ELT education
process. Castaneda-Trujillo (2017) finds a good number of studies in Colombia
that account for themes related to pre-service teachers, particularly in what
has to do with the developing of teaching skills; but none document or tackle
what pre-service teachers have to say about their teaching practicum. His
research interest aims at tracing the continuities and discontinuities between
the colonial logic of the status quo and a decolonial perspective; in doing this,
he resorts on ecologies of knowledges to promote a dialogical relationship
among different types of knowledges.

Samaca’s (2017) chapter is also focused on exploring the teaching practicum
but from a different angle. She positions herself within the decolonizing
perspective, and from there, her intention is to uncover how pre-service
teachers, cooperating teachers, and university mentors position themselves
pedagogically about the teaching practicum. Samaca (2017) states that the
teaching practicum cannot be reduced to observable doings in the classroom,
but that it encompasses multiple layers of doing, reflecting, and transforming.
She also challenges the colonial construction of the teaching practicum in
our teacher training programs and makes an argument for the need to adopt a
decolonial approach in order to give room for the different ways of knowing
that come into play when learning to teach.

Conclusion

In this introductory chapter, | have used the representation two authors make
of globalization (Fazio Vengoa and Bauman) and used them as mirrors of
some problematic issues in ELT education. | argue that the tensions caused
by globalization have proven productive and many changes in our practices
have been happening. Scholars and schoolteachers alike are exploring and
contributing to the field beyond instrumental approaches. Many more need
to be done, particularly in what has to do with pre-service ELT education.

129



ELT Local Research Agendas | - PART Il

N
W
o

References

Bauman, Z. (2010) La globalizacion. Consecuencias humanas. Fondo de Cultura
Econémica. México, D.F.

Bourdieu, P. (2003). Language and Symbolic Power. Cambridge, MA: Harvard
University Press.

Canagarajah, S. (1999). Resisting Linguistic Imperialism in English Teaching.
Oxford: Oxford University Press.

Cardenas, M. L., Gonzélez, A. & Alvarez, J. A. (2012). El desarrollo profesional de
los docentes de inglés en ejercicio: algunas consideraciones conceptuales para
Colombia. Revista Folios, 31, 49-68.

Cardenas, M. L. (2010). Encuentros y desencuentros en la formacién de profesores
de inglés en Colombia: una mirada a las politicas del ‘Programa Nacional de
Bilingliismo’. En Gimenez, T. y M. C. De Gées Monteiro (Orgs.) Formagdo
de Professores de Linguas na América Latina e Transformagdo Social, 19-44.
Campinas, S. P., Brasil: Pontes.

Cardenas, M. L. (2009). A propésito de la autonomia y las politicas de Colombia
Bilinglie. En M. L. Cardenas (eds.). Investigacion en el aula en L1y L2. Estudios,
experiencias y reflexiones, 23-30. Bogota: Centro Editorial Facultad de Ciencias
Humanas.

De Mejia, A. M. (2002). Power, Prestige and Bilingualism. Perspectives on Elite
Bilingual Education. Clevedon: Multilingual Matters Ltd.

De Mejia, A. M. (2005). Bilingual Education in Colombia: Towards an Integrated
Perspective. In: de Mejia, A.M (Ed.), Bilingual Education in South America, 48-
64. Clevedon: Multilingual Matters Ltd.

De Sousa Santos, B. (2009). Una epistemologia del sur: la reinvencion del conoci-
miento y la emancipacion social. Siglo XXI.

Goémez, Y. (2017). Configuration of Subjectivities of English Language Teachers as
NNESTs in the Frame of Colombian Language Policies: A Narrative Study. MA
thesis. Universidad Distrital Francisco José de Caldas.

Gomez, Y., & Guerrero, CH. (In press). Non-native speaker English Teachers
Subjectivities: Between Acceptance and Rejection.

Gonzalez, A., Montoya, C., & Sierra, N. (2002). What do EFL Teachers Seek in
Professional Development Programs? Voices From Teachers. [kala, Revista de
Lenguaje y Cultura, 8(14), 153-172.



Gonzalez, A. (2003). Who is Educating EFL Teachers: A Qualitative Study of In-
Service in Colombia. fkala, Revista de Lenguaje y Cultura, 7(13), 29-50.

Gonzalez, A. (2007). Professional Development of EFL Teachers in Colombia:
Between Colonial and Local Practices. fkala, Revista de Lenguaje y Cultura,
12(18), 309-332.

Gonzalez, A. (2008). Tendencies in Professional Development for EFL Teachers
in Colombia: A Critical Appraisal. Paper Presented at the 50. Encuentro de
universidades formadoras de licenciados en idiomas.

Guerrero, H. & Meadows, B. (2015). Global Professional Identity in Deterretorialized
Spaces: A Critical Dialogue Between Expert and Novice Nonnative English
Speaker Teachers. PROFILE, 17(2), 13-27. ISSN 1657-0790.

Guerrero, H. (2012). La ensenanza del inglés como L2: Limitaciones y alcances
para la formacion ciudadana. Revista Internacional Magisterio. 58, 44-50. ISSN
1692-4053.

Guerrero, H. (2010). Is English the Key to Access the Wonders of the Modern World? A
Critical Discourse Analysis. Signo y pensamiento, 57, 294-313. ISSN 0120-4823.

Guerrero, H. & Quintero, A. (2009). English as a Neutral Language in the Colombian
National Standards: A Constituent of Dominance in English Language Education.
PROFILE, 11, 135-150. ISSN 1657-0790.

Guerrero, H. & Quintero, A. (2015). Las voces de los maestros frente a las politicas
educativas: jLa illusion de la democracia? Bogota: Universidad Distrital. ISBN
9789588972145.

Guerrero, H. & Meadows, B. (2015). Global Professional Identity in Deterretorialized
Spaces: A Critical Dialogue Between Expert and Novice Nonnative English
Speaker Teachers. PROFILE, 17(2), 13-27. I1SSN 1657-0790.

Herrera, M. C. (1993). Historia de la educacién en Colombia. La Republica Liberal
y la modernizacién de la educacion: 1930-1946. Revista colombiana de
educacion, 26, 97-124.

Holliday, A. & Aboshiha, P. (2009). The Denial of Ideology in Perceptions of “Nonnative
Speaker Teachers”. TESOL Quarterly, 43(4), 669-689.

Kachru, B. B. (1992). World Englishes: Approaches, Issues and Resources. Language
Teaching, 25(1), 1-14.

Kumaravadivelu, B. (2003). Beyond Methods: Macrostrategies for Language Teaching.
New Haven, CT: Yale University Press.

131



ELT Local Research Agendas | - PART Il

N
W
n

Lozada, J. & Guerrero, CH. (In press). Making Sense of Bilingualism in Education:
Between Policies and Realities.

Ministerio de Educacion Nacional (2013). Sistema Colombiano de Formacion de
Educadores y Lineamientos de Politica. Available: http://www.mineducacion.
gov.co/1621/articles-345822_ANEXO_19.pdf Retrieved: March 4th 2017

Ordoéiiez, C. (2011). Education for Bilingualism: Connecting Spanish and English
from the Curriculum, into the Classroom, and Beyond. PROFILE, 13(2), 147-161.

Parra, L. (2014). La Facultad de Ciencias de la Educacion. Su historia, sus vivencias.
Revista Educacion y Ciencia, 17, 11-26.

Pennycook, A. (1998). English and the Discourses of Colonialism. London & New
York: Routledge.

Pennycook, A. (2007). The Myth of English as an International Language. Disinventing
and Reconstituting Languages, 90-115.

Phillipson, R. (1992). Linguistic Imperialism. Oxford: Oxford University Press.

Quintero, A. & Guerrero, H. (2013). Of Being and not Being: Colombian Public
Elementary School Teachers’ Oscillating Identities. HOW Journal, 190-205.
ISSN 0120-5927.

Restrepo, B. (2010). La evolucion de las facultades de educacién. Revista Educacion
y Pedagogia, 5(10-11), 298-317.

Sanchez, A. & Obando, G. (2008). Is Colombia Ready for “bilingualism”. ;Colombia
estd lista para el “bilingliismo”? PROFILE, 9, 181-195.

Sayer, P. (2012). Ambiguities and Tensions in English Language Teaching: Portraits
of EFL Teachers as Legitimate Speakers. Routledge.

Usma Wilches, J. A. (2009). Education and Language Policy in Colombia: Exploring
Processes of Inclusion, Exclusion, and Stratification in Times of Global Reform. Profile
Issues in TeachersProfessional Development, 11, 123-142.



