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ABSTRACT

Due to the social crisis emerged in the last two decades, the inefficiency of the
Chilean educational system has become evident; therefore, different educational
alternatives are required. In this sense, grassroot education emerges as an answer to
mainstream education, having the purpose of joining the local communities together to
take collective social action. In order to produce education by and for the communities,
our objective was to identify and interpret the English teachers’ and educational
researchers’ beliefs about the teaching of English as a foreign language and their English
Curricula in exemplary and traditional public schools of Santiago. We interviewed 7
teachers and 7 educational researchers through in-depth semi-structured person to person
and online interviews. After gathering the results, we proceeded to analyze them by using
a Critical Discourse approach and Content analysis in which the answers were
categorized. We could identify as main categories the language education deficiency and
the required aspects of the English curriculum. We concluded that there is a huge gap
between what is expected and demanded from teachers and what they can actually do in
terms of decontextualized curriculum and resources. These systematic difficulties were
ascribed to the hegemonic role of English and to a neoliberal-globalized ideology present
in Chilean education. Finally, a alternative curricular proposal was laid out based on what
teachers and curricular educators believe, together with our visions as prospective
teachers and researchers, so as to make the English curriculum pertinent, contextualized,

grassroot-oriented, feminist and counter-hegemonic.

Key words: (de)contextualization, curriculum, hegemony, ideology, grassroot education.



RESUMEN

Debido a la crisis social emergida en las tltimas dos décadas, se ha dejado en
evidencia la ineficiencia del sistema educacional chileno, por lo tanto, se requieren de
perspectivas alternativas en tanto a la educacion. En este sentido, la educacion
territorializada emerge como una respuesta a la educacion formal, la cual tiene el
proposito de unir a las comunidades locales para tomar accion colectiva. Con el propdsito
de construir una educacion desde las comunidades y para las comunidades, es que nuestro
objetivo fue identificar e interpretar las creencias de profesores de Inglés y de
investigadores educacionales sobre la ensefianza del Inglés como lengua extranjera y su
curriculum en colegios emblematicos de Santiago. Entrevistamos a siete profesores y
siete investigadores educacionales usando entrevistas semi estructuradas, presenciales y
de modalidad online. Después de recoger los resultados, procedimos a analizarlos usando
Andlisis Critico del discurso y Analisis de Contenido en donde surgieron un nimero de
categorias. Pudimos identificar que las principales inquietudes de nuestros entrevistados
relacionadas a las deficiencias presentes al ensefiar Inglés y sobre los aspectos requeridos
de tanto el curriculum como la educacion del inglés en general. Concluimos que hay una
gran brecha entre lo que se espera ensefiar y lo que realmente se puede hacer con el tiempo
y recursos disponibles. Creemos que estas dificultades sistematicas son consecuencia del
rol hegemonico del inglés y de una ideologia neoliberal-globalizada presente en la
educacion chilena. Finalmente, una propuesta curricular fue trazada y la cual se basa en
las creencias de profesores e investigadores educacionales, junto con nuestras visiones
como futuras profesoras e investigadoras, con el fin de crear un curriculum de inglés
pertinente, contextualizado, orientado a la educacion territorializada, feminista y

contrahegemonico.

Palabras claves: Contextualizacion, curriculum, ideologia, hegemonia, educacion

territorializada
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INTRODUCTION

We understand that schools benefit from a privileged position granted by society
as it is considered one of the most fundamental institutions where the education of future
generations takes place. This role is fulfilled by providing students with tools associated
with a range of different fields of knowledge. Yet, it is accepted that the function of
schools extends to the instilment of attitudes, beliefs, virtues, and ethos. Those are
regarded as crucial for students to learn so that they are able to participate in a democratic
society, and more importantly, to face the challenges that the globalized world of the

twenty-first century poses.

Given that students are one of the main protagonists of education, we as English
Teachers, consider relevant listen to their necessities and interests to transform the
Chilean education by improving the national curricula. Even more so after the Chilean
social outburst, which began on October 18, 2019, when high school students, in response
to the rise of transport fare, impulsing a massive subway evasion in the capital of our
country. This issue was the starting point of a “Chilean awakening” because of decades
of oppressive social inequality, given that students' actions inspired further protests across
the country, leading to a widespread revolution. Students’ influence in social movements
in Chile needs to be acknowledged since they are a very much present sector of society,
which has actively challenged and contributed to the educational debate for decades.

Thus, we ought to take into consideration their demands to improve Chilean education.

Another relevant factor within the school community is, of course, the teachers.
Their importance comes from the fact that they are the ones responsible for displaying
pedagogical knowledge in a range of different settings, for allowing students to feel
empowered and significantly fulfill the teaching-learning processes. In other words, as
expressed by Mirman (2013), “teachers have a primary responsibility in education to help
students cultivate personal qualities of motivation that can give them resources for
developing aspiration and independent learning for achieving goals” (p.535). In this
sense, teachers and their role in classrooms pose high importance in students’

development as social beings.

Therefore, as the national contingency allowed given the undefined strikes on the
educational area, we decided to center our research in educators, because to propose an

alternative to the current English curriculum, we have to concentrate on students’ needs
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and interests; therefore, one of the means to identifying said needs and interest is by
consulting teachers. As Peter Rule (2015) expresses “unless the teacher learns about his
learners, their contexts, concerns and aspirations, he will not be able to engage them in

learning” (p.51).

Regarding English teaching, the Chilean government has established within the
confines of its curriculum that English should be taught as a foreign language since it is
the official global lingua franca. The objective of said measure is entrenching
communication with the rest of the world, as it is mentioned in the “Curricular Proposal

of the English Foreign Language” of the MINEDUC:

In our country, the learning of English has acquired an increasing importance due
to our insertion to the globalization process. Such a process is associated with aa
widespread usage of the English language in the scientific, economic, technological and
academic areas, among others. As a consequence, the ability to communicate through
this language enhances the possibility to involve in the distinctive dynamics of

globalization, to cope with its challenges and benefit from its contributions. (p.5)

Nevertheless, from our point of view, this instrumental vision of language,
seemingly justified under globalization, fails to recognize the oppressive system of
unequal relations that has granted English its privileged position in today’s language
market, as well as the material and historical conditions that have made it possible.
Moreover, the catastrophic and long-lasting consequences of such position in the lives of
subordinate language and non-English speaking cultures. So, when thinking about the
curriculum, we must take this larger context into consideration so as to review it with a
critical eye, and to propose a pedagogical project that aligns with the students’ and
teachers interests and needs, as well as the demands of the communities in which they are

inserted in.

The disposition of the curriculum components is directly related to its own
ideological configuration. That is to say, the objectives, methodologies, techniques,
content, assessments and activities are chosen and systematized in function of the
attitudes, beliefs, and values of the ones who design the curriculum, which are intended
to be instilled in the educational community. At the same time, we acknowledge that

these may be in dispute with the viewpoints of those who are subjected to the authority
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of the curriculum; either they may be students or educators, and whether they carry out

this process at a conscious or unconscious level.

Moreover, few studies have focused on the English national curriculum to uncover
the mechanisms that it utilizes to exercise control, and how it affects people and their
relation to society. Thus, it is of our concern as educators to engage in a critical revision
of the foundations of the pedagogical endeavor, and to aim for more emancipatory ones
that will help us build a more fair society. Consequently, if we thought of a contextualized
curriculum concerning English, we could expand places to perform classes more
appealing to the students along with leaving behind the approach in which English is
complicated and outside the students' interests at schools, as we will be appealing to their

context and necessities through communication in another language.

This research aims to understand the real scope of the English curriculum in Chile.
Taking into account the large body of existing literature we decided to focus on the
curricular area since we view curriculum not only as a set of objectives, methodologies,
techniques, contents, and assessment proposals or activities, but we also understand that
it includes a range of visions, conceptions and perceptions about the world, about the
people who live in it, as well as the teaching-learning process itself. It is a matter of
utmost urgency for the educational community to question and discuss the role of
educational spaces in the construction of society. In that sense, by carrying out a critical
analysis of the perceptions of teachers about the curriculum and revealing its ideological
setting, we will be able to contribute and expand the debate about teaching English as a

foreign language in the Chilean region.

Therefore, our objective was to identify and interpret the English teachers’ and
educational experts’ beliefs about the teaching of English as a foreign language in
exemplary and traditional public schools of Santiago and their English Curricula. We
conducted our research by interviewing 7 teachers and 7 educational researchers through
the use of a semi-structured person to person and online interviews and questionnaires for
collecting the data. Both instruments included a set of approximately fifteen, mostly open-
ended questions. After gathering the results, we proceeded to analyze them by using a
Critical Discourse approach and Content analysis in which the answers were categorized
into different aspects in order to obtain the main concepts dealt with in this work. From

the process, we could identify the main concerns of our interviewees which were related
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to language education deficiency and required aspects of both the English curriculum and
the  English  language education in  general, specifically  concerning
contextualization/decontextualization, inadequate curricular design,
globalization/instrumentalization, interculturality and critical perspectives on English

language education.

Given that our subjects of the study identified a variety of factors interfering in
education as well as the lack of some others, we were able to conclude that there is a huge
gap between what is expected from teachers to teach and what they can actually do with
the time and the resources available in both the Chilean education system and the English
teaching in the country; ascribing these factors to the hegemonic role of English in
Chilean language education and the neoliberal-globalized ideology installed in the
English curriculum which seeks to dominate local subcultures and pose a defined way of

life in order to gain workforce to fulfill their economic purposes.

We believe that if these factors were effectively regularized, the teaching/learning
process would be more relevant to all the parts involved. As a consequence, we elaborated
a curricular proposal based on what we could retrieve from teachers and educational
researchers’ beliefs, along with our own visions on what the ideal language education
should entail. In said section, we go through the reasons we think it is important to teach
and learn English as a foreign language in today’s Chilean context; the limitations we
recognize in the current curriculum and the public education system; and what it needs to
be reformulated and incorporated in order to make the English curriculum pertinent,

contextualized, grassroot-oriented, feminist and counter-hegemonic.
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CHAPTER I: LITERATURE REVIEW

The following constitutes a review of the existent literature concerning the
teaching and learning English as a foreign language in Chile. The purpose of said revision
is to shed light on the current state of EFL and ELT research, as well as justifying the
need for the present study by framing it in a broader context. To reach said objectives, we

divided this review into four distinct sections.

First, we look into a general historical overview of Chilean English Education, so
as to examine how EFL teaching and learning and policy have evolved since its
introduction in Chilean education. Second, we go over the main lines of investigation in
EFL and ELT research during the last 5 years, to look at current research trends both at a
national and international level. Third, we explore research exclusively concerning
decontextualization, since we consider it one, if not an essential issue of the English
curriculum today. Finally, we review research in relation to the Hegemony of English, for
we believe that the aforementioned disconnection between the curriculum and the
classroom reality is closely connected to the status of English in today’s language and

cultural landscape.

1. Historical review of English Language Education and policy in Chile

The evolution of English education in Chile has been greatly influenced by an ensemble of
remarkable historical and social processes and events. For that reason, in this part, we take a look
at key historical moments in English language education that have led to the current state of the
English curriculum. We begin with a quick recapitulation of the first appearances of English in
Chilean education in the XIX century. Then, we move on to the XX century, as we examine the
emergence and development of English teaching programs, as well as the radical reforms to state-
university education under Pinochet’s civic-military regime. Finally, we come back to the XXI
century, where we go in detail on the different reforms and adjustments to the English curriculum

and policies since the 90’s.

According to Barahona (2015), the first sign of English-speaking natives in Chile dates from
the 1800’s, where the English, Scots, and Irish came to Chile for “new trading opportunities
facilitated by the opening of the port of Valparaiso in 1811. British immigrants ran foreign trade,
maritime business, commerce and factories” (p.15). Around the same year in Santiago, the first
notices of English as part of the study plan of the soon-to-be-founded National Institute began to
appear (Vera, 1942). It was called “Plan for the organization of the Chilean National Institute

(Instituto Nacional), for the distribution and training of useful knowledge”, and it ought to teach
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English, French and Spanish grammar alongside literature (p.187). However, officially this plan
came into motion in 1819, where English and French were established as compulsory lectures of
the school’s study plan. Even back then, English was regarded as a valuable asset for the country’s
scientific and economic progress. For instance, Vera (1942) indicates that in the first Pan
American scientific congress of Chile between 1908 and 1909, Patrick J. Kenny, a prominent

professor of foreign languages, stated that:

“Currently, the ones who speak English in the civilized world reach up to a 7 percent.
Therefore, if the countries of the South give further importance to the study of English,
naturally they gain better markets for their products and those countries position themselves

among the best markets of the world” (p.214).

Meanwhile, the University of Chile, under the direction of Andrés Bello, in 1843 started
implementing programs dedicated to the study of modern and classical languages which were
intended to keep “citizens in touch with their past, and with the more civilized, free nations of
their times* (Abrahams and Farias, 2017, p.109). Furthermore, Abrahams and Farias (2017)
indicate that in 1870, “Rodolfo Lenz, a leading German educator, gave the first lecture on English
language education in Santiago” (p.109). Later on, Lenz was hired by the University of Chile to
prepare future teachers for working in the public educational system at the Pedagogical Institute
(Instituto Pedagodgico). The teaching training programs at that time lasted around 3 to 4 years and
“included discipline-specific subjects (e.g. English language, English language teaching and
phonology) and general pedagogical subjects (e.g. pedagogy and theory of education” (p.109).

During the early 1900’s the presence of British immigrant population in national territory
increased significantly after the boom of nitrate mining. The British established themselves in
Santiago due to the foundation of the Chamber of Commerce in 1932, where they continued their
commercial and business activities (Barahona, 2015). As a result, a considerable amount of
private bilingual schools was founded and imparting education to British descendants in various

cities across the country.

The first English teaching training center in Universidad de Concepcion was created in 1919
(Abrahams and Farias, 2017). From that point up until 1956 seven university programs we
launched, and nearing 1965, nineteen additional regional teaching schools were founded; thus,
the access to English teaching education was democratized to a larger part of the population. This
continued on until Augusto Pinochet’s military coup d'état in 1973. From there on, the public
educational system suffered deep structural changes that affected not only public schools but also
state-funded teaching schools and programs. Arguably, the separation of the Instituto Pedagogico
from Universidad de Chile is the most remarkable event of said restructuring (Barahona, 2015).

The latter set a dangerous precedent for other schools of education which suffered the same fate
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of being forcefully divorced from state universities and transformed into “Higher Education
Academies of Pedagogical Sciences of Academias Superiores de Ciencias Pedagogicas”
(Abrahams and Farias, 201X). Moreover, Barahona (2015) argues that during this period
“teacher-education programs were ideologically manipulated and a number of academies were
sacked, particularly the ones working with social sciences” (p.20). In this way, teacher education
progressively lost its former prestige, which in turn meant that fewer students signed up for

teaching programs (Abrahams and Farias 2017).

While the public educational system was under attack, private university schools
and programs started to proliferate over the country. According to Abrahams and Farias (2017)
over sixty private universities, forty-four professional institutes, and fifty eight institutes for
technical education have been created since 1973, and most of these currently offer English
teaching programs. Then, the privatization of the school system under the neoliberal model has
had a detrimental effect on the quality teaching education programs and teacher training in general
(Avalos, 1999). Abraham and Farias (2017) on Avalos (1999) think that this is due to

“(...) The existence of fragmented, overloaded curricula; lack of coherent vision of
teacher education; insufficient access to updated education resources (including lack of
good libraries); inadequate of academic level of teacher training staff; students with
limited motivation; and teacher training programs disconnected from school realities in

which future teachers would teach. ” (p.110).

The next big event in English language education was the great curricular reform of the
1990’s. Barahona (2015) claims that, after the return of democracy, the significant growth in
Chilean economy impulsed a radical shift concerning the role of English in the country’s
economic development. Learning English as a foreign language became a paramount concern of
the Chilean state due to the increasing demand of the language for achieving “international
insertion” (Ministerio de Educacion, 2009a, p.22). Thus, the Ministry of Education determined
English as a compulsory subject from fifth to twelfth grade and incremented the hours of English
lessons per week and the amount of years of English classes in municipal and subsided schools
(Ormetio,2009). Moreover, the reform targeted the development of receptive skills; for that
reason, 40 percent of the English curriculum had to be focused on reading comprehension, another
40 per cent to listening comprehension, and the remaining 20 percent divided between writing
and reading (Barahona, 2015). In that sense, the focus of English education is that students are
able to “comprehend what they read and listen (...) at an instrumental level” (Ministerio de
Educacion, 2009a, p.22). As well, the reform was designed as to “reflect students’ needs and
contexts, taking into account the learners’ geographical location, their socio-economic conditions

and the demands of the modern world” (Barahona, 2015, p.23). Consequently, the distribution of
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authentic teaching material, such as textbooks and cassettes, based on Chilean reality and topics

constituted a substantial improvement for EFL educators and learners (p.24).

Later on, the spirit of the reform was fully supported by the signing of the Asian-Pacific
Economic Cooperation (APEC) agreement in 2004. The members of the agreement, amongst of
which was Chile, committed to comply with the “Skills for the Coming Challenges”, which
emphasized the “improving the learning of English and other foreign languages at the school level
as well as among workers and small business entrepreneurs and the use of technology for teaching
and learning.” (Ministry of Foreign Affairs of Japan, 2004). Accordingly, the government saw fit
to direct further efforts to train Chilean citizens in the English language so as to respond to the
global market (Barahona, 2015).

In addition, Abrahams and Farias (2017) argue that around the same time, due to the
desire of measuring the effectivity of the new policies, the Ministry of Education arranged with
the University of Cambridge the design of assessment instruments similar to English to speakers
of other languages examinations (ESOL). After the test was applied to fourth and eighth-graders,
the results were so underwhelming that new modifications had to be done (Abrahams and Farias,
2017). Moreover, the governmental program English Open Doors (Inglés Abre Puertas or PIAP)
was founded during this period. The mission of this program was to “improve the level of English
that 5th to 12th grade students learn through the definition of national standards for the learning
of English, an strategy of teacher professional development, and the support to the English
teachers in the classroom” (Inglés MINEDUC, 2020). For pre and in-service teachers we can find
a diversity of professional development opportunities, such as teacher training programs, English
language courses, workshops, seminars, short internships, and methodology courses, among
others (Abrahams and Farias, 2017). Similarly, for students we can find debate and public
speaking contests, spelling bee, and winter and summer immersion camps (Inglés MINEDUC,
2020). In the same line, FOD has suggested standards for improving teachers’ language
proficiency that have been progressively included in Second Language Teaching programs
(SLTE) in their curricula (Barahona, 2015).

Undoubtedly, the late 90°s and early 2000’s set an important precedent for policy and
curricular changes in the new decades to come. For instance, the English curriculum suffered
further curricular amendments in 2009 because of the General Law of Education. The Ministry
of Education established “fundamental objectives and minimal compulsory contents for the
teaching of English as a foreign language” (Ministerio de Educacion, 2009a, p.22). Accordingly,

the Ministry published curricular guidelines with the intent of
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“Providing information on the skills (listening, speaking, reading and writing) to be
developed in the English language; the methodology guiding instruction (i.e
Communicative Language Teaching, CLT); and attitudes toward the language learning
situation to be encouraged in the classroom. Additionally, teachers are provided with
Level Study programs with practical ideas and suggestions to help them improve their

instructional practices”. (Abrahams and Farias, 2017, p.112).

Furthermore, the English curriculum underwent adjustments at the level of its contents
and objectives. First, the curriculum was redistributed in such a way that its focus moved on from
receptive skills to the development of productive skills, such as speaking and writing
(Barahona,2015). Second, the content and objectives were lined up with CEFRL, so as to “lift the
English curriculum to well-known curricular standards and follow a trend that other countries in
South America and Asia (...) had adopted” (Barahona, 2015, p.25). Third, the acquisition of new
vocabulary was highlighted as a way of distinguishing “what the students can recognize and what
they are capable of using” (Ministerio de Educacion, 2009a, p.27). Fourth, the ministry demanded
that “teachers should use Spanish as another methodological tool that promotes learning, byt

English should be used as much as possible” (Barahona, 2015, p.25).

In 2010 it was decided that the National System of Measurement of Quality of Education
(Sistema de Medicion de la Calidad de la Educacion or SIMCE) should be in charge of the
national standardized test of English, based on the official curriculum (Abrahams and Farias,
2017). The new instrument was a Test of English for Communication (TOEIC) test, which aimed
at assessing eleventh graders’ language proficiency, and which included lower to intermediate

levels of proficiency (p.113).

In 2012, new curricular adjustments were introduced to the English curriculum. On the
one hand, we have the the curricular guidelines explicitly declare and embrace the contributions
of different approaches and methods, “from task-based and natural approaches, cooperative
language learning, and content-based instruction” (Barahona, 2015, p.25). Moving on to 2013,
the Ministry of Education begun to distribute programs and textbooks for teaching English since
first grade, although officially the existent curricular guidelines start from fifth grade (Abrahams
and Farias, 2017).This has caused problems since there are not sufficient teachers of English,
specialized in primary education, and primary teachers have been forced to start teaching English
without having the necessary knowledge and qualifications to do so (Abrahams and Farias, 2017).
The latest curricular development was done in 2019, when “the National Council of Education
approved curricular changes in eleventh and twelfth grade that should be put into practice since
2020” (La Nacion, 2019). From there on, History stopped being a compulsory subject, leaving

Language and Literature, Maths, English, Philosophy and Sciences for citizenship, and Civic
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Education as the six mandatory subjects for professional-technician, scientific-humanist and

artistic schools.

Clearly, English curricula and policy have undergone significant modifications which
have responded to specific socio-political circumstances in Chilean history. We have seen that as
the Chilean Republic began to establish itself as an institution in the nineteenth century, the
English subject was already a key part of the education plan of future public schools, such as
Instituto Nacional. In the late 1800°s to the early 1900’s, the ever-growing presence of British
migrants due to the nitrate mining boom pushed the consolidation of English public education
and teaching through the creation of different teacher training programs and schools of education.
This process continued on until Pinochet’s coup d’état in 1973 and subsequent civic-military
regime, where public education was dismantled and replaced by a neoliberal model. This
educational model deeply affected English language education, since private language schools of
education started to proliferate; meanwhile, former prestigious institutions, such as Instituto
Pedagodgico, were in decline due to heavy intervention done by the regime. Only after the return
of democracy in 1990’s, public language education could begin to rebuild itself while also facing
the consequences of the new model, such as increasing social inequality between municipal-
subsidiary and private schools. Since the 2000’s, reforms to the English curricula and policy have
skyrocketed in contrast to other historical periods. Chile in this last two decades has directed
efforts not only towards transforming and improving the teaching and learning of English
education and teaching, but also in finding its place among other leading nations in the current

neoliberal-globalized world.

As we have already reviewed the evolution of Chilean English language education policy,
we now focus on the current state of research related to English teaching and learning, so as to
assess the advancements of previous investigations concerning EFL education and curricula, and

to justify the need of the present work by looking at the bigger picture.

2. English teaching and learning in Chile
The teaching and learning of English as a foreign language in the Chilean context has
been an extensive and diverse area of research. For this section, we will outline some of the main
lines of investigation in English Language Education and English Teacher Education during the
last five years, both at a national and international level, which will help us get a general

perspective on the current state of EFL research and its most recent interests.

2.1 Development of language skills / improvement of linguistic performance
Research in this area mainly explores the implementation of new strategies in order to
achieve major levels of language proficiency in students. Research is focused on promoting both

active (speaking) and receptive (listening) skills, though there is a notorious interest in the former.
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For instance, Cuitifio, Diaz and Otarola (2019) examine how to improve linguistic performance
in fluency and accuracy through the use of roleplay. Similarly, Ortiz-Neira (2019) found that
information gap-activities had a positive impact on students’ fluency. Moreover, Toledo and Hoit
(2016) study the impact of puppets so as to increase spoken interaction and motivation among
primary students. Nonetheless, there is also a growing interest in investigating detrimental factors

that may prevent the development of students’ communication skills.

Yilorm, Acosta and Martinez (2019) explore the development of listening skills in public
school students. They argue that emotional imbalance, “product of unsatisfied needs and social
vulnerability” (para.24) that characterizes public school contexts may be the cause of said
underachievement. They explain that this imbalance “impacts negatively in interpersonal
relationships inside the classroom, and in turn affects peaceful, tolerant, respectful and dialogic
coexistence necessary for the building of significant and pertinent learning” (para.24), which
means that the socially vulnerable conditions of the public-school system get in the way of those

students’ language proficiency, at least concerning listening skills.

Although language proficiency has been researched adequately, the most prolific and
broadly investigated area has been the examination of the beliefs of students, teachers, and pre-

service teachers.

2.2 Examining the beliefs of students, teachers and pre-service teachers

Here, perceptions, beliefs and attitudes work as similar or synonymous categories, in the
way that most of them are focused on what teacher-educators, academics, teachers, and pre-
service teachers think or feel about English Language Education and English Teacher Education,

namely beliefs.

Research does not seem to agree on the consistency or origin of teachers,” teacher
educators and pre-service teachers’ beliefs about teaching itself, their identities and their role as
teachers. On the one hand, Lehman and Weber’s (2015) comparative research on the perspectives
of German and Chilean teachers suggest that Chilean teachers tend to have a more teacher-centred
perspective than their German counterparts; one much that is less constructivist and that includes
less communication tasks (p.23). Meanwhile, Perez (2015), in his study of teacher-trainees’
beliefs about their teacher training and self-image, suggests a shift in the beliefs of teacher
educators towards more inclusive perspectives, that prioritizes communication over accuracy.
Nonetheless, Tagle et al (2017), while examining pre-service teachers’ beliefs about their teacher
roles, argue that Chilean pre-service teachers hold both traditional and constructivist types of
beliefs, which they use in order to face appropriately classroom reality by taking the best of both
(p-122). Along the same line, Alarcon et al (2015) go even further and suggest that at a university
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level, pre-service teachers’ beliefs oscillate depending on the year of training they are in (p.174).
Meaning that first year students tend to believe teachers are transmitters of knowledge;
meanwhile, fifth year opt for more student-centered approaches. Archanjo, Barahona and Finardi
(2019) in their examination of pre-service teacher identities, suggest that Chilean teachers
identities and, by extension, their beliefs oscillate between their identities as students and teachers
(p.73).The latter seems to be supported by Ormefio and Rosas (2015) in their study of university
students and academics beliefs about learning a second language, who suggest that beliefs of pre-
service teachers are significantly influenced by their own experiences as students during their

school years (p.222).

Now, research does seem to agree that beliefs about the importance of language
proficiency in teacher training. Archanjo, Barahona and Finardi (2019) notice how language
proficiency plays an important role in Brazilian Teachers' identity (p.73). The latter seems to be
shared among Chilean pre-service teachers in Ormefio and Rosas (2015) who suggest that fifth-
and first-year students in an Initial Teacher Education program share the concern about the
importance of learning vocabulary and grammar during their teacher training (p.222). However,
this degree of relevance seems to shift along the years, where students seem to be more worried
about vocabulary and grammar in the earlier years of training than in later years. However, both
first- and fifth-year students and academics of the programs agree on the importance of

pronunciation.

All in all, the diversity of views and possible causes of these differences suggests that
both teachers, teacher educators and pre-service teachers hold "inconsistent and contradictory
beliefs" (Martin and Rosas-Maldonado, 2019, p.11). Tagle et al. (2017) and Diaz et al. (2013)
promote further research on these beliefs, since they inform and have great influence on teachers’
and pre-service teachers’ actual pedagogical practices in the classroom (Tagle et al., p.124; Diaz
et al., p.59). Moreover, Lehman and Weber believe that Teacher Initial Education programs
should promote students’ reflective skills by engaging in a critical discussion about their pre-
existing beliefs about teaching (p.23). Martin and Rosas-Maldonado (2019) on their part argue
that said beliefs prove to be significant for attending pre-service teachers’ needs in Teacher
Education programs, and therefore should be taken seriously (p.11). Finally, Inostroza (2018)
concludes that research outside the constraints of applied linguistics "benefit researchers in
uncovering factors present in language learning" (p.16) that may help address better the needs and

demands of school communities.

As we may attest, students, teachers and pre-service teachers’ beliefs are a major area of
research; however, another major line of investigation, equally thoroughly discussed, appears to

be English Teacher Language Education.
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2.3 Examining English Teacher Language Education
One trend in research suggests that there are a number of weak areas in teaching training

that makes the teaching practice difficult. Martin and Maldonado (2013) notice a “theoretical-
practical gap” (p.10) in pedagogical knowledge which leads novice teachers to feel underprepared
to solve challenges in the classroom. They argue that although pre-service teachers mostly assess
positively their performance in teaching experiences, they do recognize difficulties concerning
the design of appropriate assessment and how to treat with parents (p.58). Along the same lines,
Tagle et al (2017) notice the need for training of emotional and affective skills in order to face the
emotionally rich yet complex environments of classrooms (p.124). Martin and Maldonado (2019)
suggest that this mismatch between SLTE programs and realities in the classroom needs to be

addressed in Initial Teacher Education programs (p.11).

Another trend focuses on identifying key factors in English Education policies and
Teacher Development programs that may affect proper teacher preparation. When it comes to
English education policies, Abrahams and Silva (2017) recognize “the lack of interaction among
Initial Teacher Education programs, the professional development of NQT’s!, and the needs of
public schools” (p.11) as one of the main concerns in current EFL and SLTE. Additionally, other

pressing issues include:

”The lack of credibility in teachers, the inadequate provisions of teacher education
curricula, the outdated pedagogical repertoire of classroom teachers and university
faculty alike, the lack of awareness about the very complex educational contexts with
their associated social demands, the concern with the quality of teacher educators and the

quality of NQT's upon graduation.” (p.119).

Barahona (2015) argues that in order to solve said problems, schools and university must
question their pedagogical practices and construct new knowledge about teaching EFL, from the
point of view of "the problematic nature of teaching English in a globalized world, reconsidering
the role of English beyond economic and social developments"(p.172). Meanwhile, concerning

Teacher Development programs, Schuster, Tagle and Jara (2010) highlight the positive impact of

! Stands for “Newly Qualified Teachers”. Terminology used to refer to English teacher graduates that
meet Ministry of Education’s national standards which “describe the pedagogical and disciplinary
knowledge, skills and dispositions considered necessary for effective teaching.” (Abrahams and Silva,
2017, p.116)
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mentoring programs in Initial Teacher Education. They argue that said programs help teacher
educators and mentors as it results in an improvement of the quality of their pedagogical practices,
advancement in their reflective process, and in a significant commitment with the results of pre-
service teachers' learning. However, Barahona (2018), while reviewing TESOL's Teacher
Development programs, argues that much needs to be advanced in the matter yet. She argues that
these programs need to incorporate the experiences and insight from EFL teachers from the
"periphery", namely Asia, Africa and South America, as well as primary teachers’ (p.12).
Furthermore, she argues that Teacher Development programs should aim to address the tension

between demands for teachers' language proficiency and teachers’ professional capabilities
(p-12).

While challenges in Chilean ELT education and Teacher training have been properly

addressed, major challenges in Chilean EFL education as a whole have also been explored.

2.4 Challenges in English Language Education

The primary trend of research is dedicated to identifying key factors that difficult the
learning process, mostly at a primary level. Inostroza (2015) analyzes the opinions of primary
level teachers on the matter concludes that contextual factors such as “limited time for planning,
lack of parental involvement and a mismatch between policy and school reality” affect the
teaching-learning process. Meanwhile, Barahona (2016) adds that the lack of qualified teachers,
insufficient numbers of hours allocated for teaching compared to the crowded curriculum, and
suitable resources and materials that are more than often limited count as well as impediments.
However, there is another minor trend in research concerned with studying factors outside the

classroom setting, such as social inequity and school segregation.

Rodriguez Garces (2015), in his study of differentiated achievement levels and school
segregation, argues that even though listening and reading comprehension levels among Chilean
students is generally low, students in higher socio-economic classes perform better and have
better results due to the advantages that their socio-economic class brings (p.90).Yilorm and
Acosta (2016), while critically analyzing the impact of social vulnerability on national and
international tests results, argue that "socio-educational policies in Chile permit social segregation
from pre-school education to higher education depending on their social status and parents’ ability
to pay for education" (p.132). They also explain that said segregation is the result of "the
incompatibility between the business educational model with learning-teaching process"(p.132).
Likewise, inadequate methodological approaches to promote genuine communication and
unsuitable pedagogical materials with no approximation to real life situations to motivate students

also have a role in school segregation (p.133). Both Rodriguez Garces and Yirlorm agree on the

24



urge of radical reforms against school segregation such as the elimination of selection processes
(Rodriguez Garces, 2015, p.90) and profound methodological changes (Yirlorm, 2016, p.133).
Unfortunately, Romero (2019) explains that social inequality has not been researched in the ELT
community enough (3rd RICELT Biannual Conference Programme and Book of Abstracts, p.6).
For that reason, she urges Chilean EFL researchers to take responsibility on this issue and to give

it the attention it deserves.

Even though, research so far has been focused on examining a number of aspects
concerning the teaching and learning of the English language; language ideology is an area that

has been scarcely investigated.

2.5 Language ideologies in EFL and ELT programs and policies
Research seems to agree that language Ideologies concerning English contain an array of

clashing ideologies.

Robertovich (2014), in his study of language ideologies of English and Mapudungun
official programs, argues that there are two main paradigms concerning the value of English and
Mapudungun, respectively. The value of English is linked to its functional utility or rational value,
meaning in the way it allows Chilean students to access information and communicate with
English speaking people (p.68). Meanwhile, the value of Mapudungun is intrinsically tied to its
culture and history, where it is expected that Mapuche natives reserve it for particular
circumstances and through which they gain cultural knowledge (p.68). In the same line,
Robertovich (2016) further explains that Mapundungin has an "expressive value" that does not
seem to have any major functional utility in the modern world (p.79).Said ideologies have their
origin in "official sources" such as school authorities and official documentation from the

Ministry and the school, which are later transmitted to teachers and students (p.78).

Alarcon et al. (2016) for their part argue that said "instrumentalization" of the English
language is the product of an over-idealization of the same, in which extra-linguistic elements are

attached to certain languages, without having empiric proof to justify that status (p.72).

Likewise, Aceituno et al. (2015), in their study of English Teaching Standards in Chile,
argue that these ideologies do not seem to be overtly stated in the policy, rather that the idea of
“English as a tool for students to become global citizens of Chile and the world” (p.90) is way of

subtly declaring said ideologies.

As well as language ideology, EFL and ELT curriculum has been a minor area of research

in the Chilean EFL community.
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2.6 Examining EFL and ELT Curriculum in Chile
The vast majority of research in this area tends to focus more on reviewing SLTE

curricula, rather than school curricula.

On the one hand, research focuses on the challenges of current SLTE programs and the
need for moving onto a more Integrated Curriculum. In her study of English Teaching programs,
Barahona (2014) argues that English proficiency along with experiential learning opportunities at
schools are a key concern in Initial Teacher Education. She adds that a disadvantage of this
approach remains in how the academic load of the curriculum affects students’ capacity of
engaging in reflective practice, which eventually leads to superficial achievement (p.64).
Therefore, Barahona suggests moving onto a critical curriculum approach, perspective that Aliaga
(2017, 2019) is also in agreement with. Aliaga (2017) examined the curriculum of the Initial
Teacher Education program based on an Integrated Curriculum approach, meaning that linguistic
subjects were taught and integrated into pedagogical courses. Aliaga highlights as positive the
collaboration and teamwork among teacher educators, as well as the promotion of critical thinking
when engaging in reflections of pre-service teachers’ pedagogical practices (p.52). However, she
also notices the amount of workload required for preparing said courses, while also raising

concerns about how to achieve language proficiency under this approach (p.52).

Meanwhile, research on school curricula tends to focus either on comparing curricula in
private and public schools or comparing what the curriculum states and the classroom reality.
Concerning the former, Toledo and Gonzalez (2016) noticed several significant differences
between the two curricula: private schools spend more hours on teaching English; they are
interested in certifying students’ level of English; they reduce the numbers of students per class
significantly: and students are exposed to the language at an early age (p.20). Toledo and Gonzales
argue that these differences play out in the breach of results between both types of schools (p.20).
Now, regarding the latter, Yilorm (2016) while studying the English Education Program for 6th
grade, identified a disagreement between the curriculum and the reality in the classroom. She
noticed that even though the curriculum declares a communicational approach and an integral
development of the four communication skills, in reality in public schools they still engage in
traditional means for teaching (p.130). Yilorm argued that in order to address said issues there
needs to be more collaboration between teachers as well as a thorough revision of the theoretical

foundations of language education.

As we may see, research has been primarily focused on critically examining the Overt
Curriculum of English in Chile, on what is explicitly declared; however, fewer to none attempts

have been made to effectively identify the Hidden Curriculum or what is implied in said
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document. For that reason, we review the few research on this topic in a national contexts, as well
as findings in the international EFL community that help us shed some light on the state of the art

concerning this topic as well as recognizing opportunities for further research.

2.7 Examining EFL Hidden Curriculum
Research on this matter has been focused on unveiling Hidden Curriculum through a

critical examination of EFL textbooks discourse. Authors seem to agree that textbook discourse
transmits students a number of social constructions (Camafo, 2018), social representations
(Alimorad, 2016; Song, 2013 and Xiong and Qiam, 2012) or portrayals of identity (Cabezas and

Farias, 2015) which affect students in different aspects of their personal and social life.

For instance, Song (2013), in their study of the deconstruction of cultural dominance in
Korean EFL textbooks, explains that these representations entail value judgements about "race,
gender, rationality, and intercultural interactions"(p.389). Meanwhile, Camafio (2018), while
studying social constructions in Sth, 6th, 7th and 8th grade Chilean curricula, argues that these
also have an effect on how we view "family and sexual diversity". For their part, Alimorad (2016)
in a while researching cultural values in Iranian EFL textbooks, found that said representations
may be incompatible with students ideologies and beliefs (p.6). In comparison, Cabezas and
Farias (2015) while studying Identity Imposition in Adult EFL textbooks, argue that these
conceptualizations are decontextualized, biased and irrelevant for the intended audience. They
further argue that these are “aimed at maintaining a capitalist status quo and imposing a neoliberal

identity (...) and a particular view of the world (p.15).

Research agrees that said homogenization poses threat to students' ability for critical
thinking and democratic action (Camaiio, 2018, p.128), understanding of culture (Song, 2013,
p-389; Xion and Qiam, 2012, 86. Canagarajah (1993) in his study of the use of American EFL
textbooks in Tamil classrooms suggests that students show resistance towards said dominant

textbooks discourses in subtle and various ways (p.151).

Research agrees on the urgency of addressing tensions between the Hidden and Overt
Curriculum by teachers. Xion and Qiam (2012), while studying Chinese EFL textbooks, argue
that teachers must problematize them through their classroom practices, so to pay attention to said
problematic elements. Furthermore, Canagarajah adds that elements of students' culture must be
included into the curriculum (p.155). And if necessary, to promote the development of locally

produced textbooks that gather local cultural features (Alimorad, 2016, p.6).

Then, research regarding the teaching and learning English as a foreign language in our

country has been diverse and extensive. We have seen that major areas of research as language
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proficiency and beliefs of teachers and students have been thoroughly explored. Even more so,
studies in relation to the challenges in both English Language Education and English Teaching
Education and training have been of interest to Chilean researchers. Nonetheless, this body of
research is rarely concerned with how ideologies about language are reproduced in the classroom.
Furthermore, research on curriculum development, especially when it comes to investigating
school curricula and the hidden curriculum of English, is still scarce. Therefore, future research
should tackle said topics and keep unveiling the complexity of teaching and learning EFL in
Chile.

3. (De)contextualization
The above-mentioned research evidences the idea that the Chilean English curricula carry

problems related to the decontextualized curriculums for which communities are not recognized

and left aside from their educational process.

Decontextualization has been a controversial topic among several studies conducted,

particularly in Chilean education.

One trend in research points out that the phenomenon of de-contextualization in Chilean
education is mainly due to educators’ incapability to deal with an arrangement of different
contexts. Sandra Mckay (2003) refers to the decontextualization in education, especially when it
comes to teaching English in Chile, as a mandatory concern on the educators’ part to recognize
the value of including topics and methodologies that deal with the local educational context
(Fernando Vera, 2008; Jorge Miranda, 2012). The following authors have recognized the idea that
it seems convenient to direct responsibility on educators respecting decontextualization.
Nevertheless, another promising line of research reflects that the problem around the educators’
incapability to contextualize contents or methodologies is particularly related to the

decontextualized curriculum.

In order to address the problematic outlined above, other authors bring some information
about the background of the decontextualization phenomenon. For instance, Rolando Pinto (2009)
mentioned that, as long as educators are immersed in this decontextualized curriculum, it is
natural for them to have the incapability to contextualize critically the knowledge at teaching; this
fact is supported considering that when a curriculum is constructed under a decontextualized
perspective “the pedagogical practices and the design of the teaching environment do not value
the social and traditional modes of the relation of the students” (Pinkey, Williamson and Gomez,
2004, p.187). For this reason, the problem that is around the decontextualization in Chilean
Education is related to the curriculum that does not integrate reality and social actions as a content
(Pinto, 2009; Pinkey, Williamson and Gomez, 2004; Ximena Martinez, 2013).
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This questioning is part of the central evidence to understand that the Chilean curricula
carries problems related to decontextualization and the impact it has on the development of the
different disciplines in education. Along these lines, a new analysis is therefore develop related
to the decontextualization phenomenon, Loreto Acufia (2013) and Diego Pinto (2016) emphasise
the urgent need to contextualize the Chilean curricula to make the educational processes more
relevant with the local cultures and contexts. For the simple reason that Pinkney, Williamson and
Gomez (2004) clarifies about the decontextualized curriculum in Chilean education that it “fails
to recognize both local culture and local knowledge” (p. 187) in the different schools over the

country.

The unexpected findings signal the need for additional studies to contextualize the
Chilean education. Regardless some authors have driven a further development about
contextualization, this has been previously assessed in this context only to a very limited extent
that would help us to understand and find solutions about the decontextualization in the Chilean
curriculum, particularly when it comes to teaching English in Chile. Nevertheless, a
contextualized curriculum has been taken into consideration throughout certain regions of Chile
to obtain verifiable results to fill this literature gap that question the decontextualization

phenomenon in Chilean education.

Those contextualized curricula are based on the needs and interests of certain
communities, for instance, “escuelas populares” and Mapuches territories are evidence of
investigations demonstrate that when context and communities are taken into consideration, the
learning process becomes significant to all the parts involved. Therefore, an example of the above
is a project developed in the ninth region of Chile called “Kelluwiin” that permitted the
community to participate in “educationally defined processes” that are relevant to their needs, for
this Pinkney & Goméz (2004) mentioned:

“This project has reconfirmed that an intercultural approach is a necessity
within the curriculum as well as in the organization of adequate pedagogy
responsive to the necessities of the students in Ercilla. These practices can be
translated into practical application in many ways: class projects, didactic
innovations, reformulation of curricular units, methodological changes, the
incorporation of linguistic elements, Mapudungun, in the curriculum, schools
for parents, etc. These projects and possible practices would create spaces in
which neither the theme nor content of central binding ideology would

represent that of the educational authorities. Rather these spaces would respond
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to the exigencies generated from social indigenous and nonindigenous

reflection.” (p.193)

Although this study has evidenced that in Chile this problem is still insufficiently
explored. As the authors noted earlier, more work is necessary to be addressed because the
decontextualization in the educational curriculum in Chile and the evidence given can only be
considered a first step towards a more profound understanding of the decontextualization
phenomenon. Hence, a piece of further evidence that demonstrates this idea of contextualized
curriculum is the educational project taking place in another country. A Spanish school called

“Paideia” that Robert Haworth (2012) refers to in Anarchist Pedagogies’ book.

The “Paideia” school “was conceived of as a lifelong process of character building in
preparation for direct democracy. It involved the absorption of knowledge and skills, but most
importantly, it was about creating a living practice of participatory self-managed citizenship.” (p.
107). In this school, children take full responsibility for every aspect of the school development
on assemblies in which they decide, for example, “From organizing the lunchtime menu to
planning the timetables, resolving personal conflicts to choosing what academic subjects to study,

every detail is discussed and managed collectively without coercion or authority”. (p. 109).

In this same study, postgraduate students’ opinions about the school are established in
which it is stated that “schooling at Paideia have given them a strong grounding, in that they have
been taught how to learn and so has given them a huge advantage over the other college students
who don’t seem to have the ability or the motivation unless they obliged and directed.” (p. 120).
This paper addresses the need for understanding the decontextualization phenomenon so far in
the literature, in order to provide solutions for a contextualized curriculum in the Chilean

curriculum.

Clearly, decontextualization has emerged as a major issue in EFL curriculum
development for the last twenty years. However, research done in this area is still scarce in the
Chilean context. Then, we believe that the decontextualization of the English curriculum needs to
be properly addressed, since it is a crucial factor that contributes greatly to our analysis of the
current state of English Language education and how to effectively attend the ever-growing needs

and complexities of the Chilean EFL classroom.
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4. Hegemony of English
When the components of the curriculum are not studied carefully and are merely approached
from a methodological point of view, its political and ideological baggage, especially concerning

the hegemony of the English language, tends to be ignored.

Given the development of transportation and communication, the learning of a second
language constitutes a fundamental aspect. It is for this reason that those countries who impose a
language over other nations increase the possibilities of executing a dominion over those who
watch their culture perish over the one imposed, and which manage to become a universal
language, as it the case of English due to the influence of the English colonization, and then with
the role of economic and military superpower acquired by the U.S after the Second World War.
The League of Nations was the first modern international alliance in giving the English language
a dominant place since all the documents were printed in English or French. During the last
decades, the concept of English as a lingua franca emerges as a form of communication between
speakers of different mother tongues; specifically, 75 countries around the globe speak it as a

second or foreign language. (Gutiérrez et al., 2010).

According to a study called “Historic Development of the Official Studies of English in
Chile” by Orestes Vera in 1942, the teaching of the English language was initially established in
Chile in 1811 as a secondary subject in the study program of the “Instituto Nacional”, the first
educational establishment of the country created in 1810. Through the years, it gained relevance
in Chile from the necessity of being part of the global market to contribute to national economic
progress. In this concern, Vera (1942) indicates that Patrick J. Kenny established in the first Pan
American scientific congress of Chile between 1908 and 1909, that “currently, the ones who
speak English in the civilized world reach up to 70%; therefore, if the countries of the south give
further importance to the study of English, naturally they gain better markets to their products and
those countries position themselves among the best markets of the world” (p.214). Rodriguez
(2015) establishes that English became an obligatory subject in Chilean schools from 5th grade
in 1999 with the educational reform. Gutierrez et al. (2010) indicates that the importance of the
learning of the English language in Chile is established with the creation of the governmental
program “English opens doors” in 2003 through the definition of learning standards-based in the
Chilean curriculum but aligned with its international counterparts, the elaboration of national

exams, and the strengthening in the professional development of teachers.

In the same line, Barahona (2015) says that “Chile agreed with the Skills for the Coming
Challenges (APEC Secretariat, 2004), which emphasized the development of competencies to be
successful in the globalized world: to be proficient in English and competent in the use of

technology for teaching and learning” (p.23). Subsequently, according to Barahona “in 2009 the
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Ministry of Education made adjustments to the content and objectives of the English curriculum
(...) that are aligned with the Common European Framework of References for Languages
(CEFRL)” (p.25); Barahona (2015) explains that this adjustment was made by the Ministry of
Education “as a way to lift up the English curriculum to well-known international standards, and
follow a trend that other countries in South America and Asia such as Colombia, China, and
Taiwan had adopted” (p.25).

In Chile, according to Rodriguez (2015), the English language enables students at the end
of the school period with bigger insertion and mobility possibilities in the labor market in better-
paid jobs, in the same way that generates the opportunities of accumulation of advanced human
capital through the access of perfectionism scholarships abroad. In this sense, the author explains
that the competent development of English in schools provides institutions with an added value

of importance.

Abello (2005) establishes that the incontrovertible English hegemony along with the
necessity of learning it to fulfill practical objectives, leaving aside the analysis of the ideological
messages which foster the idealized image of the English-speaking cultures. This hegemony is
implicitly transmitted in the books used in the classrooms which are fabricated by multinational
companies destined to the non-English-speaking countries. Soto (2018) on his part states that the
prevailing idea of cultural domination in the English curriculum developed by international
experts, who are the ones who have selected the culture that is acquired or learned by the child or
adolescent, undeniably underlays an alienating burden upon the learner’s mind. These learners
experience a process of transculturation in which values, customs and beliefs are erased from their

own culture to give way to the culture of domination.

A discourse analysis on English teaching in Chile published in 2008 determined that the
public discourse on English teaching is dominated by economic considerations given that several
people conceived English as the business language, a market necessity, and as the globalization
language (Glas 2008). Furthermore, research in a technical school in Chile in 2018 established
that for students, teachers, and managers, the English language is considered a social tool, a
linguistic idiomatic competence to face the employment and improve labor integration (Espinoza
et al. 2019). Nevertheless, and despite the huge amount of evidence regarding the English
hegemony in Chile, Rodriguez (2015) indicates that the heterogeneous implementation modalities
of the English curriculum in the practice have not permitted to ensure the Chilean school
population an efficient teaching and a quality learning of the English language, along with the
observable differences among students depending on their socioeconomic family level or their
school. Espinoza et al. (2019) concludes that the students under study graduate from school with

an useless English dominance to understand or produce texts with specific purposes, and that it is
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possible to evidence a disconnection between the English language and employability, along with
an unawareness of the importance of the technological transference in learning new knowledge,
ideas, innovations or processes.

Therefore, taking into account the above mentioned, we believe that it is important to
focus on the reasons to teach English and the way these are enshrined on the curriculum through
the topics it develops. All in all, throughout this section, we have seen important features of the

literature regarding English Language Education and Teaching in Chile.

Firstly, we examined how transformations in English policy respond to specific social,
political and economic circumstances in history. In that sense, we sustain that English education

today is shaped so to meet the goals of neoliberalism and globalization.

Secondly, we acknowledged how English proficiency and concerns on how to effectively
address challenges in the classroom constitute major concerns in current EFL research. Hence,
we evidenced how English education and research in Chile rarely engages in critical discussions
about ideologies about English as a lingua franca, and how they transmitted through the

curriculum.

Thirdly, we noticed that EFL research does not really address the problem of the
decontextualization of the English curriculum. Therefore, we highlighted the urgency of ensuring
enough flexibility in English policy as to be able to adapt it to the circumstances of diverse local

communities.

Finally, we saw how EFL research refuses to discuss the Hegemony of English and its
subsequent consequences in today’s language and cultural landscape. This denial leads to an
instrumentalization of the language, where English is perceived by the public as devoid of any
political or ideological baggage as it constitutes a tool for accessing global communication and

social mobility.

The aforementioned issues provide good opportunities for opening up new lines of
investigation that will help diversify current EFL research. Accordingly, this research attempts to
explore these problems in depth, and for that reason, we need to establish a solid theoretical

foundation in order to discuss them properly.
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CHAPTER II: THEORETICAL FRAMEWORK

This section sets the boundaries for the theoretical framework. As we believe
relevant the English teaching and how this is set through the topics, it is important to

account the following concepts to study this area.

This study is focused mainly on the English Curriculum; therefore, we have to
examine the different levels through which it operates. For that reason, we review
concepts such as Explicit, Hidden and Critical Curriculum. Explicit curriculum refers to
what is explicitly expressed in the curriculum in order to determine the pedagogical
components of education. Meanwhile, Hidden curriculum gathers the values and beliefs
underlying the explicit curriculum. Then, Critical curriculum to a curricular innovation

that has a social-cultural viewpoint.

We sustain that curriculum transmits more than content and knowledge, but
ideologies as well. Ideology that refers to socially shared beliefs associated with the
characteristic properties of a group. Closely connected to this term is Ideological
configuration which is the organization of ideological attitudes. In that sense, we need to
take a look at what attitudes are, and especially ideological attitudes. Basically, attitudes
are ways in which people react to different aspects of society. Meanwhile, ideological
attitudes allude to evaluative stances in respect of specific ideological aspects (or objects)

of a social group.

In order to understand how ideologies, operate through the curriculum, we need

to take a look at discourse, which in short is language in use.

We explore two distinct ideological perspectives concerning the curriculum and
teaching: Neoliberal-Globalized education and Emancipatory- Grassroot education; the

last one being the one we aspire and align with.

On the one hand, we examine the term globalization which describes the spread
of communication production and connection technologies throughout the world.
Neoliberalism entails a political and economic model with limited state intervention.
Then, Neoliberal education refers to a competitive, stratified, layered and ranked

educational system.
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On the other hand, Emancipation means to become independent and free.
Therefore, Emancipatory education entails an education that breaks authoritarian rules
into a relationship of love, trust, critical thinking and dialogue among their participants.
Moreover, Grassroot education refers to the ability of individuals to join together at the
local level, and take collective action that they direct toward the improvement of both

their own situation and that of the broader society.

As we ascribe to a Emancipatory-Grassroot educational project, we need to
understand the concept of Pertinence. Pertinence is the level of significance of what is

being taught and/or learned to a specific school community.

Lastly, school community refers to a community which includes students, legal
tutors of students, educational workers, the proximate school surrounding and educational

experts that contribute to the participation and construction of curricular development.

1. Curriculum
The curriculum has been widely defined in a variety of ways. Some conceive it for what
it openly expresses, while others identify different branches such as the Hidden Curriculum and

Critical curriculum.

1.1 Explicit Curriculum
“The “curriculum” is probably one of the most controversial concepts that is part of the

disciplinary analysis of education since its appearance in Bobbitt's book “The Curriculum in
1918” (Angulo, 1994, p.1). Therefore, it is essential to understand that the concept has been under
constant renovation and evolution throughout the years, and which has led to different

perspectives of analysis.

John Franklin Bobbitt (1918) might constitute the first attempt to define the term, where
he states that it is “a series of things that children and youth must do and experience by way of
developing abilities to do the things well that make up the affairs of adult life.” (p. 56). This
conception is a rather vague approximation that does not embrace social necessities in its

construction.

On the contrary, Alicia de Alba (1995) claims that the curriculum has to be understood
“as a synthesis of cultural elements that creates a political-educational proposal that should
consider social diversities and interests” (p.59). Those cultural elements set up a curriculum
founded in the struggles among social and cultural sectors, which de Alba refers to as the

“dominant” and “submissive” groups. Consequently, de Alba (1994) clearly points out that the
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curriculum becomes an arena in which power is exercised by and mainly set up for the interests

of the hegemonic group.

In a more recent analysis, Rolando Pinto (2009) claims that “nowadays the curriculum
has been understood as a political, cultural and systematic expression that determined the
pedagogical components of education” (p.3). These political and cultural expressions are referred
to as a curricular model “focused on a hegemonic education”, supporting the idea that the
curriculum is installed in order to adapt to the hegemonic order. Hence, the structure of the
curriculum and its contents are selected to reach social behaviors required for participating in a
globalized society (Pinto, 2009). In this scenario, Pinto (2009) urges for curricular innovation that

will lead to a radical transformation of the current curricular model.

Hence, the beliefs mentioned point to work into a socio-cultural curriculum that can be
used as a common ground for many other researchers about the traditional conception of the
curriculum. Subsequently to this previous analysis of the curriculum’s definition, it is vital to have
a further examination into the transformation of this conception to a perspective of curriculum

known as “Hidden Curriculum.”

1.2 Hidden Curriculum

One of the first authors that not only talks about curriculum but also coins the concept
hidden curriculum is P. W. Jackson (1968), who establishes the hidden curriculum as a “deep
dimension in scholarship that every student and teacher must handle to unfold themselves in the
school”. His analysis limits the concept of schooling culture that includes: values, dispositions,
and social and behavioral expectations that are essential for student’s “success.” However,
Jackson’s analysis is rather superficial, because it only considers the relationship between teachers
and students as Eisner (1965) did it previously (hidden curriculum) is a product of the interactions
between teachers and students, and among both of them and the cultural contents that are

transmitted (Eisner 1965).

On the other hand, Giroux (1988) expands the analysis on the concept of hidden
curriculum defining it as “the norms, values and beliefs not explicit that are transmitted to the
students through the significative structure underlying such as from the formal content as from
the relationships of the school life and classroom” (p.23). This vision includes more than the
culture of an educational establishment but also the beliefs that will be treated in detail in

“ideology”. Both values and beliefs are ideas that are not considered in the formal curriculum,
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and even when they try to be included (for example, in the Chilean curriculum, in the OAT?, They

do not include all the aspects that take place in a school, and consequently in our society.

This idea of values and beliefs in the hidden curriculum are also considered by Jurjo
Torres (1991) who affirms that “the hidden curriculum makes reference to knowledge, abilities,
attitudes and values that are acquired by participating in the teaching and learning process and
that generally, are required in all the interactions that take place every day in the classrooms and
teaching centers” (p.149). Though, this description is too general, considering that it also entails
the official curriculum. Therefore, he bets on more in-depth analysis and continues: “this usually
influences a reinforcement of the knowledge, procedures, values, and expectations more suitable

to the needs and interests of the hegemonic ideology of that socio-historical moment” (p.150).

This relationship between ideology and curriculum is detailed in Apple (1995) who
explains the hidden curriculum in a way that pointed to the concept of hegemony. He argues that
the idea of hegemony shapes the school in many respects and defines schools as not just
distributors, but also producers of culture that are vital for the socialization of students. In other
words, students encounter various norms and customs through rules and activities during their
school and classroom life that form the social life in the school. Here lies the reason for the
relevance of the hidden curriculum for both education and also the co-dependency between the

society and the school.

On the same approach, Apple (2001) contextualizes his diagnosis and identifies that the
hidden curriculum corresponds to the ideological needs of the capital. This diagnosis involves the
deepening and continuation of a series of problems that our economic system carries out. But on
the other hand, Jurjo Torres (1991) establishes the other side of the coin “... the development of
the hidden curriculum does not always work on the same track of a consolidation of the interest
of the dominant social groups and the structures of the production and current distribution” (p.
149). The previous situation described has its inception in the Frankfurt school with its critical
analysis, leading to the essential creation of curriculum that answers the needs of the non-

hegemonic groups.

1.3 Critical Curriculum
As the curriculum has been a controversial concept of analysis for many researchers, it

has been promoting further questionings to innovations for its effective implementation in

education. Therefore, in this sense Rolando Pinto (2008) points out that "the curriculum does not

2 Objetivos de aprendizajes transversales
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integrate reality and social actions as content informal education, and it still focuses on the
didactic transmission of theoretical contents on the subjects” (p. 57). From his perspective, Pinto
and other researchers such as Paulo Freire, Tomaz Tadeu Da Silva, Jurjo Torres, etc., have been

pursuing a curricular innovation that has a social-cultural viewpoint known as Critical curriculum.

Jurjo Torres (1998) claims that “The critical curriculum tries to demand students to be
questioning the knowledge, attitudes, and behaviors that are considered natural and evident” (p.
150). He also points out that “critical curriculum has a completely contrary purpose to the formal

curriculum” (p. 150), because as Jurjo Torres (1998) mentioned:

“The critical curriculum not only selects other cultural contents as a reconstructive form
of knowledge provided by the community, but it is also interested in the teaching and
learning strategies that facilitate the reflection process of democratic participation,

responsibility and solidarity” (p. 151).

This conception is a different perspective on how the curriculum works out in education
nowadays because his perspective to the curriculum is an ideal innovation for the curriculum

based on the social-cultural viewpoint.

On the same approach, Rolando Pinto (2008) in his book “Curriculo Critico: Una
pedagogia transformativa para la educacion Latino Americana”, Pinto develops a contextualized
vision about the critical curriculum in Latin American education. The author highlights “the
searching to create a curriculum that breaks the educational institution which is shaped by
academic intellectualism and technical-instrumental rationality of the curriculum” (p.
113). Along this line, Pinto refers to the possibility of changing the curricular practice at schools

as a powerful expression. (p. 114)

Therefore, Pinto explores the concept of Critical Curriculum, claiming that “this theory
assumes an approach of curricular construction that conceives the curriculum as a negotiation
process of meanings among the educational actors in the educational field committed in a
common project of educative action” (p.11). Moreover, he even points out that the Critical
curriculum is a process in which “the learner develops their cognitive, affective and active
process in the pedagogical - cultural interactions in which the teacher and the learner compose
their own world’s viewpoint and set up emancipatory relations committed to their own changes

and their environment” (p. 113).
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On this basis, we are not focusing our attention to the explicit curriculum, which central
point is on content, topics, and other perspectives; moreover, that does not allow us to notice the
implication of the explicit curriculum at teaching English. Therefore, we are interested to explore
the beliefs that emerge from the English national curriculum, having a deeper analysis from its

implicit ideas to elaborate a proposal from the critical curriculum perspective.

2. Ideology
As we are interested in uncovering what is underneath the explicit or overt curriculum,

namely the hidden curriculum, we consider it necessary to inquire about the ideologies that can
be unveiled through an in-depth analysis of the English curriculum. We focus on ideologies since
they inform about the core beliefs of a social group in relation to critical social issues. Therefore,
we sustain that the English curriculum greatly influences the opinions of educational workers,
students, and other social agents in education regarding learning English as a foreign language in
Chile. In this way, we argue that the current English curriculum transmits ideologies concerning
the nature of language and language education, and its connection to globalization and
neoliberalism. We believe that these ideologies must be acknowledged and analyzed thoroughly,
to be able to propose alternative forms of English language education, that actively challenge this

hegemonic perspective, and which adequately address the demands of the local communities.

2.1 Van Dijk’s Theory on Ideology
The concept of ideology has been widely developed and studied by different academic

spheres; therefore, the necessity to coin a common notion of ideology is imperative. Van Dijk
(2004) elaborated a concise definition and characterization of the term, stating that ideology
operates in three levels: cognitive, social, and discourse dimension. These are in constant
interaction with each other and work simultaneously. In this section, we review in general terms
what these three dimensions entail, and we start by defining beliefs as “thoughts of any kind”
(Van Dijk, 2004, p.6-7).

Firstly, Van Dijk (2004) ideology as “socially shared beliefs that are associated with the
characteristic properties of a group such as their identity, their position in society, their interests
and aims, their relations to other groups, their reproduction, and their natural environment” (p.12)
Ideologies are always in relation to “social and political issues, namely those issues that are
relevant for a group and its existence” (p.11). In that way, ideologies constitute a framework of
reference that organizes the beliefs of a specific social group, beliefs which are connected to their
sense of identity which Van Dijk calls “membership” (p.33). Secondly, Van Dijk (2004) proposes
that ideologies influence everyday social practices, such as discourse. According to Van Dijk, this

is crucial since whoever gets to control public discourse, for example, has the chance to change
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the perception of events, and therefore, controlling the beliefs attached to said events and the
actions driven by said beliefs. Thirdly, the social dimension focuses on how ideologies are
intermingled with power, since they serve as a way of protecting a group’s interests and as a
manner of justifying, legitimizing, condoning, or accepting certain groups' position of power (Van
Dijk, 2004). Therefore, ideologies seem to instigate conflict between groups (p.14). In that sense,

ideologies are to be reproduced or resisted against.

Van Dijk (2004) explains that there are two dimensions in which ideology operates at a
social level: the macro and the micro dimension. In the former, we can find larger structures such
as the state and society, as well as institutions and social groups. In the latter we have discourse,
social practices, interactions and relationships. Van Dijk explains that larger structures of the
macro dimension exercise power through the elements in the micro dimension. Due to that, he
highlights the role of institutions in the transmission of ideologies, since the latter seems to be
transmitted not only through discourse, but also shaped by “many non-verbal practices, the
organizational structures and other aspects of companies and institutions” (p.34). Those aspects
being its organization, the roles assigned to the members of the group (p.34), the interactions
among members inside or outside the social group, the institutions that it creates, among other
forms (p.33). If we take it to the school setting, ideology may be present “in lessons, teaching,
textbooks, curricula, and teacher-student interactions” (p.35). We may even expand the latter to
interactions among other school members, such as students, authorities, education professionals,

guardians or parents, or others. In short, it is present in most areas of school life.

Scheme 1: Social Dimension of Ideologies based on Van Dijk’s Theory

SOCIAL DIMENSION OF IDEOLOGIES

MACRO DIMENSION P
SOCIAL
GROUPS
MICRO DIMENSION O
THE STATE DISCOURSE
SOCIAL PRACTICES \;\/
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SOCIAL RELATIONS  INTERACTION E
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CONCRETE LEVEL

POWER

Van Dijk acknowledged that depending on the point of view or group membership,
ideologies may be regarded as positive or negative (p.6). He adds that from a Marxist point of

view, ideologies are usually referred to as “false consciousness or misguided beliefs inculcated
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by the ruling class legitimate the status quo and to conceal real economic conditions of the
workers” (Van Dijk. 2004, p.7). This concept of ideology as system of “self-serving ideas” (p.7)
in favour of the dominant groups has been stuck in the public’s common sense and have always
been considered as the opposition to true knowledge. Van Dijk explains this as the “we have true
knowledge, they have ideologies™ dichotomy (p.7). The responses to said misinterpretation have
ideologies that advocate for “systems that oppose and resist domination and social injustice,”
(p.8). In this way, ideologies do not necessarily need to be dominant or hegemonic; for example,
feminism and anti-racism are not just opposition to dominance but also have their own ideology
(p 8). In sum, ideologies always entail a sort of struggle, an opposition between forces, or as Van
Dijk (2004) puts it an “Us against Them"”. This conflict can be present at an ingroup and outgroup
level (Van Dijk, 2004), since we all may be part of a specific group. Still, at the same time we
may identify ourselves with “different social groups or formations at the same time, and these

may lead to different ideological positions” (p.23). There lies the ideological conflict.

Van Dijk (2004) stated that “social practices are developed through language use and
discourse which influence how ideologies are learnt, acquired, and changed”(p 9). This process
is developed during our entire lives through each text or speech that we encounter or create. For
example, as children we interact with our families or tutors from whom we learn certain values
and ideas considered crucial to our education. Then, we go to school we learn by reading or
listening to teachers and other authorities which may express ideological based opinions that
dictate what is important to learn. Through media, we can also acquire certain views about specific
events and that shapes our understanding of the world. So, we go by in our lives interacting with
ideologies through multitude existing forms of discourse. In such a manner, Van Dijk noticed the
multidisciplinary nature of this concept and the overlapping of cognition and society because

“discourse is part of society, and so are the socially shared ideas of group members” (p 10).

In sum, ideologies are constituted by the core beliefs of a social group which are in close
relation to the sense of identity of said groups, called membership. These beliefs tackle important
social issues for the group and provide orientation to the members in their interpretation of events
and actions derived from said perceptions. Ideologies can affect the group's social practices,
namely their interactions, relations or discourses, either the ones that occur inside the
confinements of the groups or they interactions with other groups. Therefore, they always involve
a struggle for power, since ideologies still serve the purpose of protecting a specific groups’
interests and for justifying their position of power. This eventually leads to conflict and struggle

among group ideologies.

Additionally, ideologies function at a micro and a macro level. The former involves social

practices that we have mentioned; while the latter involves larger structures such as institutions,
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the State, society at large, etc. Thus, schools as institutions have a key role in transmitting
ideologies through their discourses, especially the ones present and surrounding the English
curriculum. Then, ideologies can be present in almost all educational spheres. Lastly, ideologies
are usually mistaken as misinformation that serves the ruling class; however, they can also be
directed at more just aims, such as social justice and equality. Therefore, they can either be

positive or negative.

Now, that we have seen the concept of ideology and the ways it can be transmitted, we
turn into what we mean by exactly by discourse, since it constitutes as a key part in identifying

and interpreting the ideologies present in the English curriculum.

3. Discourse
As we have stated, one of the main means to transmit and express beliefs, and ideologies,

is through discourse.

As Wodak (2013) states, the term is used very differently by researchers in different
academic cultures. Some of them make the distinction between "text" and "discourse" while
others conceive it as both written and oral texts. The author gives her own definition by saying
that "discourse means anything from a historical monument, a lieu de memoir, a policy, a political
strategy, narratives in a restricted or broad sense of the term, text, talk, a speech, topic-related
conversations to language per se." (p.23). Hence, what is clear about the term, and in which most
researchers agree is that "The analysis of discourse is, necessarily, the analysis of language in
use" (Brown & Yule 1983) (p.1). In the same line, the authors express that “the discourse analyst
treats [the] data as the record (text) of a dynamic process in which language was used as an
instrument of communication in a context by a speaker/writer to express meanings and achieve

intentions (discourse)” (p.26).

Stecher (2010) indicates that to Fairclough discourse is “how the language in use is
considered a means of social practice, and the discourse analysis how texts (spoken or written)
operate within a sociocultural practice” (p.100). In this sense, Wodak and Meyer (2001) mention
that “Van Leeuwen distinguishes two kinds of relations between discourses and social practices:
“discourse itself [as] social practice, discourse as a form of action, as something people do to, or
for, or with each other. And there is discourse in the Foucaultian sense, discourse as a way of
representing social practice(s), as a form of knowledge, like the things people say about social
practice(es)” (p.9). The authors define the concept by saying that “Discourse is often defined as a
communicative event, and occurring in a social situation, featuring a setting, participants in

different roles, actions, and so on.” (p.116).
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In relation to discourse and ideology, Teun A. Van Dijk (1985) gives a definition of the

term in “The handbook of discourse analysis” by stating that:

“Ideological analysis of language and discourse is a widely practiced scholarly and
critical endeavor in the humanities and the social sciences. The presupposition of such
analyses is that ideologies of speakers or writers may be uncovered by close reading,
understanding or systematic analysis, if language users explicitly or unwittingly express

their ideologies through language and communication” (p.135)

Following the same line, Mario de la Fuente on one of the principles of Fairclough’s ACD
states that through discourse, ideologies are in no small extent, configured. Therefore, we could
say that the connection between discourse and ideology is as close as that of the term and language
and its implications in research are of great relevance in order to address the social beliefs of the

speakers.

4. Ideology in education
There are two broad ideological perspectives in regards to the curriculum and teaching in

general. We are aware that both of these perspectives are not well-defined extremes, but rather
that they have several nuances and certainly overlap in a few areas. However, in order to attempt
a critical and useful analysis, we consider them as two extremes of the same continuum. Those
extremes being a globalized, neoliberal education, and a grassroot-oriented, emancipatory

education. We review each one of those in the following section.

4.1 Neoliberalism
Neoliberalism has acquired various definitions over the years and by different authors;

nevertheless, all of them point out the same characteristics. Leitner et al. (2007) states that
“neoliberalism is a distinctive political-economic philosophy that took meaningful shape for the
first time during the 1970s, dedicated to the extension of market (and market-like) forms of
governance, rule and control across-- tendentially at least-- all spheres of social life.”
(p.28) Furthermore, the authors express the term evolved in 1973 with the Chilean coup d’état
and the Chicago boys.

In this line, Ganti (2014) indicates that it was during this period of time that the term

acquired its negative connotations, after being used by Pinochet and the Chicago boys “who
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radically restructured and transformed economies throughout the region, leading to tremendous
social inequality and various political and economic crises, have also contributed to the general
negative valence of the terms neoliberal and neoliberalism within social science

scholarship.”(p.93).

According to Harvey (2005) “neoliberalism is in the first instance, a theory of political
economic practices that proposes that human well-being can best be advanced by liberating
individual entrepreneurial freedoms and skills within an institutional framework characterized by
strong private property rights, free markets and free trade.” p.2. The author claims that the role of
the state should be extremely limited in order to not be biased by institutions. He adds that the

state function

“is to guarantee the quality and integrity of money. it must also set up those military,
defense, police and legal structures and functions required to sucre private property rights

and to guarantee, by force if need be, the proper functioning of markets.” (p.2.)

Meanwhile, Larner (2003) indicates “neoliberalism was understood to refer to the process
of opening up national economies to global actors such as multinational corporations and to global
institutions such as the IMF and World Bank.” (p.509). To Larner, the concept of neoliberalism
was commonly intertwined with globalization regarding the restructuring of the economy, thus,
the author explains that it can be referred to under the name “neoliberal globalization”. Leitner et
al. (2007) declare that this distinctive characteristic of neoliberalism “normalizes the logics of
individualism and entrepreneurialism, equating individual freedom with self-interested choices,
making individuals responsible for their own well-being, and redefining citizens as consumers
and clients.” (p.1) They define the concept by saying “it is a global project, accepted by elites and
mainstream political parties in varying forms almost everywhere around the world, and

implemented at scales ranging from municipal to supranational authorities.” (p.3).

As reported by ONG (2006) “in the global popular imagination, American neoliberalism
is viewed as a radicalized capitalist imperialism that is increasingly tied to lawlessness and
military action.” (p.1) Although the lawlessness and military action parts are nor denied, Ganti
(2014) declares in contrast to ONG that

“Whereas late capitalism is a descriptive or explanatory concept that indexes a set of
changes in the organizational structures of production and in relationships between states,
industrial capital, and labor, neoliberalism is a prescriptive concept that articulates a
normative vision of the proper relationship between the state, capital, property, and
individuals”. (p.92).
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Ganti adds further comparisons by saying that capitalism has emerged

“from scholarly commitments to understanding and explaining the challenges faced by
the organized industrial working class owing to new regimes of production, regulation,
and workplace organization.” Neoliberalism, by contrast, is a concept that originated
from a political agenda that was hostile to the idea of economic decisions being predicated

on working-class interests.” (p.93)

Even more so, the author states that capitalism is viewed as a neutral term in contrast with

neoliberalism that gained its negative connotation, in Chile with the Pinochet era, as stated above.

4.2 Globalization
The English curriculum and teaching, in general, are based on a globalized perspective.

According to Sassen (2007) the social sciences have made important contributions to the
study of the global in stating that multiple globalizations exist and that the dominant way of
globalization - the global corporate economy - is just one of them. In this sense, David Harvey
(1995) distinguishes three major shifts in order to understand the concept, the first one related to
financial deregulation, the second one to the media and communication systems, and the last one
related to the cost and time of moving commodities and people. Through the analysis of these
areas, the author comes to define globalization as “a process of production of uneven temporal
and geographical development” (p.10). Additionally, Cuturela (2012) establishes that
“globalization is usually used as a handy form to describe the spread of communication
production and connection technologies throughout the world. Most often, the term globalization
is used in a confusing manner with respect to the efforts of the IMF, World Bank and the
institutions to create a free global market for goods and services” (p.139). Following this line, is
that Bresser-Pereira (2008) gives the concept the definition of being “the process of accelerated
economic, social, and political integration the world is experiencing since the 1970s — and the
name of the present stage of the capitalist economic system.” (p.559). Friedman (2000) supports
this claim in Fairclough (2006) by stating that:

“ Globalization means the spread of free-market capitalism to virtually
every country in the world. Therefore, globalization also has its own set

of economic rules - rules that revolve around opening, deregulating, and
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privatizing your economy in order to make it more competitive, and

attractive to foreign investment.” (p.9)

Oyarzin (2018) establishes that Stanley Hoffmann (2002) distinguishes three
dimensions of globalization, the economic one associated to the development of the technological
and information revolution, along with the action of multinationals and the foreign investments;
the political one linked to the western-American primacy, as well as the international
organizations, regionals and transgovernmental networks; and the cultural organization linked to
the circulation of cultural products. In terms of the political dimension of globalization, Jan Aart
Scholte (2007) says “is about contests between different interests and competing values” (p.32).
In relation with the “western-American primacy” (p.166) denominated by Hoffmann (2002) in
Oyarzun (2018), Sen, A. (2002) indicates that the global interrelations of globalization (travel,
trade, migration, the spread of cultural influences, and dissemination of knowledge and
understanding, including that of Science and Technology) “have not necessarily taken the form
of increased Western influence. Indeed, the active agents of globalization have often been located
far from the West.”(p.14) As there is a great number of conceptions around the term in question,
the definition that will take place over the course of this research will be the one given by
Fairclough (2006):

“Globalization is a reality: a complex, interconnected but partly
autonomous set of processes affecting many dimensions of social life
(economic, political, social, cultural, environmental, military and so
forth) which constitutes changes in the spatial organization of social
activity and interaction, social relations and relations of power, producing
ever more intense, extensive and rapid interconnections,
interdependencies and flows on a global scale between the global scale
and other (macro-regional, national, local, etc.) scales. Globalization is
not as it is often represented, a phenomenon which developed in the last
decades of the twentieth century. It has a much longer history, but there
has been a distinctive contemporary surge in globalization associated
especially with innovations in communications and information

technology. “ (p.163).

4.3 Neoliberal Education
In terms of education, neoliberalism has reshaped educational establishments by making

them institutional markets. In this sense, Savage (2017) claims the “new school autonomy models
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position schools to operate more like businesses, and reposition school leaders as managers, who
are increasingly responsible for tasks such as marketing and ‘client’ recruitment, as well as the
hiring and firing of staff.” (p.153) Savage indicates that education, under this neoliberal scope, is
seen as a place for creating human capital in order to contribute to economic productivity. He
adds, “as a result, the official school curriculum is increasingly being assessed and reformed based
on its ‘utility’ in terms of preparing young people for the evolving global knowledge economy.”
(p-156) The author explains that “policies have been designed to heighten competition between
schools, driven by new regimes of accountability, measurement and comparison based on

standardized testing measures.” (p. 153).

This particular situation created by neoliberalism has directly affected Chilean education
in terms of creating a huge social difference in the access to education in which upper classes
charge expensive fees in order to attain better commodities, expanding in this way, the gap to a

wider range. In this sense, Cavieres (2009) states that

“Chilean society continuously reproduces a process of class stratification that touches
different levels and aspects of national life. Private schools in many ways participate in
that process of stratification, benefiting from it as well as reinforcing it. Hence, schools
constitute an important site where privileged groups can continue to maintain their

predominant position.” (p.35)

It is in this way that neoliberalism has been interwoven with the concepts of globalization
and capitalism due to its perpetuation of individualism and competition between companies and
organizations in order to achieve market-related goals. Education, in this manner, has been highly
affected given that, as stated above, is seen as a place in which former “clients” will eventually

become the workforce.

Clearly, it is necessary to change this business-like view on education, which has done
nothing but to precarize and dismantle public education even further, which has had a detrimental
effect on the lives of students from socially vulnerable families and contexts. Thus, we believe it
is paramount to radically transform this perception of Chilean education, and to replace it a more

emancipatory and grassroots perspective.
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4.4 Emancipation
On the other hand, the term Emancipation arise as a contraposition to the neoliberal

concept, in which Gert Biesta (2010) defines that “Emancipation literally means to give away
ownership (ex: away; mancipum: ownership).” and “More broadly it means to relinquish one’s
authority over someone.” (p. 41). Therefore, “This implies that the object of emancipation, that
is, the person to be emancipated, becomes independent and free as a result of the act of

emancipation”. (Gert Biesta, p.41).

Following that line, Charles Bingham & Gert Biesta (2010) claim that “only individuals
can be emancipated. And all emancipation can promise is to teach people to be equal in a society
ruled by inequality and by institution that “explain” such inequality” (p.9). In this sense, Gert
Biesta (2010) also points out that “The emancipatory impetus is particularly prominent in critical
traditions and approaches where the aim of education is conceived as emancipating students from

oppressive practices and structures in the name of social justice and human freedom” (p.39).

Therefore, from this notion, we can project this term to education nowadays, because the
emancipation conception plays an important role in respecting the educational fields. Moreover,
to understand the “Emancipatory Education”, which is mainly proposed by Paulo Freire, we need

to comprehend the notion of Emancipation as a starting point.
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4.5 Emancipatory Education
The notion of emancipatory education began to take shape in 1960 and emerged as an

alternative to fight in favor of the exploited people as a result of Paulo Freire’s work with illiterate
groups” (Miguel Escobar, 1985, p.9). Furthermore, this field closely follows what Miryam
Carrefio (2009) claims about Paulo Freire’s ideas in which “Freire criticizes the traditional
pedagogy relation that is established between educator and learner. This educational relation,
dominant in the teaching model, treats the learner as if it is a bank where knowledge is deposit”
(p- 207), known as “Banking education”. Therefore, the first main contribution proposed by Paulo
Freire regarding emancipatory education in this field is essential to begin understanding its

controversial notion in depth.

First of all, Paulo Freire (1970) states that “the main purpose of the emancipatory
education lies in the initial conciliator impulse” (p.79) that is overcoming the relation between
“educator-learner.” Following that line, Freire (1970) also claims that “the emancipatory
education rejects communiqués and embodies communication” (p.90). He points out that the
emancipatory education cannot be just an act to transfer “knowledge” and “values” to the learners
(p.91). Therefore, “in this sense, the educator is no longer merely the one who teaches, but one
who is himself taught in dialogue with the students, who in their turn while being taught also

teaches.” (Paulo Freire, p.92).

From that point on, Freire also claims that “educators and learners are transformed into
individuals of the process that grow together, and in which “the authoritarian arguments” no
longer rule” (p. 92) breaking the idea of authorities at education. Based on his notion, Sarah
Galloway (2012) establishes that “the existence of this relationship is dependent on love and trust
which are essential to dialogue and the initiation of a complex of dialectical relationships between
critical thinking and dialogue, dialogue and reflection, reflection and action” (p.15). Moreover,
Galloway also adds that “Freire not only trusts people’s relationships with each other, but also
their relationships with the ‘world’” which they may reveal to each other without the unveilings of
an educator” (p.16).

On this basis, we concluded that Paulo Freire is probably one of the most prominent
figures in contemporary education and his book “Pedagogy of the Oppressed” still has a strong
influence concerning the education field. Peter Mayo (2014) states that “Freire has provided us
with a huge corpus of literature containing ideas that can inspire people committed to the fostering

of greater social justice” (p. 33).

For this reason, it is important to analyze this notion of emancipatory education to

counteract the presence of the neoliberal ideology in education. Therefore, it “is central to the use
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of Freire as an antidote to the current dominant discourse in education characterized by the
emphasis on technical rationality and marketability and which presents this discourse as having

no alternatives.” (Peter Mayo, 2014, p. 24).

4.6 Grassroot education
Taking into account these two poles of the same segment, we take the position that to

answer the needs of the current Chilean context, an emancipatory education is necessary. Hence,
grassroot emerges as a Latin American trend to enhance emancipatory education from

communities and not as a vertical way to impose education.

According to Seehwa Cho (2010) critical pedagogies “emerged against the structural
determinism of the Neo-Marxist theories of education in the 1970s and 80s” as a means to “re-
discover the human agency” (p.317). Cho defines the concept as a pedagogy that rejects the
assumption of knowledge as objective and neutral; therefore, being the transformation of
knowledge (curriculum) and pedagogy (teaching) its two major agendas; creating an
emancipatory culture of schooling, exploring “more democratic pedagogical arrangements and
school culture, aiming to empower students. (p.312). In this sense, Van til et al. (2008) gives the
concept the definition of being “the ability of individuals to join together at the local level, and
take collective action that they direct toward the improvement of both their own situation and that
of the broader society”. (p. 362) which can also be known as “grassroot social movements” or

“grassroot education”.

Oakes et al. (2006) establish that “the construction of knowledge and understandings that
grassroots groups engage in can generate mobilizing ideas, framing educational justice to
motivate widespread participation and broad public support”. (p.22) The author poses the idea
that in order to establish education as a fundamental right, social movement activism is required
by “explicitly challenging prevailing cultural norms and the distribution of resources and
opportunities that advantage elites” (p.7). An example of this idea is given by Jones (2011) in a
research about “community development through grassroot education in Argentina” in which
group of catholic sisters with individual and different theologies came together to embrace and
explore new types of pedagogies, redefining their roles in society by creating an independent

household in their community.

A further and relevant example is a Spanish school called “Paideia” referred by Haworth
(2012) as “a lifelong process of character building in preparation for direct democracy (...)
creating a living practice of participatory self-managed citizenship” (p.109). Although
uncountable experiences of grassroot education can be accounted all around the globe in order to

state their effectivity, it is important to highlight what Oakes et al. (2006) express about them by
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saying that “grassroots groups have laid the groundwork for significant changes in educational
policy by building power among those most affected by inadequate and unequal education and by
providing new sites of public deliberation about the role of public education in (American)
democracy.” (p.2) In other words, the grassroot concept is “a process of identification, definition
and production of a space created by its actors from the individual or collective with a geographic
sense”. (Salas, 2006. p.4)

Mejias (2011) states in his book “Educacion y Pedagogias Criticas del Sur”:

“Today, it is necessary to retake the criticism of the school as social reproduction and
developer agent of the linkage of this to productive processes, and go beyond it and make
a new reading that depresses the pedagogy of the school and poses the challenge of

building pedagogies in line with its processes and the contexts in which it operates”(p.58).

Therefore, grassroot education emerges as the answer to an emancipatory education

which joins the local communities in order to take collective social action.

5. Pertinence
If we are to propose an educational project founded on the premises of Emancipatory and

Grassroot Education, it is necessary to define the concept of pertinence. For that purpose, we will
explore several definitions of the term and explore how it interplays with curriculum

development.

Fernando Garcia (2002) focuses on curricular pertinence at a university level. He defines
it as the “degree of contribution or intervention of universities in the needs or demands of society,
whether they are technical or social, currents or future, their contributions and the manner in
which these educational establishments are felt, studied and perceived” (p.110). In that sense,
pertinence refers to the extent to which universities effectively address and take action to attend
society's needs and demands. More importantly, said contributions and its value are assessed
depending on how the public acknowledges and appreciates them. To achieve that aim, Garcia
suggests that pertinence “entails the study and research of critical problems of its social
environment in order to identify, rank, propose and participate in feasible solutions” (p.111).
Therefore, educational establishments who aim to be pertinent are required to assume an active

role so to provide answers for social problems.

In agreement with Garcia et al. (2014) consider pertinence as “the role that [university]
plays and the place it occupies in higher education depending on the needs and demands of the

various social sectors” (p.143). They conceive pertinence as a sort of positioning that educational
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establishments take in regards to social issues, and requires them to be in contact with different
social backgrounds so to provide satisfactory solutions. They also invoke a notion of
sustainability, which involves “an education for sustainable development, whose aim is to make
possible for the educational community to acquire the values, capacities, abilities and knowledge
needed to contribute to the construction of a more sustainable society” (Garcia et al. 2014 p.143).

Thus, pertinence is a strong force that can be utilized to drive social transformation.

Another important feature is the multifaceted nature of the concept. Garcia (2002)

explains that it derives from an:

“Agreement between the internal and external community of the university, in order to
offer timely responses, adequate for the formation of the critical human resources, and
with high potentialities and capacities to fulfill in a market of constant change, which
takes into account the social, political, cultural and economic values of the society where

it exercises its social function (p.111).”

In that sense, pertinence recognizes the complex nature of social issues, and for that
reason, the task of educational establishments is to incorporate adequate resources and input in

order to address those problems comprehensively.

Although the previous conceptualizations are quite valuable for our understanding of
pertinence, the problem is they are mainly centered on institutions, namely universities, rather
than the local contexts in which a school community is situated in. There is less focus on the local
community and much more on bigger structures and organizations. So, by this definition,
pertinence emerges mainly from the efforts of an institution, not directly from the people that
constitute said institution. This is highly significant to take into account if we are to put forward
an educational project under the heading of Emancipatory and Grassroot Education. Said
approaches demand to aim education towards people’s liberation, and that can only be achieved
through the collective action of individuals that compose a community, in this case, schools. For
that purpose, we examine Maria Victoria Peralta’s (1996) and Javier Insunza’s (2011) perspective

on the concept that is oriented towards that goal.

From a Latin American context, Peralta (1996) proposes the concept of “Cultural

Pertinence,” which she considers:
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“It aims to ensure the selection, organization and cultural transmission that implies every
curriculum (...) In short, it involves an attempt to reconcile the particular "world" of the
students, their family and community, with larger cultural contexts, which are dominant
in most cases; ensuring the proper development of learning experiences that enable their
interaction with all these contexts, depending on their human improvement and the

common benefit.” (p.89)

In other words, it embraces students’ reality, culture, and identity, and effectively
integrates those elements into their learning process, making it more meaningful and relevant. It
does not impose an already established vision of the world onto them, but rather validates their

understanding of the world.

Meanwhile, Peralta (1996) further explains that:

“The ‘adaptation’ of the curriculum to its cultural bases, implies, in general terms,
to acknowledge the most significant contributions offered by the different spatial areas of
culture (either known as local, regional, national, zonal or sub-world), both in its past and

present as in its future projections”(p.89).

This is an all-encompassing approach of pertinence since it emphasizes both its local and

structural dimensions.

Furthermore, she points out that said accommodation of the curriculum has to have “a
criterion of flexibility or adaptation necessary in the selection, based on the characteristics of the
evolutionary stage in which the student is and the specific needs that each student has within their
socio-cultural context” (p.89). In this way, curricular pertinence is a process that we need to
undertake regularly since it greatly depends on the socio-cultural circumstances in which the
educational process takes place, our knowledge about the educational needs of students, and the
developmental stage in which students are in. As these are in constant flux, the pertinence of a
curriculum relies on how much freedom it allows to make the necessary curricular changes in

order to adapt it to the diverse range of situations faced in classrooms.

Concerning the Chilean context, Insunza (2011) explains that pertinence involves “the
levels of significance of what is being learned (...) understanding significance as the connections

between the identity of the subjects (interests, expectancies, necessities and individual history)
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and the previous knowledge that they possess at a cognitive and cultural level” (p.35). In here,
Insunza points out the fact that students are not blank slates, but rather that they are constantly
bringing new knowledge to the table to be discussed and used. Thus, Insulza proposes that the
learning process (and therefore the curriculum) should be pertinent in order to be significant; and
that pertinence should emerge from the students and their context.

Furthermore, Insunza (2011) recognizes the relationship between pertinence and
“curricular equity” (p.34). The latter defined as “the fair distribution of the basic curriculum,
related to how equally it extends itself to the school population, independent from social,
economic, cultural or religious background” (Magendzo, 2008 as in Insunza, 2011). Along these
lines, Insunza (2011) argues that curricular pertinence is an element of curricular equity, which
involves “establishing levels of representativity” (p.34) to different cultures; meaning that a
curriculum is pertinent when it incorporates a range of elements that allows the visibility of
diverse cultural groups. Finally, Insunza explains that the level of curricular equity is directly
proportional to the level of curricular pertinence (p.35). In other words, when we construct a
curriculum that is pertinent to a given community, the more equal it is to the peoples and cultures

which compose said community.

Lastly, we will refer by curricular pertinence as to how significant is what is being
taught/learned to a specific school community. The level of significance of the curriculum may
be assessed through the following criteria. Firstly, with how successfully the curriculum addresses
and attends the needs and demands of said community. Secondly, with how it is able to connect
the identity and culture of the members of the school community with their larger socio-cultural
context. Thirdly, with how effectively the curriculum links the history, experiences and interests
of the school community members with their previous knowledge. Fourthly, with how it provides
representation for different socio-cultural groups. All these aspects should always be oriented
towards the democratization of knowledge and curricular equity, because that is the way that will

eventually lead us to the liberation and emancipation of the peoples.

6. School community
If we are to create a curriculum that is pertinent to the community where the teaching and

learning of English take place, it is necessary to determine what do we refer to as the school

community and how we define who and who does not belong to said community.

The term “School community” has been described in different manners throughout the
years by several authors with different backgrounds in the field. Astuto et al. (1993) in Hord
(1997) has established three areas within the community; one related to the professional
community of educators, another related to the learning communities of teachers and students

(and among students) both within and outside the classroom, and the last one concerning the

54



stakeholder community. On the other hand, Aristegui et.al (2005) has identified the actors of the
school community as teachers, directives, students, parents, and guardians; acknowledging the
last ones as part of the community. According to the MINEDUC, the school community is a group
of people that, inspired by a common purpose, integrate the educational institution; this view
includes students, fathers, mothers and guardians, educational professionals, educational
assistants, directive teams, and educational stakeholders. Nevertheless, for some researchers, the
school community must integrate the school context as part of the community, that is to say, the
proximate school surroundings, which for the purpose of our research plays a significant role in
the school, taking part in the community. In this manner, Michael Fullan (2002) in Miranda (2002)
has synthesized as a basic lesson which “emerges from the new paradigm of dynamic change”
that “the (educational) centers must maintain connections with its school community and with its
surrounding” (p.3). Furthermore, others who have considered the context in their work with the
school have established its importance, distinguishing the concept of “School” from the concept
of “community,” identifying the former with the school’s surroundings previously mentioned. In
this sense, Dr. Shirley M. Hord stated in his paper called Professional Learning Communities:
What Are They and Why Are They Important? That “the term learning community has become
commonplace. It is being used to mean any number of things, such as extending classroom
practice into the community, bringing community personnel into the school to enhance the
curriculum and learning tasks for students; or engaging students, teachers, and administrators
simultaneously in learning.” (p.1). Moreover, a study made by the Nellie Mae Education
Foundation (2017) in the USA has it as a result that “when forming partnerships, the
demographics of the school, district, families, and community need to be taken into account”
(p-18); stating that “research has found the importance of involving community organizations in
addition to families in order to improve student and school outcomes” (p.15). A research that took
place in the Ninth region of Chile by Pinkney et al. (2004) demonstrated the benefits of working
with the “communities” in school manners in which it stated that through the exchange of opinions
and ideas — often oppositional and critical — concerning the work in local schools, the project has
facilitated a greater understanding between the teachers in this area and the communities in which

they work.

In this regard, it is that the focus of our research is to take into consideration the
community in which the school is set as part of the community itself given the huge amount of
research that proves the importance of it in the learning process of the students and its sense of
community; therefore, we will define the concept as a community which includes students, legal
tutors of students, educational workers, the proximate school surrounding and educational experts

that contribute to the participation and construction of curricular development.
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All in all, this section served the purpose of examining key concepts that will help us in
our analysis of the ideologies present in the English Curriculum and identifying the mechanisms

with which they are transmitted to members of the school community.

First, we explored the three levels in which the curriculum works: Explicit, Hidden and
Critical Curriculum. Explicit or overt curriculum refers to the elements that are distinguishable
and evident in the curriculum. Meanwhile, Hidden curriculum entails the values and beliefs
implicated and reproduced through, but that are not explicitly declared in the curriculum. Then,
the Critical curriculum refers to a social-cultural perspective on curriculum that aims at a radical

curricular innovation towards the liberation and emancipation of the peoples.

Second, we have sustained that the curriculum reproduces ideologies. Ideology refers to

the socially shared beliefs associated with the characteristic properties of a group.

Third, we examined how ideologies are reproduced through the use of language, which

we defined as discourse.

Fourth, we explored the two main ideological perspectives concerning the teaching of
English as a foreign language: Neoliberal-Globalized education and Emancipatory- Grassroot
education. While Neoliberalism is concerned with a political and economic model that aspires
towards limited state intervention, globalization depicts the spread of communication production
and connection technologies throughout the world. Neoliberal education refers educational model
that pursues a more competitive, stratified, layered and ranked public educational system. On the
contrary, Emancipation aims at the liberation of people of the oppressive relations and hierarchies
present in society. Thus, Emancipatory education prioritizes equal relationships among social
participants, instead of authoritarian ones. Grassroot education aims towards local collective

action of the school community directed towards the improvement and reformation of society.

We decided to align with the second major ideological perspective since it perfectly
illustrates our own view of education and suits better the purposes of this work.

Finally, as we adhere to an Emancipatory-Grassroot educational project, we had to define
the term Pertinence, which is the level of significance or relevance of what is being taught in a
specific school community. The latter refers to the participants pertaining to an educational
community, which includes students, legal tutors of students, educational workers, and the
proximate school surroundings. We chose to incorporate educational researchers in said
description since they hold a lot of power in deciding what should be taught at schools and the
manner in which it should be taught; and inform significantly on the state of EFL public education

and policies.
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Now, that we have laid out a solid theoretical foundation from which to stand on, we
describe the goals, steps and elements we took into account in order to carry out the present

research.
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CHAPTER III: METHODOLOGICAL FRAMEWORK

In this section, we continue section describing the objectives, questions, design,
methodology, participants, instruments and procedures that we believed appropriate for
identifying and interpreting the ideologies at play in the English curriculum, the
mechanisms with which they are reproduced, and the implications they have on the

teaching of English as a foreign language in the Chilean classroom.

1. Objectives

1.1 General objectives

To identify and interpret the English teachers’ and educational experts’ beliefs about the
teaching of English as a foreign language in exemplary and traditional public schools of

Santiago and their English Curricula.

1.2 Specific objectives

1.2.1  To identify and interpret the teachers’ beliefs about the teaching of English
as a foreign language in exemplary and traditional public schools of Santiago
and their English Curricula.

1.2.2  To identify and interpret the educational researchers’ beliefs about the
teaching of English as a foreign language in exemplary and traditional public
schools of Santiago and their English Curricula.

1.2.3  To identify and compare the teachers' and educational researchers’ beliefs
about the teaching of English as a foreign language in exemplary and
traditional public schools of Santiago and their English Curricula.

1.2.4 To discuss the projections of an emergent curriculum proposal from the

teachers and educational researchers’ for the teaching of English.

2. Research Questions

2.1 What are the English teachers’ and educational experts’ beliefs about TEFL in
exemplary and traditional public schools and their curricula?

2.2 What are the teachers’ beliefs about TEFL in exemplary and traditional public schools
and their curricula?

2.3 What are the educational experts’ beliefs about TEFL in exemplary and traditional
public schools and their curricula?

2.4 Which are the differences between the beliefs of teachers and educational
researchers’ about TEFL in exemplary and traditional public schools?

2.5 What are the teachers and educational experts’ projections of an emergent curriculum

proposal for the teaching of English?
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3. Research design and methodology
The purpose of this section is to determine the limits of the investigation and to explain
its layout in order to show how the research was carried out. For this purpose, 14 professionals

were interviewed, out of which 6 were educational researchers and 8 English teachers.

After this elucidation, this research is qualitative and ethnographic developed through
depth interviews, which were divided into two main sections. The first one includes contents and
topics which aim to identify the role of English as a globalized language in Chilean education,
and to recognize the ideological configuration of the English national curriculum, and the
perceptions and beliefs of the educator about it. The second division encompasses the reactions
of the professionals intending to get opinions for two quotes from MINEDUC’s “Planes y

Programas de Segundo Medio” and their use in the classroom.

The answers were analyzed using a Critical Discourse approach and Content analysis to

obtain the main concepts dealt with in this work.

3.1 Critical Discourse Analysis
Baker and Ellece (2011) define Critical Discourse Analysis as an approach in which

language is a social practice focused in the way ideologies and power relations are expressed
through language, taking words and social context into account. According to them, CDA was
first developed by Norman Fairclough, who proposed a three-step method for analysis involving
a stage of description which considers text analysis and critical linguistics. The first one is
concerned with the interpretation of the relationship between text and interaction, and the other
one with an examination of the relationship between interaction and social context.

CDA has been proposed with several other approaches, but as Baker and Ellece explain,
“there is generally no step-by-step fixed approach to analysis. The analyst is given considerable
freedom in choosing texts. (...) (e.g., they could select texts that prove their point while ignoring
those which do not)” (p.27). Therefore, there is always a risk of the author's’ bias. Nevertheless,
CDA copes with said risk by affirming that the neutral researcher does not exist; thus, researchers
have a position with respect to the text being analyzed: Meanwhile, they also incorporate

qualitative and sampling techniques that provide evidence to support their analysis.

Since the middle of the twentieth century, Critical Discourse Analysis (CDA) has turned
into a standard instrument in qualitative research. This instrument allows identifying and
exploring the subjects’ beliefs. For instance, Diaz & Solar (2011) dig into the linguistic -
pedagogical beliefs of EFL academics in Concepcion. Their research showed that the beliefs’ of

Chilean EFL academics are rarely documented in the existing literature and that raising awareness
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about them constitutes a crucial part of their pedagogical practice, which in turn affects the future
teachers’ practices and beliefs. However, as we have seen previously, there is plenty of research

on teachers, student-teachers, and students’ beliefs.

As we are aware of the chance of having the author’s bias, we explicitly declared in the
theoretical framework section that we take a political and pedagogical position of work towards
emancipatory education. Therefore, we consider CDA a coherent approach to our research. Thus,
after taking a theoretical stand in the Critical Discourse Analysis, it is essential to discuss the

methodological approach that leads to the content analysis.

3.2 Content Analysis
According to Baker and Ellece (2011), the term is a method that tries to study the content

behind communication involving the development and use of coding frames, frequently to make
comparisons between different kinds of texts. For instance, comparing the use of specific
keywords in political texts. The authors explain that according to Weber (1990), “classification
systems need to be reliable in that different human raters ought to be able to make the same
categorizations” (p.21). Furthermore, they establish that the analysis tends to focus on what has
been stated rather than interpreting the speakers’ intentions. Baker and Ellece determine that
Krippendorff (2004) identifies six questions that must be addressed by content analysis: “(1)
which data are analyzed? (2) How are they defined? (3) What is the population from which they
are drawn? (4) What is the context relative to which the data are analyzed? (5) What are the
boundaries of the analysis? And (6) what is the target of the inferences?” (p.21). finally, the
authors point out that “content analysis is normally carried out on electronically coded texts,

allowing a large amount of data to be quickly and accurately processed.” (p.21)

Given that we are going to use content analysis in our research, we will focus on what
explicitly the interviewees, who give the data to analyze, say. We are not going to focus on their
intentions but rather on concrete results; from there, intersubjectivity will relieve and interconnect

to propose standard views.

4. Population
4.1 School Community
Although much has been said about the concept, we define the term as a community that
includes students, legal tutors of students, educational workers, and the proximate school
surrounding. Nevertheless, due to the extent of the sample and following the logistic behind the
parameters of an undergraduate thesis, as well as the context given in Chile after October 18th,

we will only take into consideration teachers from exemplary-and-traditional public schools,
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educational researchers from higher education institutions, and educational experts from alternate

educational organizations.

From the perspective of grassroot education that we embrace in this work, we consider
that school teachers have the undeniable right, together with students and the school community
in general, to choose the type of curriculum that is the most suitable for their contexts and
necessities. In that sense, we sincerely believe that no one outside a determined territory can

define what is best for the community involved in it.

Regarding the sample for our research, we consider two kinds of educational experts:
teachers of English from exemplary-and-traditional public schools and educational researchers
from higher education institutions and alternate educational organizations. We define in the

following section what we understand by exemplary-and-traditional public schools.

4.1.1 Exemplary-and-traditional public schools
For a further understanding of this concept (also as known as “emblematicos”), we define

them as those that have a significant and vital recognition in society, in addition to a remarkable
historical performance in terms of grades among their students, as inside their institutions as in
national standardized tests such as SIMCE and PSU. In that regard, "distinguish-and-traditional
schools are centenary schools characterized by the acceptance of a historical role at a national
level and for having held highlighted historical people within their classrooms. Insunza (2009) as
cited in Argiielles (2016) states that they are characterized for their association with the formation
of republican elites and their resistance to privatizing the system after the "municipalizacion” *in
the early 80's". These kinds of schools are exclusively found in Santiago City and mainly within
two municipalities, Providencia and Santiago Centro. Nevertheless, due to its methodological
limitations, this research only takes into consideration the following exemplary-and-traditional

schools within Santiago Centro.

4.1.1.1Liceo N°1 “Javiera Carrera”

Liceo N°1 Javiera Carrera is a scientific-humanistic public school, located in Santiago
downtown, near Santa Ana metro station. The institution covers from 7th to 12th grade and
holds around 2600 female students in two shifts, morning and afternoon. Besides, it is well-

known for being the first public school for women in Santiago.

3 “Municipalizaciéon” was the process in which the objective was to decentralize the Chilean educational
system through transferring the administration of schools from central State to local counties, also known
“munipalidades” in Chile. This process was imposed through an educational reform during Pinochet’s
coup in 1981.
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4.1.1.2 Liceo Confederacion de Suiza

This school is a scientific and humanistic co-educational school located in the boundaries
of Santiago Centro, near Irarrazaval metro station, which covers from 9th to 12th grade. Every
level has three groups that have around 30 students each, making this school a small student-
community of about 350 young people who attend classes from different nationalities and areas
of Santiago. In this sense, Confederacion Suiza has assumed the responsibility of accepting a vast
diversity of students, having special priority to those coming from low-income backgrounds and
those who have been arriving in Chile from countries like Perti, Colombia, Venezuela, Republica
Dominica, or Haiti, which makes this school an interesting reality to obverse and work with since

it represents current Chilean society from the perspective of Public Education.

4.1.1.3 Liceo de Aplicacion

Liceo de Aplicacidn is located in Santiago downtown, near Republica metro station in a
neighborhood identified by its mixture between university life, patrimonial heritage, and
residential usage. This school is considered a secular institution with approximately 1400
students, having a male-student population, between 12 and 20 years old, mainly Chilean in spite
of the fact that there are some Peruvian, Colombian, Haitian, American, Venezuelan and
Argentinian students. Furthermore, the grades are between 7th and 12th, and, in some cases, they

start in the letter “A” to “M”. The institution has a scientific and humanistic nature.

4.1.1.4 Instituto Nacional “José Miguel Carrera”

Instituto Nacional is a scientific and humanistic public school located in Santiago
Downtown, near Universidad de Chile metro station, which holds a 4100 male-student population
from 7th to 12th grade in morning and afternoon shift. In this concern, as other exemplary-and-
traditional schools, it embraces many students from different socio-cultural and economic
contexts along with immigrant students. Also, Instituto Nacional is the oldest educational center
in Chile, founded in 1813. Still, its educational tradition is even older, due to this school inherited
the central values from the colonial period. After all, it is a provocative reality to research due to

its experimental programs and unleashed competitiveness.

All in all, we consider these schools because they are usually taken as a standard to
measure the goal for other schools regarding public education. In other words, we believe these

exemplary-and-traditional schools as public education ideal representatives.

4.2 Sample

4.2.1 Teachers of English
In terms of the participants, we collect information from a sample of teachers of English

from the schools described above. The downside of said privileged position is that the amassing
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experience gained by teachers through their constant pedagogical practice tends to be taken for
granted, which prevents them from participating actively as a political organization, and

consequently, stagnates the educational debate. This sample is organized as follows:

Chart 1: Sample: Number of teachers of English per school vs. number of teachers who
participated in the study.

Liceo N°1 Javiera Carrera | 12 1
Confederacion Suiza 2 2
Liceo de Aplicacion 7 1
Instituto Nacional 13 2

4.3 Educational Researchers
We consider educational researchers from higher education institutions are a valuable

asset in our research, due to the commitment that supposedly, universities have towards the
strengthening and development of public education. Also, educational researchers are frequently
consulted and in charge of curricular reforms as, according to Chilean institutional culture, these
have carried out research and are endowed with academic merit as to be regarded as one of the

most appropriate people in the school community to be consulted on matters of education.

Despite this we take into consideration educational experts from alternate educational
organizations as they build up a significant experience outside the traditional educational system.
The practice of a pedagogical process from the perspective of popular education gives us fresher
points of view about how a different education can be constructed. In that sense, we find grassroot
education as an expression of an education given by the pertinence and contextualization of the
different territories. Consequently, the fact that grassroot education promotes teachers not only as
instructors of certain areas of knowledge, but as political agents who facilitate the learning-
teaching process through students’ own life experiences, gives us the chance to consider
perspectives, acquired not by theory but practice, that are not usually found within the traditional

system articulated by the State through the Ministry of Education.

Although we sustain that the perspective from the school community is central for any
discussion about curriculum and its construction, we also think that the information we can collect
from educational researchers from higher education institutions represents a global view that can
complement the local and contextualized views from the territories. Even though we critique to

the current hegemonic way in which academy is taken into consideration for this aim, we do not
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deny the fact that there exists a considerable number of researchers who have a respectable work
coming from that context, being that the reason we consider essential to establish a dialogue
between the local and contextualized experience and the voices raised from the academy and its
contributions to set up an analysis which allows us to consider the most comprehensive

perspective possible.

The total numbers of participants were fourteen, from which seven were English teachers
and seven were curricular researchers. We decided to maintain their identity confidential, but we
do point out, in the case of teachers, the educational establishment in which they currently work
to prove they work in traditional-exemplary public schools. As well, for experts, we detail the
area of research in which they specialize as to justify their participation in this study, due to their

expertise in matters of curriculum design, alternative education, as well as EFL education.

Chart 2: Teacher participants and their educational establishments.

ID # Educational Establishment they currently work in.

Teacher 1 | Confederacion Suiza.

Teacher 2 | Liceo de Aplicacion.

Teacher 3 | Confederacion Suiza.

Teacher 4 | Liceo N° 1 “Javiera Carrera”.

Teacher 5 | Instituto Nacional “General Jos¢ Miguel Carrera”

Teacher 6 | Instituto Nacional “General José Miguel Carrera”

Teacher 7 | Liceo de Aplicacion

Chart 3: Curricular researchers and their areas of specialty

ID # Area in which they specialize

Educational Researcher 1 | Curriculum design and development.

Educational Researcher 2 | TEFL

Educational Researcher 3 | Evaluation and Curriculum design.
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Educational Researcher 4 | Critical Curriculum

Educational Researcher 5 | Critical Curriculum and Curriculum design.

Educational Researcher 6 | Alternative education and curriculum.

Educational Researcher 7 | Alternative education and curriculum.

5. Instruments

We used semi-structured person to person and online interviews to collect the data. Both
instruments included a set of approximately fifteen, mostly open-ended questions. Although the
majority of the questions were similar for both teachers and curricular researchers, we had to

create one set for each type of participants.

The instruments were divided into four main themes. Each theme is pretty straight-forward,
therefore, there is no need to explain in much more detail.
1. Topics present in the English curriculum.
2. Interests for learning English: both at a personal and social level.
3. Pertinence and contextualization of the teaching of English.
4

Reactions to the curriculum.

The first three parts have around three or four questions each, which are related to each
theme. In the last section, we include four excerpts from the “English Program for Tenth Grade”,
which we read to the teachers and curricular researchers in order to elicit responses regarding

what those excerpts say.

We decided to focus on Tenth Grade, because it would be time consuming and
burdensome to cover the curriculum of all grades at once. Besides, we made sure to choose
teachers that have taught in Tenth Grade so as to get the perspective of what the document declares
versus the perspective of the curriculum in practice. Even though, not all researchers were familiar
with the English Program for Tenth Grade, their work informs greatly on what English language
education should aim at, the type of content it should cover, and the techniques and strategies that

should be used in order to teach it effectively.

5.1 Criteria for validity and reliability for instruments

5.1.1 Validity
The validity of our instruments relies on the fact that the questions and the thematic

sections were based on the “English Program for Tenth Grade” and the existent literature
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referenced throughout this study. Furthermore, both sets of questions for interviews and

questionnaires have been checked and validated by two experts.

5.1.2 Reliability
The reliability of the answers of the teachers was corroborated with the consistency in the

experts’ responses.

It is important to note that, even though this dissertation is written entirely English, the
interviews were conducted in Spanish, so as to ensure better understanding and communication
between interviewers and interviewees, since the study entails complex concepts that may be
difficult to express in a foreign language at the spot. As well, we decided to keep the Spanish
version of the answers of teachers and educational researchers in some parts of the results section,
so at so give full context to the information later used in the analysis, section which was translated

to English.

To end this section, we attached the translated version of the sets of questions for

education/curricular researchers and teachers.

Questions for Interview N°1: Educational/Curricula researchers

1. Topics present in the curriculum

1. Do you know the topics or objectives present the national curriculum?
What kind of topics should be covered in order to learn/teach English? Why and what
for?

3. On the topics you just mentioned, are they included in the current curriculum? If not, why
should they?

4. What is the focus of the English curriculum and support instruction material? Topics or
linguistic content? Why?

5. What do you think is the ideological imposition of the topics of the English curriculum?

6. Do you think that the topics of the English material/curriculum are motivating, interesting
and/or useful for teachers and students? Why?

7. Does the English taught at public schools grant greater possibilities for job placement in
the context of the global village?

2. (Personal) Interests to learn English

1. What is/are the purpose (s) of teaching / learning English in Chile today?
2. What do you think are the motivations of both students and teachers to teach/learn English
in Chile today?
3. What is the use (s) of teaching / learning English for students and teachers of the future
of Chile?
3. Contextualization/relevance of English teaching

1. Why should you teach English at school?
How relevant is what is taught in English for the needs of the students' local context?

3. How can we articulate the curriculum in such a way it addresses the needs of the school
community?

4. How does what is taught in English favor critical reflection?
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4. Reactions to the curriculum.

The following excerpts were taken from the official MINEDUC document "English Program
for Tenth Grade". For each extract, questions will be asked for eliciting reflection.

1. What are your thoughts on the following fragments? Do you think the English
class happens or can happen in the classroom the way it is expressed here? How?

L.

“The purpose of the subject is that students continue on developing their
communication skills related to the English language in simulations of
real-life situations and to access different types of knowledge that will
contribute in their advancements in both academic and future work life”
(Introduction, English Program For Tenth Grade, p. 38).

“The learning of any language is closely connected with the learning of
its culture, since through learning a new language, students acquire
knowledge about the social, political, economic, or artistic aspects of its
speakers, and in general about their values, practices, and ways of life.
In the case of the English language, due to its international status,
students not only have the possibility to learn about the culture of
English-speaking countries but to access information about different
countries, their customs, inhabitants, literature and other aspects that
broaden their knowledge about the world”(Culture and international
competence, English Program For Tenth Grade, , p. 45).

Read and reflect on the following statements. Then, answer if you agree that these
situations can be achieved in your classes or not. Give reasons for your answers.

1. 7 This subject favors self-confidence through recognizing and communicating

one's ideas, experiences and interests”.

1. This subject allows the promotion of respect and understanding towards the

relation between ideas, values , and products of other cultures, and towards the
connection between culture and language”.

Questions for Interview N°1: Teachers

1.

Topics present in the curriculum.

L.

2.

3.
4.

Which topics do you normally see in your English class? For what and in which manner
you treat those topics?

Do you think the topics are motivating, interesting, and/or useful for your students?
Justify your answer.

Which topics would you like to include in your classes? Why?

Which is the focus of the English supporting instructional material? Topics or linguistic
content? Why?

(Personal) Interests to learn English.

L.

Why do you think the Estate determined relevant teaching English in Chile?

2. Do you think that English should be taught at schools? Why?
3. Are there any limitations in regards to what you can do or see in your English classes? If

that is the case, which are they?

Contextualization/relevance of English teaching.

L.

In your opinion, why English is taught/learned in Chile today?

2. How relevant is what is taught to the needs of the local context of the students?
3. Do you encourage students to practice English outside school? If that is the case, how do

you do it?

4. Reactions to the curriculum.
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The following excerpts were taken from the official MINEDUC document "English Program
for Tenth Grade". For each extract, questions will be asked for eliciting reflection.

What are your thoughts on the following fragments? Do you think that the English class
happens or can happen in the classroom the way it is expressed here? How?

1. “The purpose of the subject is that students continue on developing their communication
skills related to the English language in simulations of real-life situations and to access
different types of knowledge that will contribute in their advancements in both academic
and future work life” (Introduction, English Program For Tenth Grade, p. 38.)

2. “The learning of any language is closely connected with the learning of its culture, since
through learning a new language, students acquire knowledge about the social, political,
economic, or artistic aspects of its speakers, and in general about their values, practices,
and ways of life. In the case of the English language, due to its international status,
students not only have the possibility to learn about the culture of English-speaking
countries, but to access information about different countries, their customs, inhabitants,
literature and other aspects that broaden their knowledge about the world”(Culture and
international competence, English Program For Tenth Grade, p. 45).

Read and reflect on the following statements. Then, answer if you agree that these situations can
be achieved in your classes or not. Give reasons for your answers.
3.” This subject favors self-confidence through recognizing and communicating one's
ideas, experiences and interests”.
4. “This subject allows the promotion of respect and understanding towards the relation
between ideas, values and products of other cultures, and towards the connection between
culture and language”.

6. Procedures

We gathered data through face-to-face interviews and online interviews. Then, we
divided the research into two parts. First, we conducted the interviews in individual sessions that
took approximately forty-five minutes to one hour. Second, for those who we could not interview
in person, we scheduled online sessions. The questionnaire took approximately twenty to thirty

minutes to complete. Both the interviews and questionnaires contained the same questions.

Before carrying out the interviews, we contacted each participant personally through
email. Then, we proceeded to schedule a time and location for a meeting, while at the same time
sending out the questionnaires. The consent forms for the interviews were sent out after
scheduling. Participants read it and then either signed (if it was available in physical form) or gave
their consent in spoken word. Additionally, the audio of the interviews was recorded and then
later transcribed. As well, we created an excel spreadsheet with the written answers of those

participants that we sent questionnaires to.

Due to the large body of information, we gathered during the interviews, while using
Content Analysis, we created several categories for presenting results and analyzing the data.
Then we came up with two main categories and seven sub categories. While the main categories

join the sub-categories into single themes, the secondary categories refer to specific pieces of
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information related to said theme. These categories derived from the thematic sections of the

interviews, so they share several common elements. Now, we outline them and briefly describe

what type of information we were looking for each one of them.

Chart 4: Categories and Subcategories for Results and Analysis

Main Category Sub-category Description
Topics from the current English curriculum do
Topics present in the|teachers and curricular researchers identify as the
curriculum most used during the English class.
Teachers' and curricular researchers' beliefs towards
Beliefs about the topics|the topics present in the current English curriculum.
present in the curriculum
Topics of the Topics that teachers and curricular researchers think
English Topics to be incorporated|that need to be incorporated or included in the
Curriculum in the curriculum current English curriculum.

Beliefs about the topics be
incorporated  in  the
curriculum

Teachers' and curricular researchers' beliefs about
the topics they think need to be incorporated or
included in the current English curriculum.

Pertinence of the
teaching-learning
of English in Chile

Beliefs on the pertinence
of the teaching-learning of|
English from the Chilean
State's point of view.

Teachers' and curricular researchers' beliefs about
how pertinent or relevant is for the Chilean Estate
the teaching/learning English as a foreign language
in exemplary and traditional public schools of
Santiago and their English Curricula.

Beliefs on the pertinence
of the teaching-learning of|
English from the teacher's
point of view.

Teachers' and curricular researchers' beliefs about
how pertinent or relevant is for teachers the
teaching/learning of English as a foreign language
in exemplary and traditional public schools off
Santiago and their English Curricula

Teachers and curricular researchers' beliefs about
the limitations to the teaching/learning process of

B.ell.efs . L7 .the English in exemplary and traditional public schools
limitations of the teaching- . . . .
. : of Santiago and their English Curricula.
learning of English
Comments or opinions, not related to the topics
Other general already mentioned, and that we considered being
commentary Comments important to highlight or mention.

Afterwards, we generated a spreadsheet that helped us organize and present more

efficiently the results of the interviews and questionnaires. The spreadsheet we created had

seven rows and eight columns.

Chart 5: Sample spreadsheet for answers of teachers and Educational researchers
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Educational researcher or Teacher
and number

On axis X, we wrote the number of each participant from the top row to the bottom row.

Then, on axis Y, we put the names of the categories from the furthest column to the left to the

furthest column to the right.

Chart 6: Sample Column Axis X with numbers of participants

Educational researcher or Teacher
and number

Educational Researcher/Teacher 1

Educational Researcher /Teacher 2
Educational Researcher/Teacher 3
Educational Reseracher/Teacher 4
Educational Researcher/Teacher 5
Educational ResearcherTeacher 6

Educational Researcher/Teacher 7

Chart 7: Sample Row Axis Y with names of the categories.

We also indicated below axis Y, the numbers of the questions of the interviews and

questionnaires that we thought would provide the most significant insight about the categories.

Chart 8: Sample of Row below Axis Y with numbers of questions for each category
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In addition, as the order of questions for curricular researchers differ slightly from the
ones we asked teachers, we generated two distinct spreadsheets, one for each (See more in detail

in the Results and Discussion section)

We filled out the sheet with direct quotes from the interviews and questionnaires that we

considered that matched and provided the most relevant pieces of information on each category.

Later on, we focused on finding connections or common features between the opinions
of teachers and curricular researchers. For that purpose, we created three more spreadsheets
with the same format as before, only without the question numbers below Axis Y and the

number of the participants on Axis X.

Chart: 9: Sample spreadsheet for common features.

Other general
commentary

The first one was dedicated to the common features among teachers; the second one
summarized the common themes among curricular researchers; and the last one recap on the
common themes among teachers and curricular researchers.

What we did was look for ideas that were the most commonly mentioned throughout the
interviews and questionnaires, and then boiling them down to short phrases or concepts (See more

details in the Results and Discussion section).
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CHAPTER 1V: RESULTS AND DISCUSSION

In this section, we will show in detail what teachers and educational experts
expressed regarding the beliefs of the topics and pertinence of the English curriculum and

teaching-learning in Chile.

To present the results, we divide the section into three parts. We first take a look
at what teachers said; then, we move on to what educational researchers said; and finally,

we focus on the commonalities between them.

We organize the results following the order of the categories we established
previously. Therefore, we start by reviewing teachers’ beliefs about the topics in the
English curriculum. We take a look at teachers’ beliefs about the topics present in the
current English curriculum. Then, we move on to teachers’ beliefs about topics they
believe should be incorporated in the curriculum. Afterwards, we examine teachers’
beliefs about the pertinence of teaching- learning of English in Chile. We start by
reviewing teachers’ beliefs about the pertinence of teaching-learning English in Chile
from the Chilean States’ point of view. Later, we concentrate on teachers’ beliefs about
the limitations of teaching-learning of English in Chile. Finally, we focus on teachers’
beliefs about the pertinence of teaching-learning of English from the teachers' point of

view. We applied the same order to educational researchers’ beliefs.

Lastly, the order of the charts for each section is organized into three sections.

In the first part, we show charts with the detailed version of the most important
contributions that each of the interviewees made for each category. Here we include
several full quotes so as to give teachers’ and researchers’ ideas as much context as
possible, and subsequently to be able to interpret them accurately later on. Then, we attach
a chart in which we summarize and organize teachers’ and researchers’ beliefs identified
throughout the interview. After this part we discuss the results in terms of their frequency,
detailing specific quotes that portray or refer to the topics being discussed. Finally, we
present two charts that sum up and systematize the common features between teachers’
and researchers’ beliefs about the topics and pertinence of the English curriculum and

teaching-learning.
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1. Teachers’ results

1.1 Topics of the English Curriculum from the teachers’ point of view
In this part, we attach the results obtained in relation to teachers’ beliefs about both the
topics present in the current English curriculum in Chile and the topics they believe should be

included in the curriculum.

1.1.1 Results “Topics present in the curriculum” and “Beliefs about the topics of
the English Curriculum”
Here, we show the results obtained in relation to teachers’ beliefs about the topics present

in the current English curriculum in Chile in their full context.

Chart 10: Results “Topics present in the English curriculum”and “Beliefs about topics present
in the English curriculum” among teachers.
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The following information for this category was retrieved from the answers to questions
1.1, 4.1 and 4.2 for “Topics present in the English curriculum” of and questions 1.1, 1.2, 1.4, 4.1

and 4.2 for “Beliefs about the topics present in the curriculum”.

1.1.2 Summary “Topics Present in the English Curriculum” and “Beliefs about the
topics of the English Curriculum” among teachers
Here we show a summary of the results obtained in relation to teachers’ beliefs about the

topics present in the current English curriculum in Chile.

Chart 11: Summary results “Topics present in the English curriculum” and “Beliefs about
topics present in the English curriculum” among teachers.

Topics of the English
curriculum
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The previous information for this category results from interpreting and comparing the
answers to questions 1.1, 4.1, and 4.2 of “Topics present in the English Curriculum” and questions

1.1, 1.2, 1.4, 4.1, and 4.2 of “Beliefs about the topics present in the curriculum.”

Concerning the “Topics present in the English curriculum”, five out of seven teachers
expressed that both interculturality and environmental issues are significant concerns in the

English curriculum.

Among other trends we can find that topics related to gender issues and civil rights” are
also of interest (two teachers each) while topics such as bullying, values, identity, customs,

working life and personal space were only mentioned by one teacher each.

In relation to “Beliefs about the topics present in the curriculum”, four teachers believe
that the topics in the curriculum are and should be connected to other subjects. Therefore, it
requires interdisciplinary work among educators. However, they are aware that it may get

repetitive and tiring for students.

Teacher 3: “Students do short presentations of each topic. They find them interesting,
even though sometimes it’s too much, because the topics seen in English coincide with those seen

in History class and they get bored”.

Teacher 1: “The idea is that the work among subjects aims at a specific goal, so as to
achieve proper interdisciplinary work. In the beginning, it was motivating for students, but as it

repeats every year, interest decreases.”

Now, four teachers hold different opinions on the predominance of linguistic-

grammatical content over topics in the current English curriculum.
Teacher 2: “The topics give the context that shapes the form with which we teach the
grammatical content. The curriculum is more focused on linguistic content, though, from which

it is inferred what to talk about.”

Teacher 5: "Even though, there is an attempt to allow space for national contingency, the

linguistic content limits the topics to only be more present in later school years.”

Teacher 6: “I think it depends on the type of linguistic content and the topic, because

there is linguistic content that really does not really require so much effort from students nor
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teachers (...) I would maintain a balance between those two. The easier it is to teach grammatical

or language-related content, the more important the topic becomes, and vice versa.”

Three teachers mentioned that the topics present in the curriculum do touch upon the

relationship between language and culture.

Teacher 1: “I believe that in here that can be possible. This year, for instance, we worked
with videos that show English-speaking culture, and from there students can learn or see places
that they think they may never visit. They are able to associate those cultural aspects with Chilean
things. For example, if they see a place that they think is better, that has more services; they
contrast it with this one, and identify which things are missing. I feel that they like those things.”

Meanwhile, other 3 expressed that the topics are decontextualized, and therefore, cause

students’ disinterest in the subject.

Teacher 2: "[The topics] do not seem to be in sync with the needs of the generation that
is currently at school (...). There is a rejection towards school as an institution and especially

English because it is not applied in students’ everyday context."

Teacher 7: “Then, [for younger students] one could say that even though they think [the
topics] are not that interesting, they understand that these may be useful, and they get why they
are seeing those topics in class. However, older students do notice that some topics are very
boring. Perhaps not boring, but rather they feel they are out of context. For instance, when we talk
about London, they ask why they are learning about London if they are never going to visit the
city. Then, questions appear about why they are learning English, taking into account what the
book shows about what supposedly English is for, and they conclude they will never actually

utilize it. Therefore, the utility completely disappears and disinterest emerges.”

Additionally, three teachers believe that teachers’ perspective and ability to adapt the

curriculum, as well as their relationship with students, may affect how topics are to be treated.
Teacher 4: “The problem lies in the implementation [of the topics]. I believe that we as
professionals are the ones that need to take control of the application of the curriculum, and how

to apply it in class so as to propitiate long-term, meaningful learning.”

Teacher 6: “The thing is how to adapt the topics, the content; the learning depends a lot

on what one as a teacher notices before teaching a class. One must have a relationship with the
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students so as to successfully establish a connection that allows students to take up on what you

are teaching.”

Three teachers agree that the topics present in the curriculum are and should be in

connection to similar situations in real life, so as to frame them in reality.

Teacher 2: “In my opinion, the topics are in connection to reality (...) and today’s

concerns."

Teacher 5: "The topics mentioned are used with the purpose of contextualizing and
appealing to students’ sense of belonging and reality”.

Moreover, two other teachers perceived a disconnection or “divorce” between the English
curriculum and the supporting instructional material as well as between the curriculum and the

school reality.

Teacher 4: “Well, there is a divorce between the curriculum and the supporting material.
It’s interesting, because at this stage, as a professional, you have to always guide your classes
according to the curriculum, and the book is understood to support learning. (...) Not to be a slave

of a book. You should not take it as it is the Bible and not change anything.”

Teacher 6: “Concerning the first one, the key part is when the curriculum declares about
similar situations to real life. I completely agree with this, but it is not really authentic when we
are learning a prepared dialogue where everyone is named Sally, Will or John. It’s similar, but
not authentic. That is why students do not pay attention to what they are learning, because what

they are learning is not real.”

Two teachers expressed that the topics lean towards being not ideologically or politically
charged.
Teacher 2: “"[The topics] are the less politicized, since they create consensus. There are

no topics where there is a discrepancy or are controversial".

In relation to minor trends we can find on the one hand, the curricular saturation in
connection to the amount of contents in the curriculum (1 teacher). Meanwhile, the same teacher
affirmed that due to English being a compulsory subject, students lose interest and motivation in

learning the topics proposed in the curriculum.

Teacher 2: “In my opinion, the volume of text in the Ministry's book is too much. I would

prefer my students to learn less vocabulary, but in a better way, so they can assimilate it better,
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than learn 10.000 words and then not use it at all (...). Learning English because you have to

generates disinterest and decreases motivation”

On the other hand, one teacher explained that the topics do actually help promote
students’ personal development. While, the same teacher thinks that topics do foster students’
critical thinking.

Teacher 5: "The topics mentioned are used with the purpose of contextualizing and
appealing to a sense of belonging and reality of students, considering as well that said topics

influence positively in the personal development of students as social beings”.

Teacher 5: "I believe that the topics are useful for students and society, since they promote

critical thinking and how to engage in meaningful discussions”.

1.1.3 Results “Topics to be incorporated in the English curriculum” and “Beliefs
about the topics to be incorporated in the English Curriculum” among teachers.
Here we show the results obtained in relation to teachers’ beliefs about the topics they

believe should be incorporated in the English curriculum in full context.

Chart 12: Results “Topics to be incorporated in the English curriculum”and “Beliefs about
Topics to be incorporated” among teachers.
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The following information for this category was retrieved from the answers to questions
1.3, 4.3 and 4.4 for “Topics to be incorporated in the English Curriculum” and questions 1.3, 4.3
and 4.4 for “Beliefs about the topics to be incorporated”

1.1.4 Summary of “topics to be incorporated in the English Curriculum” and
“Beliefs about the topics to be incorporated in the English curriculum” among
Here we show a summary of the results obtained in relation to teachers’ beliefs about the

topics they believe should be incorporated in the current English curriculum.

Chart 13: Summary of “Topics to be incorporated in the English curriculum” and “Beliefs
about topics to be incorporated in the English curriculum” among teachers.

The following information for this category results from interpreting and comparing the
answers to questions 1.3, 4.3 and 4.4 of “Topics to be incorporated in the curriculum” and

questions 1.3, 4.3 and 4.4 of “Beliefs about the topics to be incorporated”.
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Five out of seven teachers expressed that contingency topics should be incorporated into

the English curriculum.

Teacher 3: “You have to be context-updated; that’s why we don't use Ministry
textbooks”.
Teacher 5: "I feel that asking class participants is essential, and it allows you to talk about

national and international contingency”.

Three teachers expressed their interest in studying topics related to feminism, and civic

education with the same incidence.

Teacher 7: “Students want to talk about veganism, gender, their role they have in society.
That is not found in any English Book, but if you could change that, students would be a lot more

interested”.

Three teachers expressed their interest in culture and interculturality in class from

different perspectives.

Teacher 5: “I feel that it is possible to expand your class’ culture (include the teacher’s)
while analyzing and studying foreign cultures. It is an interesting and motivating exercise;
nonetheless, the fragment leaves out students’ culture. In other words, the culture that students
bring to the class which could be analyzed in class so as to provide participants of a fresh take
that benefit their personal development.”

Teacher 6: “Truth is told, lots of times we [English teachers] focus on that duopoly of
EE. UU or Great Britain too much. However, we have other English-speaking countries and
cultures which could contribute to the conversation such as South Africa and the influence of the

Afrikaans in their English o New Zealand and the Maori people”.

Furthermore, another emerging trend is teachers’ interest in sustainability and economy

as they were mentioned by of 2 teachers each.

Teacher 4: “Sustainability is not just the trees, it has to do with other areas of human
development, human rights (which was only mentioned once) (...) I would include topics of civic
education and economy that have to do with other cultures because that is what English is for, to

get to know other cultures”.
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In relation to “beliefs about the topics to be incorporated” four teachers out of seven
indicated it is relevant to develop self-confidence, respect and understanding among students in

classrooms, but that it is challenging.

Teacher 7: “It is really hard to develop self-confidence with English and it’s the same
with the topics of respect and understanding of ideas because ideas are already hard to express in
Spanish (...) and even more so if they (students) don't have the support of their surroundings to

do it; therefore, as the English classes are focused on grammar, ideas are left aside”.

Meaningful learning and topic contextualization were mentioned by three teachers each.

Teacher 2: “It is really important to focus on useful things that in the future they (students)

are going to use (...) school prepares you with contents, no for reality”.

Teacher 6: "To use English in a real context, because we always see English being used
for business, for going abroad, and truthfully, you can also take advantage of the language for

that”.

Another major trend is three teachers’ interest in the relation between language and

culture.

Teacher 4: “[We could include] cultural topics as well and how they [students] can access
more knowledge through other cultures. Getting to know the reality of other countries is very
important, so as to see what to take from them; to understand why certain things work in that

context; and which are the factors at play and how it could be applied here.”

1.2 Pertinence of the teaching-learning of English in Chile
In this part, we attach the results obtained in relation to teachers’ beliefs about both the
pertinence of teaching-learning English from the Chilean State’s and teachers’ point of view as

well as its limitations

1.2.1 Results of “Beliefs on the pertinence of the teaching-learning of English from
the states’ point of view” and “beliefs about the limitations of teaching-learning of
English” among teachers.

Here we show the results obtained in relation to teachers’ beliefs about the pertinence of

the teaching-learning of English from the State’s point of view and its limitations.

86



Chart 14: Results of “Beliefs about the pertinence of the teaching-learning of English” and
“Beliefs about the limitations of the teaching-learning of English” among teachers.
















The following information for this category result from comparing and interpreting the

answers to questions: 2.1, 3.1, 3.2, 4.1 for “Beliefs on the pertinence of the teaching-learning of
English from the states’ point of view”; 4.2 for “Beliefs about the limitations of the teaching-

learning of English”.

1.2.2 Summary “Beliefs on the pertinence of the teaching-learning of English from
the states’ point of view” and “Beliefs about the limitations of the teaching-
learning of English” among teachers.

Here we show a summary of the results obtained in relation to teachers’ beliefs about the

pertinence of the teaching-learning of English from the State’s point of view and its limitations.
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Chart 15: Summary of “Pertinence and limitations of the teaching-learning of English” among

teachers.

The previous information for this category is the result from comparing and interpreting
the answers to questions: 2.1, 3.1, 3.2, 4.1 for “Beliefs on the pertinence of the teaching-learning
of English from the states’ point of view”’; 4.2 for “Beliefs about the limitations of the teaching-

learning of English”.
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Concerning the “Beliefs on the pertinence of the teaching-learning of English from the
state’s point of view”, 5 out of 7 teachers expressed that the pertinence of teaching-learning of

English for the Chilean State is that it allows our country to participate in a globalized market.

Teacher 2: “[Learning English] Due to economic and hegemonic purposes, to connect
with the major powers (United States, China and Europe) and to produce competent human

capital”.

Teacher 4: “Everything I’ve read and studied about the topic has to do with economic
interest, due to the neoliberal economic model of our country. It is not for accessing knowledge,
because that has never been the interest of governments that have been in power since the return
to democracy until now. Then, it’s always for an economic purpose so as to get closer to be a

world power and to reach free trade agreements.”

Other trends suggested were it is important to learn English because it is the current
universal language under globalization (three teachers each). Moreover, three teachers point out
that another reason why teaching-learning English is pertinent to the Chilean State because it

allows communication.

Teacher 1:“Because of globalization, as [English] is a universal language, it is important
to learn it, because the majority of the European countries speak English. Moreover, because of
the culture, to know another language [...] to have the cultural baggage to communicate in another

language.”

Teacher 2: “Now English is a medium through which we can build an international

relationship”.

Three teachers said that English education is valuable due to the cultural baggage that

English carries.
Teacher 2: “English is a very potent language, very rich in knowledge. Lots of artists, lots
of scientists come from the English-speaking world ... it is an interesting form of getting involved

in those codes and worldviews.”

While three teachers have mixed views regard to English helping students’ advancing

towards better academic or working opportunities.
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Teacher 2: “Due to the job opportunities that it brings, since the language constitutes a
utility to the system (...) Knowing English in today’s work market is a tremendous advantage

(...) there are lots of people that lose opportunities because they didn’t know English.”

Teacher 7: “As I said before, I believe that people see English as a tool that will open
doors and will get you a better job (...) [Nonetheless] what really contributes towards students
advancement in their academic or working life has to do with students’ own success, and not

really a personal benefit, [English is] but rather a utility to the national market.”

In relation to “Beliefs about the limitations of the teaching-learning of English”, four out
of seven teachers in two different categories mentioned that the major limitations were the /imited

resources and the inadequate infrastructure.

Teacher 6: “There are always limitations [...], for example, we would like to have
adequate resources in a classroom to favour the students. In my personal experience, I have a
pretty deficient infrastructure in the classroom (...) and unfortunately, for communication
purposes that is terrible because I need students to interact with each other and them shouting
from one extreme of the classroom to the other does not help. There are schools in which there
are no projectors or to make flashcards. The solution then is to change classrooms and sometimes

that is difficult because most of them have fixed seating charts.”

Teacher 2: "In terms of technological limitations, you only have one board and one low-
quality marker. Access to projectors is limited, because we are too many. It is not like in private
schools, where you can say ‘Ok, let’s go to the computer lab where we can exchange texts with

someone that speaks English’.

Teachers stated that the curricular saturation and the linguistic-grammatical orientation

of the curriculum were essential limitations to teaching-learning of English (3 each).

Teacher 1: “The grammatical content does not help them. For this reason, it is important
to aim for conversation so that they can use the language”.

Teacher 6: “The Ministry of Education has too many expectations for 12-grade students,
which, truth to be told, cannot be fulfilled. Then, we continue having problems since the Ministry
wants our students to reach a really advanced level according to the Common European
Framework, and in reality we can’t even reach the goal of students learning more than 2 thousand

words”.
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Meanwhile, three other teachers believe that another limitation is the decontextualized

topics that do not engage students in classes.

Teacher 5: “The relevance will always be determined by how students see themselves
using the foreign language. For instance, if students can go abroad or maintain a conversation
going with natives, students will think think those skills very relevant. On the other hand, if
students don’t see any major practical application to what is being taught o how that is being

taught, its relevance will be minimal or none”.

Moreover, three other teachers mentioned that another limitation is the overpopulation of

students in classrooms.

Teacher 2 expressed that “You cannot have a two-way communication with 40 students

per classroom”.

Other limitations expressed by two out of seven teachers are the students’ attitude in the
English class.

Teacher 1: “The students’ attitude is their own limitation to learn. There is no importance
for the students to learn (English). You can motivate them to learn it, but it is not seen as useful
for them”.

Two teachers pointed out that the focus on evaluation rather than learning constitutes

another major limitation in English teaching-learning.

Teacher 2: "It is about achieving what the curriculum proposes, but there are too many
variables and pressures when exercising (...) such as the lack of time and the need for evaluation
and marks, that one loses the focus on students’ learning (...) It becomes something more
pragmatic oriented towards evaluation.”

Teacher 6: “I think what limits the most is that they [schools] ask you to get marks every
now and then, and as one wants to work with more innovative methodologies, more oriented
towards processes and not so much with results, and UTP (Technical Pedagogical Unit) allows

that but it demands marks once a month, which limits said approach”.

Two teachers recognize that another limitation is that the treatment of contents depends

on the teacher.

Teacher 4:” 1 don’t believe that curriculum-wise there is anything limiting, it is the
professional that implements it, the one who makes the decisions. Said decisions may be limiting

to students. [For instance] if you only have one approach to teaching, and you don't give students
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the opportunity students to use the language o to access the language. If you have a topic, you
have to teach what is demanded by law, but you can create material or complement the existing

material, so it is not impossible either way”.

Finally, one teacher believes that constant interruptions in classes are another limitation

in the teaching-learning of English.

Teacher 4: “At schools there are always contingencies and emerging events that need to
be solved immediately or it can interrupt the class that is a limitation, it interrupts the pace of the

class, the concentration of students, so it is complicated”.

1.2.3 Results “Beliefs about the pertinence of teaching-learning of English from
teachers’ point of view” among teachers.
Here we show the results obtained in relation to teachers’ beliefs about the pertinence of

the teaching-learning of English from the teachers’ point of view.

Chart 16: Results of “Beliefs about the pertinence of teaching-learning English from the teachers’

point of view.”” among teachers.
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The following information for this category was retrieved from the answers to questions
2.2,3.3,4.3, and 4.4 for “Beliefs about the pertinence of the teaching-learning of English from

the teachers’ point of view”.

1.2.4 Summary “Beliefs about the pertinence of the teaching-learning of English
from the teachers’ point of view” among teachers
Here we show a summary of the results obtained in relation to teachers’ beliefs about the

pertinence of the teaching-learning of English from the teachers’ point of view.

Chart 17: Summary of “Beliefs about the Pertinence of teaching-learning of English” and

“Beliefs about the limitations of the teaching-learning of English among teachers.
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The following information for this category result from comparing and interpreting the

answers to questions: 2.2, 3.3, 4.3 and 4.4 for “Beliefs about the pertinence of the teaching-

learning of English from the teachers’ point of view”.

Four teachers mentioned that English education is important since they have the

opportunity of engaging with issues regarding culture and interculturality.

Teacher 1:“One tries that they respect other cultures and make connections or find
differences between their own culture and others. But, as I said, sometimes some students do not
want to do anything related to English, and it is difficult to promote respect to other cultures, but

still one tries to.”

Teacher 3: "Here, as there are migrant kids, they [students] listen to each other and respect

each other a lot, but it depends on the teacher too”.

Teacher 5: “I believe that one should teach a second or foreign language, since it brings
benefits, such as the access to culture and the development of other varied abilities. Yet, I also
consider that English should be an optional subject. Promoting English as the only foreign
language just separates us further from other foreign cultures that could be just as beneficial in

the pedagogical development of students.”

Teacher 7: “Then, teaching a language is good, definitely it is for me and for younger
kids, since they are able to understand the world in a different way, and English is their closest
language, even when distance-wise we have Brazil and Portuguese just next to us, yet it is not
easy to travel to Brazil. That would be the only incentive to learn it. However, we can watch
movies in English without subtitles or listen to music with the purpose of bringing kids and

English closer together.”

Meanwhile, four teachers believe that teaching-learning through the communicative

approach is actually important and pertinent in Chilean classrooms.
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Teacher 1: “English should be taught at school, because nowadays the internet is the
medium through which we communicate with many people, and the majority of people speak

English. It is the universal language”.

Teacher 4: “Yes, because I remember communicating with some students through email
when they submitted their papers in 2011. We also did online assessments, but that is not very
common. Nowadays, we would have to use social media so as to communicate with students.

However, it is still not very appropriate since they are minors.”

Teacher 5: "Considering that we teach and learn English as a foreign or even additive
language, 1 encourage practicing English outside the classroom, through interesting readings,
music or movies of their taste, so as to propitiate a discussion of the material in class. Asking
them to speak in English when there is no genuine communicative intention makes no sense when

teaching English as a foreign language.”

In addition, three teachers mentioned that it is important to take advantage of teaching

English at schools since they constitute the official site where learning takes place.

Teacher 2: “It is necessary to take advantage of these available spaces.”

Teacher 4: “Yes, and maybe not only English, but it is very important to have access to
other languages. There is nothing you can lose learning another language, there are only benefits
at a neuronal level, at a linguistic level, at a cultural level. It opens your mind a lot learning another

language, accessing other cultures, accessing knowledge (...)”.

Teacher 7: "The only way to motivate students, truthfully, is through those who have an
interest in learning more, since it is pretty difficult to motivate people who do not want to learn
anything. I tell the one who does the best to go to Ministry courses, summer and winter camps,
0 as not to miss opportunities of practicing the language. The other thing I tell them is to watch

TV shows and listen to music in English, since it is an easier and familiar way to practice.”

Besides, two out of seven teachers stated that English education is crucial for developing
the self-confidence of students.
Teacher 3:“English boosts self-confidence through recognizing and sharing their own

ideas, experiences, and interests”.
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Teacher 5: "Yes, it all depends on the skills that you work with, the activities that you use,
and the material that you present in class. These soft skills (self-confidence and respect] transcend

the language barrier and have nothing to do directly with its teaching-learning [English]”

And, the same quantity of teachers declared that learning English helps students accessing

information.

Teacher 1: “It is important to know how to speak another language that it is not your own.
Besides, students also have aspirations of entering university, which science courses require the

language and the majority of careers have it as a compulsory subject”.

Lastly, only one teacher points out that English education nowadays is crucial since

universities require more English.

Teacher 1: “Majority of the careers have it [English] as a compulsory subject”.

1.3 Other general commentaries
Another category that is not related to the topics discussed in the following, hence it is
essential to highlight any commentary teachers gave about education in order to have a broad

perspective on their beliefs.

Chart 18: Other general commentary from teachers.

Teacher |Other general commentary

“Como que esta instalado esto del anti imperialismo, entonces como que no les gusta por ese lado
el Inglés, entonces como que cuesta que valoren y respeten las otras culturas. Creo que ellos [el
ministerio] igual trataron o investigaron, hablando con profesores de Inglés, sobre el tema [acercar
Teacher |las lineas curriculares a [@s profesor@s], pero creo que es la experiencia lo que te va dando lo que
ta tienes que hacer o como hacerlo. Yo creo que es la experiencia de cada profesor mas que la

1

incidencia del curriculum en si mismo como herramienta.”

2. Educational researchers’ results

2.1 Topics of the English Curriculum
In this part, we attach the results obtained in relation to educational researchers’ beliefs
about both the topics present in the current English curriculum in Chile, and the topics they believe

should be included in the curriculum.
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2.1.1 Results of “Topics present in the English Curriculum” and “Beliefs about the
topics present in the English Curriculum” among educational researchers.
Here we show the results obtained in relation to educational researchers’ beliefs about the

topics present in the current English curriculum in Chile in their full context.

Chart 19: Results of “Topics present in the English curriculum” and “Beliefs about topics present

in the English curriculum” among educational researchers.
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The information for this category was retrieved from answers to questions 1.1, 4.1, and
4.2 for “Topics present in the English curriculum” and questions 1.3, 1.4, and 1.5 from “Beliefs

about the topics of the English curriculum.”

2.1.2 Summary “Topics present in the English Curriculum” and “Beliefs about the
topics of the English curriculum”
Here, we show a summary of the results obtained in relation to educational researchers’

beliefs about the topics present in the current English curriculum in Chile.

Chart 20: Summary “Topics present in the English Curriculum” and “Beliefs about the topics

present in the Curriculum” among educational researchers.

Topics of the
English

curriculum
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The information for this category results from interpreting and comparing the answers to

questions 1.1, 4.1, and 4.2 of “Topics present in the English Curriculum” and questions 1.3, 1.4,

and 1.5 of “Beliefs about the topics present in the curriculum.”

Five out of seven educational researchers mentioned that they are acquainted with “the
topics present in the English curriculum” without giving further details about it. On the other
hand, 2 out of 7 educational researchers expressed that they are not acquainted with “the topics

present in the English curriculum.”

Concerning “Beliefs about the topics present in the curriculum,” six out of seven
educational researchers indicated that the topics of the curriculum constitute a reflection of the

imperialist imposition of English.

Educational researcher 2: “There are related with the interest of a neoliberal and capitalist

system that governs us.”

Educational researcher 5 “When there is no critical teaching of English, evidently the

ideological imposition is imperialist, neocolonial and with social differentiation.”

Four out of seven researchers mentioned that the topics of the curriculum reflect an
instrumentalized notion of the language. Another four indicated that there is a misalignment of

the curriculum with other instructional materials.

Educational researcher 2: “I definitely believe that learning English is seen as an
instrumentalization of the language, which has been given at schools, and from there should be
the changes. I believe that most of the units are out of a certain range of students at schools,
interests, or needs. Thus, I think that a deeper understanding of our own reality appeals to students
at schools [...] for what I believe, a vision to our own culture is a positive alignment to topics that

they can appreciate...”.

Three out of seven educational researchers indicated that the lack of teachers’ flexibility

when teaching the topics present in the curriculum.
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Educational researcher 1 “A teacher needs to have the capacity to flexibilize, adapt and
collect, not erase per se because I didn’t like something or stick to it (curriculum) as it is a kind
of bible”.

Moreover, three out of seven educational researchers referred to topics being a reflection
of standardization. As well they complained about curricular saturation concerning the number of

topics in the curriculum.

Educational researcher 5: “The problem is that the national curricula are understood as

standardized.”

Also, three out of seven educational researchers mentioned that the neutral nature of the
topics present in the curriculum represents a sort of indoctrination into this instrumentalized

notion of language.

Educational researcher 5: “It is focused on the abilities and real-life routines. It is the
extreme instrumentalization of the language [...] Preparing a technical, functional, and
instrumental person that is not being educated [...]. This is pure indoctrination introduced as

neutrality”.

Another trend mentioned by two educational researchers referred to decontextualization

as one of the main issues of the topics present in the curriculum.

Educational researcher 3: “There is a cultural shock. The issue is the
decontextualization, so how did I expect it to make it attractive and motivating for the students,

because we are basically talking about things they do not relate to it”.

2.1.3 Results of “topics to be incorporated in the English Curriculum” and “Beliefs
about the topics to be incorporated” among educational researchers

Here we show the results obtained in relation to teachers’ beliefs about topics they believe

should be incorporated in the current English curriculum in Chile in full context.

Chart 21: Results of “Topics to be incorporated in the English Curriculum “and “Beliefs about

topics to be incorporated in the English Curriculum” among educational researchers.
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The information for this category was retrieved from the answers to questions 1.1, 4.3
and 4.4 for “Topics to be incorporated in the English Curriculum” and questions 1.1, 1.2, 4.3 and

4.4 for “Beliefs about the topics to be incorporated in the English Curriculum”.

2.1.4 Summary “Topics to be incorporated in the English curriculum” and “Beliefs
about the topics to be incorporated in the English Curriculum” among educational
researchers.

Here we show a review of the results obtained in relation to educational researchers’

beliefs about the topics to be incorporated in the current English curriculum.

Chart 22: Summary of “Topics to be incorporated in the English curriculum” and “Beliefs about

topics to be incorporated in the English curriculum” among educational researchers.

The information for this category was retrieved from the answers to questions 1.1, 4.3

and 4.4 for “Topics to be incorporated in the English Curriculum” and questions 1.1, 1.2, 4.3 and
4.4 for “Beliefs about the topics to be incorporated in the English Curriculum.”
Regarding the former, five educational researchers have mixed views about incorporating

topics that are contextualized into the English curriculum.
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Educational researcher 1: “The problem topics have and that will always have is that they
are not really well adapted to the territories, that means that to a teacher doing classes in Chiloé¢
probably there will be a lot of things without the same sense than to a teacher in Santiago. That is
why there are general and broader topics, and more than focusing on the topics one should
concentrate in how to adapt it to the context. In general, I feel that the topics are one of the best

parts of the curriculum”.

Educational researcher 3: “That is why a territorialized curriculum is necessary, so all the
active members of the community can express their views and help in the creation process of the

English curriculum of that specific place”.

Three out of seven educational researchers believe that the topics that need to be included

in the curriculum need to be contextualized.

Educational researcher 4:“[The topics should entail] the study in general of the
characteristics of a form of life, if it is urban; about the areas of interests of society, its challenges,
culture, technological development, means of communication ... a relevant and significant
phenomenon that not only entails daily life, but significant daily life at a national, regional,

neighbourhood and family level”.

Educational researcher 7: “I try to use topics that are connected to their contexts or that
are proposed by them or them. I never impose what to teach, and I accept any type of suggestion,

that can differ in terms of context, level of proficiency which students are”.

Finally, teachers also mentioned that the topics that should be included in the English
curriculum need to be aligned with a critical vision of teaching that promotes significant learning

(two each).

Educational researcher 4: “[It should be aimed towards] critical dominion/proficiency
over the English language. Students need to understand the instrumental purpose of English in
our culture that has to be oriented towards a much more communicational perspective than in the
sense of being proficient in the language per se. Then, if I, as a student of English, am aware of
that, it can orient the teaching of English in such a way that it increases and orients my own

enthusiasm of learning it”.

Educational researcher 6: “Doing fieldwork such as going to a park with students, and

explain to them that we will go few blocks down here, over there, and observe and take notes
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about what they are looking at, and in that instance putting into practice the knowledge necessary,

such as which verb tense to use to describe what is happening”.

On the next category, contextualized topics emerge yet again as a massive concern
according to four researchers. At the same time, another four teachers considered that the topics

to be incorporated should deepen the connection between culture and language.

Educational researcher 2: “I believe a lot of topics are out of the range of interests and
needs of students in schools; therefore, 1 believe a vision their own culture is a good
approximation to topics more related to them than to the ones they can appreciate (in the national
curriculum). Language is part of culture and if students have an appreciation for culture and
everything this means, all the cultural expressions inside their own contexts can bring them

(students) closer to the language we (teachers) are trying to teach”.

Educational researcher 3: “The Ministry of Education should only give guidelines that

must be adapted to the school reality you are in.”

One last trend is a critical vision that according to the chart above was mentioned by 3

educational researchers.

2.2 Pertinence of the teaching-learning of English
In this part, we attach the results obtained in relation to educational researchers’ beliefs
about both the pertinence of teaching-learning English from the Chilean State’s and teachers’

point of view as well as its limitations.

2.2.1 Results of “Beliefs on the pertinence of the teaching-learning of English from
the states’ point of view” and “Beliefs about the limitations of the teaching-
learning of English” among educational researchers.

Here we show the results obtained in relation ti educational researchers’ beliefs about
the pertinence of the teaching-learning of English from the State’s point of view and

1ts limitations.

Chart 23: Results of “Beliefs about the pertinence of the teaching-learning of English in Chile

from the States’ point of view” among educational researchers

Pertinence of the teaching-learning of English in Chile
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Chart 24: Results of “Beliefs about the limitations of the teaching-learning of English” from the
educational researchers’ point of view.

- Pertinence of the teaching-learning of English in Chile







The information for this category was retrieved from the answers to questions 1.7, 2.3,

3.1 and 3.2 for “Beliefs on the pertinence of the teaching-learning of English from the State’s
point of view”, questions 1.7, 2.1, 2.2, 2.3, 3.1, 3.2 and 3.3 for “Beliefs about the limitations of
the teaching-learning of English.”

2.2.2 Summary “Beliefs on the pertinence of teaching-learning of English from the

states point of view” and “beliefs about the limitations of the teaching-learning of

English” among educational researchers.

Here we show a summary of the results obtained in relation to educational researchers’
belief about the pertinence of the teaching-learning of English from the State’s point of view and

its limitations.

Chart 25: Summary of “Beliefs about the Pertinence of teaching-learning of English” and
“Beliefs about the limitations about the teaching-learning of English” among educational

researchers
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The information for this category was retrieved from the answers to questions 1.7, 2.3,

3.1 and 3.2 for “Beliefs on the pertinence of the teaching-learning of English from the State’s
point of view”, questions 1.7, 2.1, 2.2, 2.3, 3.1, 3.2 and 3.3 for “Beliefs about the limitations of
the teaching-learning of English”.

Concerning the former category, a significant trend of six researchers believes in the

instrumental utility of English. They all consider English as a means for obtaining material gain

or access knowledge and information.
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Educational researcher 2: “My impression is that there are a lot of teachers that lean
towards this idea of teaching English because it is a tool that allows students to access better

salaries, better job opportunities. I believe lots of people agree with that.”

Educational researcher 3: “Chile, in order to be competitive under a market perspective,
should have a population able to communicate with other countries, and at this moment, English
is the lingua franca. Then, Chileans would be able to see an improvement in global economic

terms".

Educational researcher 4: “The word utility is in connection to instrumentality (...) If I
think of someone who is interested in knowledge, there is an almost infinite volume of knowledge

written in English. It’s a door to knowledge itself.

Following that trend, four researchers conceive English as a way of accessing and

participating in the global world.

Educational researcher 3: "We have to understand [English education] as a process of
globalization and opening to markets. Think about the fact that Chile is a country that has a great
amount of free trade in the world. Then, how is that we contact other countries? probably through

a lingua franca.”

Three researchers believe that learning English serves capitalism and the hegemony of

the English speaking countries and culture.

Educational researcher 7: “[We learn English] to enter the global economy, since the
United States is the great capitalist ruling power. Then, English is established as the language is

global communication, since education in this country is a service to the economy”.

Educational researcher 6: “Unfortunately, we are bound by language. [English] is the

capitalist language.”

Educational researcher 2: “A genuine interest to understand, critique, accept and compare
cultures from different contexts, from our own culture, in contrast with this culture that
systematically provides products and services which we are consumers of. Then, it is interesting

to see it from that point of view, from how this hegemony is then translated into different actions”

Meanwhile, two researchers think that English allows them to access other foreign

cultures.
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Educational researcher 2: “There is a great number of us, I include myself in that
description that enters this world because of particular interest. A genuine interest in
understanding, critiquing, accepting, and comparing cultures from different contexts, from our

own culture (...)".

Educational researcher 3: “[English education] as access to multiculturality. How I
conceive of other cultures through their own language (...). Depending on how frequent Chile has

contact with different cultures, our fears disappear and we are open to new possibilities to grow.”

Finally, one researcher sustains that learning English is an act of social justice.

Educational researcher 3: "Due to the sense of social justice that teaching English brings.
Previously, only elites learned foreign languages, and now due to social justice that has to be

mandatory for every member of this country.”

Regarding the latter category, four researchers believe that the difference in
socioeconomic conditions significantly affect the quality of the learning-teaching of English and

explain the difference in achievement in different social status.

Educational researcher 3: "When I worked at a private school, learning English was really
relevant, because practically every student aspired to study abroad in an English-speaking
university. They had contact with native speakers. However, when I worked at a socially
vulnerable school, the contact with natives was minimal, the probability for them to travel abroad

was also minimal and even more so the possibility to access higher education.”

Educational researcher 6: “Much of the time, due to the evident difference in achievement
that my students have, it was challenging to teach new content. Then, if I had to take more time
to teach said content, I did, even if I had to spend a whole month teaching the basic stuff, for us
at least.”

Two researchers recognized how little pertinent and irrelevant is English for students,

especially those of public schools, after graduation.
Educational researcher 2: "You can do very little about schools, and English proficiency

is not enough. That is because, in this country, graduating from high school does not assure

anything. Few people can get a job with a more or less sufficient level of English proficiency.”
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Educational researcher 7: “The relevance of learning-teaching English is little to none.
What is being taught at schools is not in connection with the context, nor the interests of students.

Then, it is totally useless.”

Educational researcher 4: “I believe that [the value of English] depends on the motivation
of the few who are interested in continuing their studies or obtaining new job opportunities. Other

than that, it is not relevant and useful”.

Among other limitations, we can find the age difference of teachers as well as adverse
systemic conditions significantly affect the approach to the teaching of English (1 researcher
each).

Educational researcher 1: "The age difference among teachers. For instance, those over
50 conceive English as a way to get a job more than accessing other cultures. (...) New generations

of teachers may know how to do it, but older teachers may not”.

Another one researcher complained about the U.C.E * and its role in inadequate curricular
design. Meanwhile, another researcher expressed that the problem of curricular design lies in

limited participation of the school community.

Educational researcher 1: “What U.C.E has done is to send online surveys, about 10.000
to 30.000 teachers, which is the minimum legally, but they do not ask teacher anything really
needs to listen in order to do something significant. A lot of people from the U.C.E feels that they
know better than teachers, and they work based on that, taking into account that most of their
school experience is from 10 years ago or that they worked at private schools. That is the main

problem”.

Educational researcher 3: "That also says a lot about how public policy is made: top-
down. Then, someone designs and makes the rest learn something. If it were bottom-up, each
community would have a say and they would probably say that English is not the foreign

language we really need”.

One researcher was concerned with how the teaching-learning of English may create

tension and crash with students' beliefs.

* U.C.E stands for “curriculum and evaluation unit” from the Chilean Ministry of Education. In charge of
the curricular development and evaluation of plans and programmes of pre-basic, basic and highschool
education.
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Educational researcher 6: “I believe that these topics that we work with can cause
rejection among students, depending on the context where you are living and teaching. It’s like
walking on thin ice if we want our students to learn or see something without imposing anything.
[Teaching English] supposes a constant tension. It also depends on how you teach it (...) all the

time you are tensing, respecting others, from the dialogical nature of teaching”.

2.2.3 Results of “Beliefs on the pertinence of teaching-learning of English from the
teachers’ point of view” among educational researchers
Here we show the results obtained in relation to educational researchers’ beliefs about the

pertinence of teaching-learning of English from the teachers’ point of view.

Chart 26: Results of “Beliefs about the pertinence of the teaching-learning of English from the

teachers’ point of view” from the educational researchers’ point of view.

122






The information for this category was retrieved from the answers to questions 2.3, 3.1,
3.2, 4.3 and 4.4 for “Beliefs about the pertinence of the teaching-learning of English from the

teachers’ point of view”.

2.2.4 Summary “Beliefs on the pertinence of teaching-learning of English from the
teachers’ point of view” among educational researchers.
Here we show a summary of the results obtained concerning educational researchers’

beliefs about the pertinence of teaching-learning of English from the teachers’ point of view.

Chart 27: Summary of “Beliefs about the pertinence of the teaching-learning of English in Chile

from the teachers’ point of view” among educational researchers.
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The information for this category was retrieved from answer to questions 2.3, 3.1, 3.2,

4.3 and 4.4 for “Beliefs about the pertinence of the teaching-learning of English from the teachers’

point of view”.

Four out of seven educational researchers declared that English teaching-learning, in

order to be pertinent has to be contextualized and territorialized

Educational researcher 3: “Public policy related to teaching English should allow access
to everyone who wants to learn English to do it; now the utility depends on each educational
establishment. Public policy should be adapted to the contexts (...) [We need to] establish

communication with the communities. We have to speak with the communities.”

In addition, three educational researchers indicated that the English education is pertinent

in the way it is a tool for social struggle and for achieving social justice.

Educational researcher 4: "[In public education] there’s a commitment with quality
improvement and there’s a principle of social justice, from there I see a development of critical
awareness [concerning teaching] (...) Students should feel motivated. The socially vulnerable kid
from a public school or charter school asks himself, ‘Why the £*** am I learning English for?” in
terms of their life projects. Then, of course, how can they be motivated to understand songs in
English maybe. That’s difficult.”

Educational researcher 5: “The English language can be a language of protest, but also

the language of domination..."

Educational researcher 6: “We take language as a tool for social struggle, because ‘how

are you going to fight against the enemy if you do not know their language [English]?’. However,
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if we know the language, you have something to fight with. Any language is valid. We cannot be

disconnected from each other, regardless if we do not like capitalist ideologies and of the sort.”

Similarly, the same number of researchers aftirmed that English education can be oriented

towards a critical teaching approach.

Educational researcher 1: “In English one can promote respect towards other cultures,
because in English one can bring globalized topics into the classroom. However, in chemistry, it
is just chemistry and numbers, very concise, but in English you can do more, but that depends on

the teacher”.

Educational researcher 2: “English should be taught due to the same reason anything is
taught, for instance, philosophy, history, mathematics. They allow a broader understanding of
life. Maybe not English in particular, but maybe other languages, I hope we can move in that

direction”.

Educational researcher 3: “English by itself does not promote critical reflection, the
learning should be oriented towards that way; nonetheless, the curricular design fails in that
sense”.

Moreover, three out of seven interviewed researchers expressed that English teaching-

learning is relevant due to its connection to other cultures

Educational researcher 2: “It allows an understanding of life in a more general sense”.

Last but not least, two researchers asserted that the English language education is
pertinent in the degree the teacher is able to adapt their teaching practices and the curriculum to

the context.
Educational researcher 1: “Contextualization, [promoting] critical thinking, self-
confidence, and [teaching] culture depend on the teacher.”

2.3 Other general commentary
Another category that is not related to the topics discussed is the following, hence it is
essential to highlight any commentary educational researchers gave about education in order to

have a broad perspective on their beliefs.

Chart 28: Other general commentary from educational researchers
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Other General
Commentary
Name Comment

“Nos fracturaron las comunidades, recién en este estallido social nos estamos

: conociendo.”
Educational . . ) )
Ojo con el concepto comunidad. Si le doy el poder a las comunidades, puede

researcher 4 destruir la educacion.”

“Con el Inglés es muy dificil generar autoconfianza de hecho les genera menos
Educational confianza y sucede lo mismo con el respeto y la comprension de ideas. ya es dificil

en espafiol, por ende, en inglés serda mas complejo y si le sumamos el enfoque
Researcher 6 gramatical, es peor.”

3. Common features among teachers and educational researchers

In this part, we attach a summary of the common features between teachers and
educational researchers’ beliefs regarding the previously mentioned categories. We divide this
section into two. First, we take a look at the common features regarding the topics present and to
be incorporated in the current English curriculum. Second, we examine the common features
concerning the pertinence of the teaching-learning of English, from the State’s and teachers’ point

of view as well as its limitations.

3.1 Common features in “Topics present and to be incorporated on the
curriculum”
Here, we take a look at the common features between teachers’ and educational

researchers’ about “Beliefs about the topics present in the English curriculum”, “Topics to be
incorporated in the English curriculum”, and “Beliefs about the topics to be incorporated”. In this
section, we did not include the category “Topics present in the curriculum”, since we did not
enquire which specific topics did educational researchers were familiar with. Therefore, we
focused mainly on their beliefs about said topics. This constitutes a limitation in our research,

which we explain later in the Limitations section.

Chart 29: Common features of “Topics present and to be incorporated “among teachers and

educational researchers.
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The information for this category was retrieved from answers to the following questions.
For teachers, the questions were 1.1, 4.1, 4.2 of “Topics present in the Curriculum”; 1.3, 4.3, and
4.4 of “Topics to incorporate”; and 1.3, 4.3, and 4.4 of “Beliefs about the topics to be
incorporated”. For educational researchers the questions were 1.1, 4.1 and 4.2 of “Topics present
in the Curriculum”; 1.1, 4.3 and 4.4 of “Topics to be incorporated in the Curriculum”; and 1.1,

1.2, 4.3 and 4.4 of “Beliefs about the topics to be incorporated”.

3.2 Common features in “Pertinence on the teaching-learning of English.”

Here we take a look at the common features between teachers’ and educational
researchers’ beliefs about the “Pertinence of teaching-learning English from the State’s point of
view”, and “Limitations of the teaching-learning of English”, “Pertinence of the teaching-learning

of English from the teachers’ point of view”.

Chart 30: Common features of “Pertinence of the teaching-learning of English in Chile” among

teachers and educational researchers.

Beliefs on the Number of Number of
pertinence of| Number of | educational Number of | educational
the teaching-| teachers | researchers teachers | researchers
learning of that that Beliefs about the that that
English from| mentioned | mentioned or|limitations of the| mentioned |mentioned or
the states’| or referred | referred to |teaching-learning of| or referred | referred to
point of view | to the term | the term |English to the term | the term
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Condiciones sistémicas
adversas: recursos
limitados,
infraestructura

insuficiente, cantidad

Acceso a excesiva de estudiantes.
culturas 3 2 & * *
Ventajas Situacion/Diferencia
economicas 5 6 socioecondmica 1 4
Descontextualizacion y
Acceso a poca relevancia y
Globalizacion 3 4 utilidad en la vida real 3 4

Disefio curricular

deficiente 1 1

Formacion docente

deficiente 1 2

Saturacion académica 3 1

The information for this category was retrieved from answers to the following questions.
For teachers the questions were 2.1, 3.1, 4.1 and 4.2 of “Beliefs on the pertinence of the teaching-
learning of English from the State’s point of view”; 2.3 and 3.2 of “Beliefs about the limitations
of the teaching-learning of English™; and 2.2 ,3.3,4.3 and 4.4 of “Beliefs about the pertinence of
the teaching-learning of English from the teachers’ point of view”. For educational researchers
the questions were 1.7, 2.3,3.1 and 3.2 of “Beliefs on the pertinence of the teaching-learning of
English from the State’s point of view”; 1.7, 2.1, 2.2, 2.3, 3.1, 3.2 and 3,3 of “Beliefs about the
limitations of the teaching-learning of English”; and 2.3, 3.1, 3.2, 4.3 and 4.4 of “Beliefs on the

pertinence of the teaching-learning of English from the teachers’ point of view”.

Chart 31: Common features of “Pertinence of the teaching-learning of English in Chile” among

teachers and educational researchers.
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Beliefs about the pertinence of the | Number of teachers that Number of educational
teaching-learning of English from |mentioned or referred to|researchers that mentioned or
the teachers’ point of view the term referred to the term
Acceso a la informacion 2 3

Intercultural 4 3

The information for this category was retrieved from answers to the following questions.
For teachers the questions were 2.1, 3.1, 4.1 and 4.2 of “Beliefs on the pertinence of the teaching-
learning of English from the State’s point of view”; 2.3 and 3.2 of “Beliefs about the limitations
of the teaching-learning of English™; and 2.2 ,3.3,4.3 and 4.4 of “Beliefs about the pertinence of
the teaching-learning of English from the teachers’ point of view”. For educational researchers
the questions were 1.7, 2.3,3.1 and 3.2 of “Beliefs on the pertinence of the teaching-learning of
English from the State’s point of view”; 1.7, 2.1, 2.2, 2.3, 3.1, 3.2 and 3,3 of “Beliefs about the
limitations of the teaching-learning of English”; and 2.3, 3.1, 3.2, 4.3 and 4.4 of “Beliefs on the

pertinence of the teaching-learning of English from the teachers’ point of view”.

Regarding the “Beliefs on the pertinence of the teaching-learning of English from the
States point of view”, which we can find in Chart 15 and 25, both teachers and educational
researcher recognize that teaching English as a foreign language allows students to access other
cultures. For instance, two educational researchers referred to the topic; whereas, three teachers

refer to the cultural baggage of the English language.

Teachers and educational researchers also identify the economic advantages that learning
English brings. For instance, five teachers refer to these advantages in terms of participating in a
global market; meanwhile, six educational researchers refer to these topics as the “instrumental
value of the English language”, as well as the degree it allows access to academic and job

opportunities.

Teachers and educational researchers share the belief that English will enable them to
participate in a globalized world. Three teachers mentioned globalization among their

motivations; meanwhile, four educational researchers mentioned the globalized world.
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In the same Chart 15 and 25, we find the beliefs of teachers’ and educational researchers’
in connection to the “limitations of the teaching-learning of English”. We notice several trends in

this category.

The first limitation concerning the decontextualized and irrelevant nature of the teaching-
learning of English in the Chilean context. In this regard, three teachers referred to the
decontextualized topics of the curriculum; while, four educational researchers pointed out the
irrelevance and lack of utility of English after high school, which could have a detrimental effect

on students’ interest in the subject.

The second limitation is related to the academic saturation of the curriculum. On the one
hand, we have three teachers that it point as a major problem in their pedagogical practice and

only one researcher that refers to the curricular saturation.

The third limitation is related to inadequate teacher training. Two educational researchers
refer to the responsibility of teachers towards the adaptation of the curriculum; meanwhile, one

teacher expresses that teacher education does not prepare them to undertake such task.

The fourth limitation is in connection to the socio-economic backgrounds of each school,
which affects the quality of the teaching-learning of English. One teacher and four researchers

talk about this difficulty in terms of access to resources mostly.

The fifth limitation we refer as “adverse systemic conditions” an umbrella term for other
related issues. The term was coined by one educational researcher; however, most teachers
referred to concrete problems such as limited resources, inadequate infrastructure and

overpopulated classrooms.

Lastly, we focus on the “Beliefs concerning the pertinence of the teaching-learning of

English from the teachers’ point of view”. Here, we find two major trends.

The first one concerning the connection between the English language and access to
information. Two teachers highlighted said advantage; meanwhile, three educational researchers

pointed out that said access of information might be weaponized as a tool for social struggle.
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The second one concerning the access to interculturality related to the English language.
Four teachers highlighted that through English, students are able to access a myriad of other
cultures; meanwhile, three educational researchers point out the importance of studying culture

during the English classes.
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CHAPTER V: ANALYSIS

In this section, a detailed and further analysis is found respecting the teachers and
educational researchers’ interviews. Several opinions expressed by the interviewees were
grouped in the following five main lines with their corresponding sub-lines which were
carefully selected from what both teachers and educational researchers mentioned the
most, giving especial emphasis to each of them in terms of language education deficiency
and required aspects of both the English curriculum and the English language education
in general. The main lines were classified into contextualization/decontextualization,
inadequate curricular design, globalization/instrumentalization, interculturality, and

critical perspectives on English language education.

1. Contextualization / Decontextualization
The results of the interviews demonstrate clear support for two conceptions that have been
developed throughout our research. The results provide evidence of the decontextualization
perception in the current national curriculum, and they also highlight the importance of

establishing a contextualized national curriculum.

First of all, one relevant trend respecting this first one was the “Demand for
contextualization.” Teachers and educational researchers expressed concerns that align more or
less with a grassroot educational project since it entails the recognition to all the members of an
educational community in relation to an internal and external improvement in their educational
process. According to this perspective, their main demand to transform the decontextualization
was associated with students’ interests and needs. Thus, teacher 5, in chart 14, mentioned that “if
students do not see any kind value or use to what is taught, the pertinence would be minimum or
zero.” Moreover, in line with the previously mentioned, Educational researcher 3, in chart 19,
expressed that “the issue is the decontextualization, so how did I expect it to make it [the content]
attractive and motivating for students because we are basically talking about things they do not
relate to.” Both examples show the significance of pertinence of what is being taught and/or
learned to a specific school community. So, from the TEFL perspective, we can clearly contrast
the previous ideas about decontextualization with Teacher 6 in chart 21, in which they pointed
the need "to use English in a real context, because we always see that English is taught for
business, for going abroad...”, reinforcing the demands for a grassroot education and the need for

the teaching/learning process to be pertinent.
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Following the same line, another trend are the “adverse conditions of the public
educational system,” which were mainly highlighted by teachers at schools. In this sense, teachers
immersed in the public education can clearly identify the detrimental effects of neoliberal
education in the teaching/learning process of students of said establishments. Due to education is
seen as a commodity, the incompetence of the state in achieving equality in the public educational
sphere becomes evident. Results demonstrate said concerns as Teacher 1 said, in chart 14, that
“the resources are limited.”. Meanwhile, Teacher 6, in chart 14, supports this by saying :“there
are always limitations [...], for example, we would like to have adequate resources in a classroom
to favor the students. In my personal experience, I have a deficient infrastructure in the

classroom”.

Additionally, Teacher 2, in chart 14, stated that “there is limited space that the schools
offer,” and also, in chart 14, she made a comment about the number of students: “you cannot have
two-way communication with 40 students per classroom”. These issues are seen as limitations to
the teaching and learning process of students at public schools, which is evidence of the social
inequality of the public school system, which in turn may impede the proper adaptation of the
curriculum. This is because what is meant to be learned, what is explicitly stated in the curriculum,
does not take into account the realities of the school communities, and which subsequently

translates to a decontextualized and not pertinent learning.

Another trend in line with the previously mentioned is how the “Socioeconomic
backgrounds affect the quality of the teaching-learning process”. Said inequalities in education
are a consequence of the existing neoliberal educational system in Chile. In this sense, the
curriculum has a significant impact on education since its globalized perspective clashes with the
school reality. For example, Teacher 7 in chart 10, exemplifies that: “for instance, when we talk
about London, they [students] ask why are they learning about London if they are never going to
visit the city. Then, questions emerge about why they are learning English, since what the book
shows about , what supposedly English is for, and they conclude they will never actually use it
[English]. Therefore, the utility is non-existent and there’s disinterest.” In addition to that,
Educational researcher 3 comments, in chart 23, about his own personal experience at the school
system. He says "when [ worked at a private school, learning English was really relevant. Because
practically every student aspired studying abroad and in an English-speaking university; they had
contact with native speakers. However, when I worked at a socially vulnerable school, the contact
with natives was minimal, the probabilities for them travelling abroad were also minimal and even
more so the possibility to access higher education.” Then, we can identify how socioeconomic
backgrounds affect the quality of the teaching-learning process, because English curriculum does

not effectively gather elements present in the realities of the diverse sectors of society, and for
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that reason English language education is mainly seen as a privileged and segregational space.
Therefore, it is important to take into account the different contexts in which we are to teach,

understanding the students’ reality and their needs to modify their learning process at schools.

Along these lines, there is a “Minimal relevance of English for students ‘lives after
graduation”, as the lack of pertinence that the English curriculum has in public schools.
According to Educational researcher 5 indicated, in chart 26, that “students should feel motivated,
but the socially vulnerable students at public schools or charter schools had questions about the
reasons og learning English for their future life project”. In this sense, Teacher 2, in chart 14,
mentioned that this issue “is related to the context, because in Chile from where you came is what
defines you... and defines the opportunities you can access”. As students are immersed in this a
competitive, stratified, layered and ranked educational system, students who are at the bottom of
the social latter are prevented from reaching their purposes and expectations. Educational
researcher 2, in chart 24, stated that “it is because in this country graduating from high school
does not assure anything. Few people can get a job with a more or less sufficient level of English
proficiency. “As Educational researcher 7 referred to in chart 19, “the relevance of learning-
teaching English is little to none. What is being taught at schools is not in connection with the

context, nor the interests of students. Then, it’s totally useless.”

Although the scenario presented so far is deeply complex and unfavorable, the response
from teachers and educational researchers is to propose an educational project with a strong
foundation on emancipatory-grassroot education. That is why some teachers engage in a debate
around the “Teachers’ flexibility and ability for adapting the curriculum. (teachers’ self-
criticism)”. Educational researcher 1, in chart 19, expressed that “s teacher needs to have the
capacity to flexibilize, adapt and collect, not erase per ser because I didn’t like something or stick
to it (curriculum) as it is a kind of bible”. Meanwhile, Teacher 4, in chart 10, mentioned that “the
problem lies in the implementation [of the topics]. I believe that we the professionals are the ones
that need to take control of the application of the curriculum, and how to apply it in class so as to
propitiate long-term, meaningful learning.” Finally, teacher 6, in chart 10, points out that “the
thing is how to adapt the topics, the content. Learning depends a lot on what one as a teacher
notices before teaching a class. One has to have a relationship with the students so as to
successfully establish a connection that allows students to take up on what you are teaching.”
Despite all these proposals are significant, it would be more relevant if these efforts are oriented
towards all levels of education, not only coming from single teacher’s effort. We believe that by
democratizing knowledge and moving towards curricular equity, we will eventually result in an

education that liberates and emancipates all peoples.
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On the basis of the previous problems, we can conclude that the educational system
management has not been adequate for the school's communities from the basic needs in
education to provide a contextualized curriculum. For this reason, those results in analysis lead

us to contemplate the following point in study.

2. Inadequate curricular design

The analysis’ results of the teachers and educational researchers’ interviews demonstrated
a clear focus on the inadequate curricular design of the Chilean English curriculum. The subjects
of the study identified the disconnected nature of the English curriculum, contradictions between
theory and practice, decontextualized topics, the grammatical orientation of the curriculum,
emphasis on evaluation, inadequate initial teacher training and education, and curricular

saturation as its main problems.

In relation to the disconnection of the English curriculum, Educational researcher 4 states

in chart 19:

“There is a certain predominant focus in the general curriculum structure: first, there is a
fragmentation of knowledge, the curriculum is contrary to reality. Second, the idea of
knowledge is disciplinary knowledge, there is not knowledge about the world, or

problems and challenges in society, for instance. There is a structural disconnection.”

Following this line, Teacher 6 expresses in chart 12 “I would really like to integrate topics
connected to the reality of the country within the English curriculum so as to use English in a real
context (...) to use the language in an authentic way, that should be at least the final aim of
English". From what we could identify in teachers and educational researchers’ statements, and
from our own perspective, is that the source of disconnection of the English curriculum is the
hegemony of English in language education. The idea of English as a global language implies a
sort of instrumentalization of the language, which purpose is to be used as a tool to perpetuate
economic and political dominance of some large cultural groups over other minor, smaller group
or subcultures. Thus, this disconnection of the English curriculum from the Chilean reality serves

the dominant culture, which is the one pertaining to English-speaking countries.

Regarding to the contradictions between theory and practice, Teacher 2 in chart 14
expresses: “In my opinion, the Ministry books.... the volume (...) is too much. I think I would
rather prefer (students) to learn less amount of vocabulary but better, for them to assimilate better
than to learn 10.000 words and don’t understand anything.” In the reactions to the curriculum

section of our interview, in which both teachers and educational researchers had to express their
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ideas in relation to a paragraph taken from the official MINEDUC document "English Program

for Tenth Grade”, Educational researcher 1 indicates in chart 19:

“in the didactic and methodological proposal, there is an imposition, a stand, there is no
room for innovation itself, there is a political framing that relates to how I conceive
learning: something that has to be implemented under certain parameters. They even
name the post-method but just name it, it is embarrassing. The introduction is very good

but in practice, that doesn't take place.”

Then, from what we retrieved from interviewees’ answers that the statements given by

the Ministry of Education seem ideal while in practice they are not approachable at all due to a

huge amount of classroom and curricular issues as the ones mentioned.

In terms of the decontextualization of topics, Educational researcher 3 declares in chart

19: “there is a cultural clash. The topics are decontextualized. Then how do I expect it [the

content] to be attractive and motivating to students? Because basically, we are talking of things

they don't know.” In the same line, educational researcher 2 expresses in chart 19:
Y p

“I believe that a lot of these thematic units are out of the range from a lot of things of
schools' students, from the range of interest or from their needs, therefore I believe that a
slight more profound approach to our reality is a lot more close to students than the

national curriculum is.".

In this line, Teacher 2 indicates in chart 10 “[the topics] do not seem to be in syntony with

the needs of the generation that is in school”.

10:

With regard to the grammatical orientation of the curriculum, Teacher 1 indicates in chart

“The supporting material points more to linguistic contents. I believe is because, to start
with, you are asked in the framework the obligatory content you have to teach. I don't
know if it is because there is no freedom to teach other things, but there is this list of

things you have to teach. Therefore, you (as a teacher) always approach the grammar.”

Teacher 2 adds in chart 12, “school prepares you for contents, not for reality." Even more

so, Educational researcher 3 adds in chart 24: “if I take a book, I see a unit, count all the exercise’s

of that unit and then count all the necessary contents to do those exercises... what we are going to

see is that the amount of necessary contents is higher than the linguistic functions”.
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Concerning the emphasis on evaluation, Teacher 2 states in chart 14 “it is about
accomplishing what is proposed in the curriculum, but there are so many variables and pressures
when putting it in practice, like the lack of time and the need to put grades, that the focus on
students' formation is lost. It becomes something more pragmatic addressed to evaluation." In the
same chart, Teacher 7 adds: “but what restricts the most, I think, is that you are asked for grades
over a certain period of time, and you want to work with more new fangled methodologies, more
of processes and not focused on the final result, and UTP (technical pedagogical unit) allows it,
but it asks you the monthly grade which restricts the methodological approach.” Moreover,
educational researcher 3 establishes in chart 24 “"the system fails in focusing on results more than

in the learning development stages.”.

In respect of the inadequate initial teacher training and education, Teacher 7 in chart 10
states that “teachers focus so much in grammar that they forget the topic they are seeing and only

talk about structure”. In chart 18, the same teacher adds

“Analyzing the books or programs of the Ministry, the approach sounds beautiful but for
teachers is hard to adopt the communicative approach because they are too used to the
grammatical approach; therefore, the books' statements don't matter if teachers do not

reflect upon their practices."

Furthermore, Teacher 6 in chart 10 indicates that “the topic of how to adapt the topics,
contents and learnings, depends a lot on what a teacher sees before start teaching”. Hence, if
teachers are trained adequately, the teaching/learning process would be effective and significant
given that teachers would have the capacity to reflect on their practices and adapt the topics to

students’ needs and interests.

It can be inferred that all these problems related to the inadequate curricular design derive
in a curricular saturation according to both teachers and students. Long-lasting lective hours,
lack of planning time, a huge number of students per classroom, and the internal school protocols

make the teachers feel overworked and exhausted.

We could attribute this phenomenon to the role the U.C.E *plays in the development of
curricular design and evaluation of Chilean education. As mentioned by Educational researcher 1

in chart 24:

> U.C.E stands for “curriculum and evaluation unit” from the Chilean Ministry of Education. In charge of
the curricular development and evaluation of plans and programs of pre-basic, basic and high school
education.

138



“What the U.C.E has done is to send online surveys, about 10.000 to 30.000 teachers,
which is the minimum legally, but they do not ask teacher anything really needs to listen
in order to do something significant. A lot of people from the U.C.E feels that they know
better than teachers, and they work based on that, taking into account that most of their
school experience is from 10 years ago or that they worked at private schools. That is the

main problem”.

Therefore, we strongly believe that the problems here mentioned regarding the
disconnection of the English curriculum, contradictions between theory and practice,
decontextualized topics, the grammatical orientation of the curriculum, emphasis on evaluation,
inadequate initial teacher training and education, and curricular saturation, are the hegemonic

vision of English from which the educational system emerges.

3. Globalization / Instrumentalization
Since the idea of the instrumentalization of English was overtly stated by the
interviewees, we believe it's important to address the concept, as well as its implications in the

globalized world.

Most of teachers and educational researchers agreed there was an economic interest in
which the language was used as an instrument to access better job opportunities in the context of
globalization. In this sense, Educational researcher 2 established in chart 19: “I definitely believe
the English language is seen as an instrumentalization of language is what has been going on, and
from there changes should come”. In addition, Teacher 5 in chart 14 says that “the lingua franca
character makes that language has power over economy, access to culture, access to education,
etc. The integral motivation component should not be left aside, and not just the instrumental

utility the government assigns it".

Concerning the relevance that the government gives to the English language, educational
researcher 1 expressed in chart 23 that the motif behind teaching English in Chile was due to “the
current expanding circle, due to business and labor.” Educational researcher 3 in this sense adds
“English in Chile is an English to the job (...) what it aims is to have people who can work it in a
receptive manner, to work to English and not with English. If we understand it as a process of

globalization and political opening to market".

Sadly, and what we believe is one of the main problems of the educational system being
part of the inadequate initial teacher training and its lack of critical thinking development, may
be the reason why Educational researcher 2 expressed in chart 23: “my impression is that there
are a lot of teachers that lean towards this idea of teaching English because it is a tool that allows

students to access better salaries, better job opportunities. I believe lots of people agree with that. ”
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Nevertheless, some of the interviewees stated that the English language should be used
as an instrument in order to attain communication with other cultures. As educational researcher
5 indicated in chart 19:“I am of the ones who doesn’t think that English must be taught as an
instrumental language, a communicational language at world level, and from that point of view I
think the projection I give to English is that it allows me to communicate with the scientific world,
for instance”. In fact, the interviewee adds, “there is a clear ideology behind this, there is a
dominant culture imposition with the local one. This is a trap, English as an instrumental language
allows you to explore the English-speaking cultures of the world, but it must be done from a
critical perspective.” given that, “when there is no critical language teaching, clearly, the

ideological imposition is imperialist, neocolonial and of social differentiation.”

In this line, Educational researcher 4 states in chart 19: “it is the extreme
instrumentalization of language... that is to form a kind of technic, functional and instrumental
subject, who is not being listened, is being instructed and educated, that is pure indoctrination
presented through neutrality". Thus, the concept of “instrumentalization™ takes a hegemonic
purpose in which language is used to perpetuate concepts, ideas, and behaviors over the cultures
in contact with English as a foreign language. Dendrinos, Macedo and Gournari (2003) support
this claim in The Hegemony of English by saying “language is used as a means to subordinate
groups in order to achieve cultural, political and economic domination, and to regulate various
domains of information and knowledge.” (p.56). Even more so, both teachers and educational
researchers gave examples of this instrumental utility of the language in terms of the
decontextualization and disconnection of the English curriculum and its supporting material.
Thus, Educational researcher 3 indicates in chart 19 : let's acknowledge that Ministry books are
very aseptic, they are all very homogenized in which they try not to fall into a deep political

discussion ”

We have come to understand that this vision of the English language indoctrinate
students, leaving no room for critical thinking, which also does not allow the effective access to
other cultures. Thus, a real cultural opening is required in order to connect with different context
to start questioning the one imposed. To conclude, we endorse the statement of Educational
researcher 2 in chart 24 “I wish (English) will be seen from that perspective in which foreign

languages do not be mere instruments of bigger resources acquisition”.

4. Interculturality

Given that both teachers and educational researchers expressed the necessity to access
other cultures is that we have come to the concept of interculturality. According to the
participants, this necessity comes from the lack of implementation and development of the

concept by the part of the Ministry of education as expressed by teacher 6 in chart 12:
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“Perhaps the topics of culture and intercultural competence are poorly exploited, England
(for example) is less taught. The truth is that a lot of times we are bottled up in the duopoly
EE.UU/Great Britain. Nevertheless, we have other countries within the same English
language without losing the focus it belongs to teachers, for instance, South Africa and
the Afrikaans influence in English or New Zealand and the Maori are unexploited

intercultural topics”.

In the same line, Teacher 2 stated in table 11: “’You can get close to culture, but I believe
that the curriculum does not go in-depth into the cultural aspects, they are focused on the historical
facts, for instance, a really strong topic in EE.UU, as racism is, with the civil rights movement, is
only seen from the historical point of view, not covering how society reacted and evolved in that

period”.

It is for these reasons that most of teachers and educational researchers indicated that the
access to other cultures should be included in the English national curriculum in order to access
information, so as to learn from other cultures and promote deeper understanding onto students.
In this line, Teacher 4 in chart 12 indicated the topics she would include in the English curriculum.

In relation to this she says:

“Cultural topics too and how they (students) can access to more learning through other
cultures; knowing the reality of other countries is really important to see what to retrieve
from there and why it works, and which are the factors that make it work and how it could

be implemented here.”

Nevertheless, Teacher 6 adds that the efficient development of implementing other
cultures in a classroom depends, in a great amount; on teachers given that they are the ones with
the responsibility of teaching in a fun and interesting way so that students can engage and relate.

He expresses in chart 12:

“We have to teach this generation to respect not only the subcultures that emerge through
the mixture of their own country but to respect how other cultures relate through language
too. And that requires a lot of work from the teacher given that they have to be able to

teach that in a fun, attractive and authentic manner”.
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Although he highlights the teachers’ role on supporting interculturality at schools, he
agrees a restructuration of the English curriculum is required. On this respect, Teacher 6 declared
on chart 16: “[English] is for facilitating communication but there are other languages that should
be taught too. For instance, the Mapudungun to be able to respect the aboriginal peoples culture”.
He added in chart 12: “the topic of respect of ideas and products of other cultures is something
that definitely has to be developed, even more so because Chile is getting to be a multicultural

country”.

Through the thorough analysis of teachers and educational researchers’ responses, we
were able to determine they all agreed the concept of interculturality is a poorly implemented
topic in the English curriculum that must be incorporated and significantly developed in order
to make students be aware of and understand other cultures as well as their own. Furthermore,
teachers’ participation in this process is a reiterated among those who endorsed their own role as
teachers.. These ideas can be perfectly summed up in educational researcher 5’s statement in chart
19: “the English language is also a language of protest, but is also a dominant language... if you

highlight students’ interests, students are going to be implicated in learning a language”.

Furthermore, Educational researcher 2 gives a projection in chart 26 about the connection
between language and culture, regarding what he believes the future should look like in
connection to the English curriculum and interculturality. He states: “I wish in the future this (the
English curriculum analysis) can be taken as an opportunity to understand, empathize with these
cultures, these communities through language, but I hope it can be seen from this perspective in
which foreign languages are not seen as mere instruments of obtention of resources”.

We, as prospective English teachers and current researchers in the educational area,
strongly agree with this vision. We believe that the intercultural perspective is relevant within the
confines of the English curriculum and Chilean classrooms, if not, we fall into the bad practices
of globalization. Therefore, a critical vision of education is essential to perpetuate the dominion

of hegemonic English-speaking cultures over non-English speaking cultures.

5. Ciritical perspectives on English Language Education

We distinguish two main perspectives among teachers and educational researchers’
beliefs, regarding their notion of critical language education. One where English education is
conceived as an act of social justice, and the other where English education is seen as a site for
social struggle. We also realized that these two points of view align with an ideology based on

the principles of Emancipatory and Grassroot education.

Regarding the role of English in achieving social justice, teachers and researchers seem

to hold two types of contradicting and conflicting beliefs.
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One the one hand, teachers and researchers sustain that learning English facilitates
people’s access to academic and job opportunities. As Educational Researcher 2 explained in
Chart 23: “there are a lot of teachers that lean towards this idea of teaching English because it is
a tool that allows students to access better salaries, better job opportunities.” English is seen as a
chance to increase people’s social mobility. Therefore, the value of English education in Chile
does not remain in its capacity to challenge social inequality but rather in the degree it allows
students to adapt to neoliberalism and globalization. This is a reflection of a neoliberal-globalized
ideology of education which prioritizes capitalistic private values over equality and social justice.
In that sense, Teacher 4 adds in Chart 14 that English Language Education is oriented towards
“economic interests so as to have a closer connection to world powers and to reach free trade
agreements.” So, by learning English as a foreign language, Chile is able to expand its political
influence and increment its economic power in the degree it emulates and maintains relations with
nations such as “the United States, China, and Europe,” as Teacher 2 mentioned in Chart 14. We
argue that this instrumental notion of language is deeply ingrained in the EFL community and is
clearly reflected in the discourse surrounding the nature and goals of English Language Education
in the discourse surrounding the English curriculum, which is transmitted in the form of the

hidden curriculum.

At the same time, teachers and researchers declare wanting to move away from this
functional notion of language, and adopt a more emancipatory and grassroots’ perspective on
language education. This is reflected in their interest in a curriculum that includes contextualized
and contingent topics (Chart 13), as well as an examination of the connection between language
and culture (Chart 13). Teachers and researchers appear to suggest that if the curriculum meets
said requirements, students will be able to learn more meaningfully and read the reality they are
immersed in with a more critical eye (Chart 22). This aligns with what Freire (1970) refers to as
overcoming “Banking Education”, since researchers and teachers expect students to be actively
involved in their learning process rather than just being vessels of knowledge. Moreover,
Educational Researcher 3 says in Chart 25 that English education can be used to bring social
justice for it provides everyone an opportunity to learn a language that formerly was inaccessible
to lower social classes. In this sense, teachers and researchers line up with Oakes et al. (2006)
view, for they conceive education as a place where they can openly challenge the poor
“distribution of resources and opportunities that advantage elites” (p.7). Therefore, it appears that

for them social activism has a place in English language education (Oakes et., 2006).

For that reason, both teachers and researchers conceive English language education as a
site for social struggle. Educational Researcher 6 in Chart 27 proposed the idea of using the

English language as a tool for fighting the hegemony of English. In her own words, “how are you
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going to fight against the enemy if you do not know their language? . Even though this researcher
leans towards a more radical stand, teachers and researchers do seem to agree in that said
hegemony has to be challenged. Based on what Van til et al. (2008) says, language education can
be organized in such a way that individuals join in collective action in order to tackle important
social issues for the community and society at large. This is echoed through the topics that
teachers proposed for the curriculum, such as interculturality, gender issues, civil and human
rights, etc. (Chart 22). Hence, by studying topics related to social contingency, the school
community finds a way of questioning and resisting the hegemonic view present in the English

Curriculum and in English education in general.

Furthermore, teachers and researchers agree that in order to counteract the Hegemony
present in English Language Education, it has to be situated in the local context, although
researchers provided for more concrete solutions. For instance, Educational researcher 3 (Chart

21) advocates for:

“A territorialized curriculum, in which the community actively participates. So all the
members of the community can give their opinions and have a voice in the creation
process of the English curriculum of said specific place as long as it complies it the
mandatory [linguistic] contents established by the law. The Ministry of Education should
give guidelines that have to be adapted to the school reality”.

In the same line, Educational researcher 7 in Chart 21 adds: “I think that when you take
into account students’ opinions, students’ attitude and disposition to work changes, because

[learning] is tied to their everyday life and interests.”

Therefore, the creation process of the curriculum here proposed is more or less aligned
with Salas’ (2006) view on grassroot education, since it is conceived as “a process of
identification, definition and production of a space created by its actors from the individual or
collective with a geographic sense.” Thus, contextualizing the curriculum is the only form for it
to be pertinent, relevant and equitable. Pertinent in the way that it attends the needs and demands
for the diverse social groups that compose a certain school community (Garcia, 2002); how it
provides proper representation to said groups by validating and incorporating a range of cultural
elements (Peralta, 1998 and Insunza, 2011); and how it attempts to bring closer together the
identities and culture of the community to society (Peralta, 1998). Hence, this view leans towards
a more critical view on the curriculum, for it understands curricular construction as “a negotiation
of meanings” (Peralta, 1998, p.11) between the members of a community that are bound by a

common educational project.
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Finally, the two aforementioned perspectives are translated into the fopics that
educational researchers and teachers propose to be incorporated into the English curriculum.
None of the topics proposed to coincide, though, so there are no relevant trends. However, we
interpret this difference as educational researchers putting forward principles’ for a more critical
and grassroot perspective on English Curriculum and Education, and teachers suggesting specific
topics that fulfill said principles. For instance, researchers advocate for a contextualized and
territorialized curriculum that propitiates meaningful learning and is framed under a critical vision
of education (Chart 22). Whereas teachers favor topics that have to do with a social contingency,
such as feminism, interculturality, civic education, and environmental education, among others

(Chart 13).

These topics are contextualized, since they raise concerns about current social issues both
at a local and national level. They are territorialized because they respond to the needs and
demands of diverse social actors. They propitiate meaningful learning, for they may provide skills
and knowledge relevant to the lives of the members of the community. And they are critical for
they push people to think and engage in critical discussions about their expectations, goals,
desires, feelings and thoughts about their own lives, about their community, and the struggles they

may find in order to build a better, fair society for everyone.

In this way, these topics and principles echo Jurjo Torres’ (1998) take on critical
curriculum, as they “facilitate the reflection process of democratic participation, responsibility
and solidarity” (p.151). They also reflect what Cho (2010) says about grassroot education, in the
way they create an “emancipatory culture of schooling”, where they explore more democratic

pedagogical practices that aim towards empowering students.

All in all, we have seen that English for teachers and educational researchers is conceived
from two distinct emancipatory and grassroot perspectives: as an act of social justice and as a site
for social struggle. Regarding the first one, it seem that participants conceive social justice from
both a neoliberal and an emancipatory perspective, since they do recognize the material benefits
that learning English as a foreign language brings, but at the same time they are critical of the
functional notion of language that seems to dominate the discourse surrounding the English
curriculum. In this sense, teachers and educational researchers adopt a critical view of language,
where they recognize the value of engaging language education through social activism. This
view leans towards a more grassroot perspective on education where social justice is achieved
through local collective action. Lastly, both of these views are reflected in the principles and
topics that educational researchers and teachers respectively bring to the table for a new curricular

proposal for English. The former proposes that the curriculum should be territorialized,
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contextualized, critical, and meaningful; while, the latter advocate for teaching topics related to a

social contingency that will help accomplish and apply those principles.

We align with this vision on language education for it not only counteracts the most
pernicious aspects of the neoliberal education in our area expertise, but also it takes the power
back to the communities and the peoples for radical and long-awaited social change that will lead

to the construct of a better and fair society.

6. Teachers and educational researchers’ view on Ideology and Ideological
configuration
Although teachers and educational researchers did not explicitly refer to ideology, there
is enough evidence to claim that they do have an understanding of the terms. Here we pick the
most relevant pieces of information that allow us to reconstruct a definition and characterization

of the concept through their own discourse.

Participants seem to associate ideology with “values” or “political views” as Teacher 2
notices in Chart 12. We consider them as beliefs, since they constitute simple thoughts of any
kind (Van Dijk, 2004). Additionally, they effectively reflect ideologies since they are in
connection to “social and political issues, namely those issues that are relevant for a group and its
existence” (p.11), in this case, concerning the nature and goals of the teaching-learning English
as a foreign language in the Chilean context. Similarly, they seem to propitiate a sort of “framing”.
As Educational Researcher 1 says in Chart 19: “there is a political framing that relates to how I
conceive learning; something that has to be implemented under certain parameters.” Therefore,
we argue that the ideologies reflected in these beliefs are the result of the dominant discourses
around the English curriculum, which we have defined as neoliberal-globalized one and an
emancipatory-grassroots one. These discourses provide teachers and educational researchers with
a starting point from which to “guide their interpretations of events, and monitor their social
practices” (Van Dijk, 2004, p.6); and thus influence their beliefs concerning the topics and
pertinence of the English curriculum, and by extension, in regards to English language education

in the Chilean context.

Participants’ beliefs appear to emanate from their perception of their role as educators and
educational experts. In the case of teachers, their beliefs concerning the English curriculum seem
to be informed from their experience applying it in the classroom (Teacher 1, Chart 10), their
disciplinary knowledge about pedagogy and English teaching (Teacher 5, Chart 14), their
disciplinary knowledge about the curriculum itself (Teacher 3, Chart 10), and their own beliefs
about the nature and goals of English pedagogy (Teacher 6, Chart 12). Whereas, educational

researchers beliefs’ seem to stem both from their disciplinary knowledge of their expertise
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(Educational Researcher 4, Chart 19), their knowledge about the English curriculum, their own
experience and knowledge as teachers (Educational researcher 7, Chart 21), and their own ideas
about the nature and goals of education (Educational researcher 2, Chart 25). This may suggest
that teachers’ and researchers’ perceptions are influenced by different bodies of knowledge they
interact with when applying or studying the English curriculum. Furthermore, they gain
pedagogical insight from their multiple but shared identities as educators, researchers and experts
in education and curriculum. Thus, we argue that both teachers and educational researchers’
beliefs may originate predominantly from these memberships (Van Dijk, 2004). By definition,
ideologies are constituted by “socially shared beliefs associated with the characteristic properties
of a group” (Van Dijk, 2004, p.12). Then, as both participants pertain to different social groups,
they have different memberships, and, therefore are influenced by different ideologies, which are

reflected in their beliefs concerning the nature and goals of English education and curriculum.

As we have been saying, the ideologies of the English curriculum and education are
transmitted through the hidden curriculum. This is reflected in what Educational Researcher 1
says when talking about the three foci of the curriculum in Chart 19 where there is one “one
declared, one hidden and one implemented”. We can interpret the first as the explicit curriculum
and the second one as the hidden curriculum. We suggest that ideologies inhabit the second foci
and it may be transmitted predominantly through the English curriculum and textbooks (Van Dijk,
2004, p.35) for it supplies guidelines to the teaching-learning of English to the larger part of the
public schools in our country. It determines which contents and topics are necessary for the
training and education of students, and why it is important to learn English in the context of the
Chilean classroom, hence its pertinence. In this way, we align with Van Dijk’s (2004) view on
the role of institutions in the transmission of ideologies, for we believe that institutions as the
State and the public-school system, through the English curriculum, reinforce a discourse about

English language education, its nature and goals.

Another important dimension of the term is that ideology entails an opposition between
what is known, familiar, of “our own” and what is strange, unfamiliar, alien. This is reflected in
the way that teachers and researchers seem to always imply an opposition between students’ world
and the English-speaking world, which seems to be presented as capitalist and imperialist
(Educational Researcher 2, Chart 20). As Teacher 1 said: “It seems to be installed this sense of
anti-imperialism, so [students] do not seem to like English that much.”. Then, it could be argued
that this opposition creates tension (Educational researcher 6, Chart 24), which then leads to
conflict. This coincides with what Van Dijk (2008) stated as a property of ideologies, since they
imply an opposition “Us vs. Them”, which involves conflict and struggle. Thus, ideologies
provoke discrepancy and controversy, as Teacher 2 noticed in Chart 10. At the same time, it

rejects consensus (Teacher 2, Chart 10), and it generates critique and discussion. More
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importantly, it suggests the need not only for defending one’s position from the opponents’, but
also for imposing one’s worldview over others. This is what we call the “imperialist imposition

of English”, or namely the “Hegemony of English” (Dendrinos, Macedo, Gounari, 2003).

The latter explains why teachers and researchers perceive the presence of ideologies in
the English curriculum as “politicizing” as Teacher 2 said in Chart 10. For them, rather than
educating or orienting students, ideology implies a form of “indoctrination” to a particular
political view or orientation s Educational researcher 4 said in Chart 19. This could constitute
negative view on ideologies as explained by Van Dijk (2008), where ideology is seen as “false,
misguided, or misleading beliefs” (p.7). For that reason, Educational researcher 4 in Chart 19
explains that this imposition pretends to shape English Education under a “extreme
instrumentalization of the language”, which is disguised as “neutrality”. We recognize that this
supposed neutrality of the English language purposefully hides and denies the true ideological
baggage of English as an international language and that serves the purposes of neoliberalism
under a globalized view. That aligns with what Educational researcher 4 in Chart 19 further
explains: “when there is no critical teaching, evidently the ideological imposition is imperialist,
neocolonial and of social differentiation; the one who does not speak English cannot participate
in the development of scientific-technological knowledge”. We coincide with this view, since as
we conceive language as a site of struggle, where ideas, beliefs, philosophies are confronted and
create conflict; therefore, the nature of language is also ideological and political, and it involves

a struggle for power (Van Dijk, 2008, p.31).

To achieve said purpose, it is necessary to acknowledge the link between language,
ideology and hegemonic power. Participants seem to correlate languages to specific ideologies
(Robertovich, 2014). Participants suggest that English is connected to neoliberalism (Chart 14),
capitalism (Chart 25), and globalization (Chart 15). For instance, Teacher 2 mentions in Chart 14,
English-speaking countries such as the United States and the United Kingdom, and portray them
as referents, champions of neoliberalism in the globalized world. Hence, English appears to be
always in relation to status, to a position of power granted by this global neoliberal ideology. Still,
teachers feel ambivalent about the role of this globalized-neoliberal ideology since they do
recognize its benefits for students' academic and working life (Chart 15). Whereas, educational
researchers overtly reject it and oppose its devastating consequences in the precarization of
Chilean public education (Chart 20). Thus, participants more or less appear to be in disagreement
with this hegemonic power of English; therefore, ideologies seem to be either something to be
perpetuated or rebelled against (Van Dijk, 2008, p.10). In other words, they can either be

reproduced or challenged.
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Overall, ideology is perceived by teachers and educational researchers as a set of beliefs
concerning the nature and goals of teaching-learning English as a foreign language. These
ideologies form a framework of reference which influences teachers' and educational researchers’
beliefs about the English curriculum, its topics and its pertinence. These beliefs are informed by
the multiple memberships that teachers and educational researchers have as educators and experts
in education. As well, these ideologies are transmitted through the discourse surrounding the
English curriculum in the form of the hidden curriculum. Additionally, these ideologies imply an
opposition and conflict between the English-speaking world and the non-English speaking world.
The former identified as hegemonic, neoliberal and globalized; said ideology we refer as the
“imperialistic imposition of English” or the “Hegemony of English.” Lastly, teachers and
educational researchers seem to relate ideologies to a struggle for power, in this sense, they admit
that the hegemonic position of English as the global language can be either reproduced or

challenged.

To sum up, in this part we identified and interpreted the beliefs of both teachers and
educational researchers concerning the topics of the English curriculum and its pertinence.
Among the most common topics we encountered, we found that the demand for a more
contextualized curriculum was a major concern for both teachers and educational researchers.
They believe that due to the adverse conditions of the current public educational system, the
difference in socioeconomic background, as well as the minimal relevance of the contents of the
curriculum and the lack of teachers’ ability to adapt the curriculum prevent the real
contextualization of the knowledge and abilities that the English curriculum pretends to teach and

instill in Chilean students.

In the same line, other related issues such as an inadequate curricular also pose as an
important matter to attend. For teachers and educational researchers the problems with the current
English curriculum lie in its disconnection to reality; its contradictions between the theory that
supports it and the practical concerns that go with applying it; the decontextualization of the topics
that prevent students from getting motivated or interested in the English subject; its grammatical
orientation and curricular saturation; the emphasis on evaluations; and finally, the inadequacy

of teachers when trying to adapt it to the Chilean classroom.

We believe that these issues are consequences of an instrumental vision of language, that
derives from a neoliberal-globalized ideology, which prioritizes the practical use of the language,
and blatantly ignores its political and ideological baggage. This view of English language
education is transmitted through the English curriculum and informs teachers and educational
researchers beliefs. In this way, the promotion of critical thinking is disenfranchised, as well as it

chokes a genuine desire for the study and merges with other cultures, other than the English-

149



speaking one. For that reason, we agree with teachers and educational researchers that
interculturality should be heavily endorsed as a key part of the official curriculum. They recognize
that it has been difficult to encourage the study of other cultures due to the structural problems
mentioned previously. In order to mend that, they propose to acknowledge accessing other
cultures as a way of accessing information; while at the same time deepening the connection

between language and cultures in English classes.

The latter responds to another major trend in the beliefs of teachers and educational
researchers, in regard to a critical perspective of English language education. These perspectives
can be summarized into two key points: conceiving English as a way of achieving social justice,
and as a site for social struggle, which is lined up with a grassroot-emancipatory perspective of
education. The former considers that English can grant opportunities to students that would not
have been accessible otherwise, and therefore is a way of democratizing resources. Moreover, by
learning English, the school community is able to actively challenge this unequal distribution, and
therefore engage in social action. That is where the latter notion comes into play, where English
education is believed to be also a space for social activism, and in which the curriculum can be
built around the needs of a specific community, as well as tackling important social issues. These
two conceptions are reflected in the principles that educational researchers propose for a
territorialized-contextualized education, and the topics related to social contingency presented by

the teachers that fulfill the criteria laid out by the researchers.

Finally, we have to reiterate the important role of the two ideological perspectives we
have identified from the beliefs of teachers and educational researchers: a neoliberal-globalized
one and a grassroot- emancipatory one. We sustain that these influence the beliefs of teachers and
educational researchers heavily, since they provide a framework from which they can understand
the educational phenomena; and therefore, form their opinions on the topics and pertinence of the
English curriculum. We have acknowledged that the neoliberal-globalized notion of the English
language is transmitted through the discourse surrounding the English curriculum and which
affects their view on the nature and goals of teaching-learning English as a foreign language in
the Chilean classroom. Moreover, that they involve conflict and struggle for power between the
English and non-English speaking world and culture. Thus, English teachers and educational
researchers interviewed admit their own agency in counteracting the instrumentalized vision
imposed by the English curriculum by proposing more liberating and emancipatory ways of
teaching English. As a final note, we strongly support a grassroots-emancipatory perspective on
education, since we take it as a commitment to resist to the Hegemony of English as part of the
dominant discourse on EFL. What we strive for is a language education that is meaningful in the

way that it realistically addresses the needs of the community; diverse in the way it genuinely
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includes different cultural perspectives; and critical in the way it engages the community in taking

collective action against social injustices and inequality in present society.

For that purpose, in the next section we lay out a curricular proposal that addresses the
several concerns of teachers and educational researchers explored throughout this work, and
outlines possible alternatives for educational projects based on the foundations of a grassroot-

emancipatory view on language education.

CHAPTER VI: CURRICULAR PROPOSAL

Scheme 3: Outline of curricular proposal

Outline of Curricular proposal

Schools as a space of privilege Language allows access to information. Language education as a way of
developing critical thinking.
Language as a political Language as a door to an
phenomenon. intercultural society.
At a systemic level At a camicular level Other isstes
Limitations to carry . . . L .
out the proposal —=>»  Non-pertinent curriculum =7 Language education in private vs public spaces.
Ez Inadequate nffacsinucture => Inadequate curricular 52 Students' resistance to English.
: Overpopulated classtooms. design. = Teachers' training proven insufficient.

=>>  Limited classroom resources

Principles for an Grassroot and pertinent education. Contextualized topics.
alternative curricular

proposal Counter-Hegemonic and Emotional Education
Emancipatory education

=

We have already referred to English’s growing influence in Chilean public education
over the last 40 years. Whilst the country grew and consolidated itself as one of the most
prominent developing nations in Central and South America, it became of paramount
concern that the Chilean population learned English in order to participate in the new
globalized world. Such demand was later materialized through a number of public
policies. Arguably, the most relevant of which was when English became part of the
curriculum as a compulsory subject during the 1990’s. And then, in 2005, when the
Ministry of Education founded the program “English Open Doors”, with the ultimate goal

of turning Chile into a bilingual country.
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In this scenario, where English wields such power over our language education, being
the predominant foreign language taught in our schools, we undertook a revision of the
current English curriculum through the perspectives of both English teachers and
curricular researchers. As a result of this, we concluded that the decontextualization and
non-pertinence of the topics and goals proposed in the curriculum may be a result of a
hegemonic, neoliberal ideology of English; which sustains a neutral and instrumental
notion of language; and that contributes to the perpetuation of the dominance of English

through its status of lingua franca, over other languages, cultures and societies.

Now that we have that covered, we believe it is crucial to outline a counter-proposal
that combines what teachers and curricular educators believe with our own ideas and
visions of which type of English language education we need. In here we will elaborate
on what we consider is the importance of teaching and learning English as a foreign
language in today’s Chilean context; the limitations we recognize in the current
curriculum and the public education system which prevents us from fulfilling said
objectives; and what it needs to be reformulated and incorporated to make the English
curriculum pertinent, contextualized, grassroot-oriented, feminist and counter-
hegemonic. We regard the latter elements as orienting principles that can be applied to
the educational system as a whole; nonetheless, for the purposes of this research, we limit
this proposal to the teaching of the English language. We explain all of this in detail in

the following section.

1. The importance of teaching / learning English

1.1 School as a space of privilege

To start with, we affirm that schools hold a privileged position as society wards it as the main
and formal place where our children acquire the knowledge and develop the necessary skills for
future adult life. In such situation, the curriculum plays a central role; since not only it provides a
framework for us teachers to guide our lesson planning, but that it also transmits visions and
perceptions about life and society, reproduced through our pedagogical practices and taken up
later by our students. Therefore, it is urgent for us to think about education in a much more
comprehensive and far-reaching sense. We think that it should be committed to a healthy project
of society, which seeks equality in all its forms and provides useful tools for daily life. An

education that is not limited to complying with the requirements of the current economic system,
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but one that focuses on the agendas of the different peoples that live in a certain territory, their
struggles, needs, wishes, dreams and experiences. An education that liberates people; that
encourages them to reflect and take action on matters of the society they live in. An education
that actively questions and combats injustices and domination. Thus, we fervently believe that

language education in Chile, especially English, should be aimed at the same goals.

1.2 Language as a political phenomenon

To reach those objectives, first we have to understand language as a political
phenomenon. By political we mean that language, besides facilitating communication, is related
to beliefs, about itself, the people that utilize it, the culture in which it is immersed in, and even
about the world at large. These beliefs drive people to react more favorably towards certain
languages more than others. It gives them a certain status which allows some languages, for
instance English, to assert their dominance over other world languages. Thus, languages are not

devoid of ideological baggage, or can be claimed to be neutral or apolitical.

We have argued throughout this dissertation that the beliefs present in the current Chilean
English curriculum respond to a globalized, neoliberal ideology. Learning English as a foreign
language in Chile is a tool for accessing resources which allows people to obtain material gain
and to climb the social ladder. In this regard, educational researcher 3 in response to the pertinence
of the teaching-learning of English from the states’ point of view was “English in Chile is an
English to work (...) what it pursues is to have people able to work it in a receptive manner”. He
adds:

“We [Chile] understand it as a globalization process and political opening to market (...)
under that logic, Chile should have the capacity to have their population able to
communicate with the rest of the countries, and in that moment English is the lingua
franca, therefore Chilean people [are a tool] to make an improvement in global economic

terms”.

This ideology explains why in our society English is closely associated with social
mobility and material success; it is a sign of being part of the so-called globalized village, and as
a result, of progress and prosperity. We have explained previously that ideologies are to be
reproduced or resisted. That people have the chance to question, challenge and change the
foundations in which their society is based on. Consequently, we regard it crucial to become aware

of and investigate further on the ideological components of the current English curriculum.
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Identifying and examine how they are reproduced through our pedagogical practices is a
a way of counteracting and challenging said hegemonic beliefs and mindset, as well as engaging
in a genuine discussion about what and why we really teach and learn English at schools. In this
way, we can start laying down principles according to the needs, wishes, and experiences of the

diverse school communities that coexist in our public educational system.

1.3 Language allows access to information

Even though, we actively question and challenge the notion of English the instrument for
international communication, we do recognize its value when it comes to accessing bodies of
information that would not be available otherwise. We are convinced that it is urgent to take the
power back to the local communities as they are the only ones that can make the most accurate

and pertinent choices for their people.

Furthermore, to conceive language as a tool for social justice and struggle in the access
of information is a relevant point in the development of the conception around language. As

Educational Researcher 6 stated in our interview:

“We take the language, as a means of struggle because, how are you going to fight against
the enemy if you don't know the language? if you know the language instead, you have a
tool to fight. Any language is valid. We cannot be disconnected from the rest, even if we

don't like capitalist ideologies and so forth”.

1.4 Language education as a door to an intercultural society.

The Chilean English curriculum presents an idealized version of the English-speaking
cultures, which promotes the idea that by learning English one may attain bigger social insertion
and mobility in the labor market. We argue that this imposes a dominion of English-speaking
countries over the non-English speaking countries who slowly and passively witness the perishing
of their culture over the one imposed through a process of acculturation. As Educational
Researcher 5 states: “the thing is that the (curriculum) was elaborated from the English logic not

from the Latin American or Chilean logic”.

In this sense, we sustain that a critical pedagogy that respects interculturality becomes
necessary, as a means of taking back control of the teaching-learning of the language as
educational researcher 5 “when there is not a critical English teaching, evidently, the ideological
imposition is imperialist... neocolonial and of social differentiation”. Then, we advocate for an

educational project with an intercultural approach, for it will enable students to understand other
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cultures as well as their own. We believe that through this type of education, we will be able to

counteract the effects of hegemonic English-speaking culture.

1.5 Language education as a way of developing critical thinking

We believe that the analysis of the hegemony underlying the explicit curriculum is left
aside by many researchers and teachers in the field, creating in this sense, a form of indoctrination
in students and teachers. Therefore, we propose a pedagogy that promotes develop critical

thinking.

According to Mejia (2011) we must learn to criticize the way in which we build a new
form of criticism along and recognize the Eurocentric and patriarchal matrix that has proposed a
control episteme over knowledge. In this way, the author says, we will be free to build a
transforming, emancipatory and diverse criticism. Hence, a critical pedagogy emerges as a
response to the trend which propose education as “institutions present in formal, non-formal and
informal processes, through which the power and control of minds, bodies, desires circulates and
reproduces, at the service of the dominant interests in society” (p.81). To Mejia (2011) these forms
of pedagogies reject the idea of schools as a place of systematic universal knowledge transmission
and are developed from different perspectives of thinking and critical action, demonstrating that

there is no school nor education without context, history, language or power.

In this sense, Uribe et.al (2017) states that when students develop critical thinking, they
also embrace leadership, companionship, courage, creativity, perseverance, discipline, freedom,
honesty, maturity, integrity, autonomy, transformation, discernment, and empathy. The authors
conclude their essay on “critical thinking and its importance in education” by saying: “it is time
for us teachers to play a decisive role in changing the spoon-feeding education paradigm and help
our learners develop critical thinking skills and foster human values” (p.85). This aligns with what
Paulo Freire (1970) embraced as an emancipatory notion of education, where he urged to surpass
a “Banking education”, but to advocate for students recognizing their role as citizens and as social

agents for change.

In sum, language education should aim in all its range to foster and develop a
transforming, diverse and emancipatory critical thinking in students in order to achieve the above-
mentioned skills and to enhance social empowerment to question the proximate and global

surroundings.
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2. Limitations to carry out the proposal
2.1 At a systematic level

2.1.1 Inadequate infrastructure
One limitation that affects the teaching-learning process is related to the inadequate
infrastructure at public schools which curtails students’ development and the classroom
environment. Teacher 6 mentioned infrastructure: “in my personal experience, I have an
inadequate structure in the classroom... and, unfortunately, for communicative purposes it is
terrible; because I need that student interact with each other”. Therefore, this lack of adequate

spaces causes a detrimental effect on students’ language development and learning.

More funding needs to be injected in the public-school system so as to build language

laboratories that will help remedy this situation.

2.1.2 Overpopulated classroom

Another limitation is related to the overpopulation of classrooms mainly in the public
setting. Teacher 2 said: “there is a limitation about space that the schools offer”. He also added
that “you cannot have a two-way communication with 40 students per classroom”. Therefore, it
is difficult for the teacher to cover all the needs and interest of the students in the classroom. Even
trying new strategies to teach English is a limitation for the students’ overpopulation in the
classrooms. For example, Teacher 7 explained that “I had small courses and I have been able to
try different activities, for having 30 students and I could sit them down differently...” In general
when you have to teach 40 or 45 students per classroom, the difficulties increase and it limits the

scope of action that teachers can do in relation to the dynamic of the class.

2.1.3 Limited classroom resources

Finally, another limitation is related to the limited classroom resources at public schools.
For example, Teacher 2 stated that "in terms of technological limitations, you only have one board
and one low quality marker. Access to projectors is limited, because we are too many teachers. It
is not like in private schools, where you can say ‘Ok, let’s go to the computer lab where we can
exchange texts with someone that speaks English”. Moreover, Teacher 1 mentioned “I feel that
is important to have a language lab, but in the majority of public school is impossible to have
one”, emphasizing this contrast about public and private schools’ resources to learn a language or
any other school subject. If all the schools had the opportunity to provide resources that benefits
the teaching and learning processes, it would change the even the students’ attitude of being at

schools, and learning would turn more significant and relevant for them.
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2.2 At a curricular level

2.2.1 Non-pertinent curriculum
In our opinion, the objectives presented in the English Curriculum are unrelated, and in
some cases, even impertinent to the context of Chilean students. It tends to have a linguistic-
grammatical tendency, yet at the same time requires teachers to develop real life
communicative situations without providing them with the necessary skills and materials. During
our interviews, Educational researcher 2 supports that: “I believe that many topics units are out

of the range of several things from the students at schools, range of interest or needs”.

Furthermore, teacher 7 in relation to the English book’s topics says:

“The students found it out of context, for example, when the books talked about London;
they said ““Why do we have to study about London?” We would never have the
opportunity to go there. Therefore, this generates a constantly questions about "Why do |
learn English? Because what it is shown in the books it not useful for them. Hence, the

utility is non-exist and they become disinterested”

Teacher 1 expressed that “the supporting material is mainly focus on linguistic contents.
I believe that is mainly because they are required as obligatory contents. I do not know if there is

no freedom to try other things, but there is already a list of contents that we should cover”

2.2.2 Inadequate Curricular design

The misconstruction of the English curriculum may be caused by what Educational
Researcher 1, curricular coordinator of the “English Opens Doors” program, stated in our
interview, in relation to the Unidad de Curriculum y Evaluacion (UCE). She argues that the UCE
fulfills the minimum legal regulations in the research of teachers’ perspectives. The expert in
curriculum establishes that this process is accomplished through online surveys which are not
intended to really listen to teachers in order to do something about it. She even expressed that “a
huge amount of people at the UCE feel that they know more than teachers and work based on

that, even when their experience is from 10 years ago or worked in private schools”.

Then, Educational researcher 1 establishes that “the curriculum is not helpful, because it
has been outdated for years with the curricular proposal, and with the curricular tools available.

The school texts have not been aligned with the curriculum, only with the study program”.

This lack of coherence between the teaching materials and the national curriculum

prevents defining which role teachers should playing when it comes to teaching. For example,
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Teacher 1 says that “it is difficult to detach from this approach, because, at first, when you started
to study pedagogy, you learned that you should teach grammar...”. Here, she clearly expressed
handicaps for changing the teaching/learning of English from predominant linguistic-grammatical

focus to any other due to a deficient teacher training and education.

Nonetheless, Educational Researcher 1 declared that “a teacher must have the capability
to be versatile, to adapt and recollect. .. Do not stick to it (curriculum) as it is a kind of bible”. She
gives an important role in the education process which is the dynamic capacity for adapting the
curriculum to students according to their needs. Supporting this, Teacher 4 stated that “I believe
that we (teachers) should be the ones to take the course of the curriculum’ application... so the

class is transformed into meaningful learning”.

Moreover, according to Teacher 6, “we have to start by having a teacher as a Minister of
Education and people who adapt the curriculum at a national level, but people who know what
the realities are”. By saying that he highlights the necessity of active participation of teachers in

the political ruling of their profession and the proper curricular fitting.
2.3 Other issues

2.3.1 Language education in private vs, public spaces

According to Teacher 7, the professional or life projections of the students are far from
the use of the English language due to difference in motivation for learning English. In her words:
“there are a few who want to travel abroad or want to be managers”. Secondly, the
teaching/learning of English does not have a connection to the environment or geographical
context of students; for example, “the students’ context, for example, students from La Pintana is
in connection to English”. Thus, the topics developed in the lessons are non-significant for the
students. As a result, she stated that “if we are saying that they would have to use the language
when travelling to London, it actually makes no sense that we are teaching that, if the students
know that they never going to travel to those places. Because, they do not have the no money, or
they probably would want to travel to other place”. This implies that the socioeconomic context

affects students’ different interests and also the different topics to be worked with the students.

2.3.2 Students’ resistance to English
The students’ interest in learning is essential to create connections with the subject. In

that perspective, there are three main issues denoted by interviewees:
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Firstly, the lack of relevant topics and non-authentic communicative situations proposed
in the English curriculum and an overall rejection of imperialism are the main factors that
diminish students’ willingness towards learning the English language. According to Teacher 1:
“students’ attitude is the main limitation to their learning process. The students take it (English)
for granted. You tried that they learn, but there is no sense for them learning English because they
said ‘I never going to travel’, but at the end, they realized it is helpful”. She also argued that “it
is established this anti-imperialist idea, so there is a rejection about English in this aspect.
Therefore, it is difficult that they value and respect other cultures”. Furthermore, Teacher 6
declared that “that is not authentic, we continue with the prepare dialogues where everyone is
called Sally, Will or John. It is similar, but not authentic. For this reason, students do not pay

attention to what is taught, because it is not real”.

Secondly, the overruling grammar focus imposed predominantly by Technical-
Pedagogical Units (UTP) in schools affects the manner in which topics and contents are framed
during classes. For example, Teacher 7 in her interview said that “ideas are mainly relegated to a
second level. So, if you never try to develop it, you would be obligated to do it. For example, UTP
came and told you that the curriculum follows this line and you have to follow it. Then, the

students and teachers are astonished because they do not know how to do it”.

Finally, previous negative experiences of the students with the English language

decreases their self-confidence and willingness to learn, as Teacher 7 says:

“Students told me that English generates less confidence from what they have been
learning at schools. There are classmates that make fun of their pronunciation, even they
told me that the teacher makes fun of them. Therefore, it is difficult to generate self-
confidence if the responsible adult you have is constantly making fun or underestimate
your effort for speaking a language that is not related to your context. Therefore, it is

really difficult to increase self-confidence with English.”

2.3.3 Teachers’ training proven insufficient
Another major constraint that is linked to all what we have been saying previously is that

initial teacher education in Chile and its deficiency as mentioned in Rivero et.al (2019) :

“the common teachers' training programs rarely give the opportunity to practice skills in

a constant and sufficient manner to acquire expertise and mastery. The thing, in this case,
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is not the lack of time, but the decision of most of programs of emphasizing theory over

practice.” (p.43).

In that regard, Educational researcher 3 expressed “and why that [decontextualized
curriculum topics] keeps happening? because there is no context and we [teachers] do not know
why we teach English, because if we had clear why and to whom we teach English, we could
increase the relevance”. This makes reference to teachers’ training having no clear notion of
purpose and direction, and which difficulties future teachers’ pedagogical practice when faced

with the complex challenges of the classroom.

Although these assertions are widely shared among the teachers and educational
researchers of our study, some of them argued it was teachers responsibility to adapt the
curriculum in order to attain students’ context. For instance, Educational researcher 1 affirmed “a
teacher has to have the ability to flexibilize, adapt and collect, not erase per se because they didn't
like something or stick to it as if it were a kind of bible”. In the same line, Teacher 4 expressed “I
believe we [teachers] are the professionals who have to take the course of the curriculum
application and how are we going to apply it to make a significative learning and long-term class”,

in this way reaffirming, even more so, the idea of teachers’ capacity for adaptation.

Therefore, we could conclude that even though the interviewees agreed on the insufficient
teachers’ training by the part of the Ministry of education, most of them declare there is a certain
level of responsibility of teachers in terms of being able to adapt the curriculum, which was

established under the term “teachers’ flexibility”.

3. Principles for an alternative proposal

In so far, we have been reviewing teachers and educational experts’ perspectives on the
English Curriculum in Chile, these interviews have been a great source of inspiration as we found
out that there are several topics to take into consideration that were repetitively mentioned as an
urgent solution to education. Those topics had a strong connection to our own perspective of
education so to set a starting point for making pertinent and significant the teaching-learning of
English in Chilean public education, and considering strategies for curricular change. Said
proposals are detailed below, laid out as principles for the English education of the future, those
being: grassroot and pertinent, contra-hegemonic, feminist, relevant topics, emotional skills and

options.
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3.1 Contextualized topics

Most of the interviewees emphasized the idea that the topics of the curriculum should be
relevant; therefore, they should address and include students’ personal needs and interest. As
Teacher 7 claims that “considering my students, I would like to include more social and political
topics, because they move around this field... students want to talk about veganism, gender and
their role in society. Those topics are not in any English book, but if we have the opportunity to
transform it, the students would be more interested to learn”. Following that line, Teacher 5
mentioned that this would “appeal to the pertinence feeling and students’ reality, considering that

those topics tend to influence positively the development of the students as social beings”.

Nowadays, as Teacher 2 states “schools prepare us for contents, not for our reality”.
Therefore, it is relevant to consider a transformation in the (English national) curriculum for the
main participants in education, students, to know their interests and necessities to develop social

and critical beings.

3.2 Grassroot and pertinent education

Teaching and learning processes would be more significant for the students and teachers
if instead of focusing on external realities, we center education on the local contexts in which
communities are located. Therefore, as Educational Researcher 3 states: “it is necessary to provide
a grassroot curriculum, so all the actives members in the community can contribute to the
construction process of the curriculum [of English] in that specific location”. For this reason, we
consider that curricular pertinence and a grassroot education is important because it will address
the connection between identity and culture and the social-cultural context of the member of the
school community, as well as linking their history, experiences and interests with their previous

knowledge.

In this sense, educational establishments who aim to contemplate pertinence and a
grassroot education would assume an active and critical role to generate answers for social
problems in their own backgrounds. All of these aspects should always be oriented towards the
democratization of teaching and learning at schools, because that is the way in which education
will eventually lead us to social transformation, by developing critical thinking in service of the

community.

3.3 Counter-hegemonic and Emancipatory education
Educational researcher 4 mentioned that the education in Chile, especially the English
teaching-learning “is centered on the abilities and the "daily routines in our lives”. It has been

developed with instrumental purposes, as Educational researcher 4 pointed out, “to create a
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technical, functional and instrumental being that is not being taught”. He later on implies that the
instrumentalization of the language deep down is a form of indoctrination to an specific
worldview. For this reason, emancipatory and counter-hegemonic education are significant

proposals to transform the educational processes under a critical pedagogical perspective.

As educational researcher 5 stated: “when there is no critical teaching of English,
evidently the ideological imposition is imperialist, neocolonial and with social differentiation...
generating a social division”. In the same line, he proposed to “understand the critical focus not
only as an operation, but as a content”. Therefore, an emancipatory approach to education would
benefit the English teaching-learning as a contraposition to the neoliberal and hegemonic
education that has been implemented at schools. Thus, emancipating students from the oppressive

and hegemonic practices to a social justice.

3.4 Emotional education

Other well-known problem with teaching-learning English in the public Chilean
education is that it does not take into account emotional education as an essential part of the
curriculum. Most of the teachers interviewed consider that the English curriculum should consider
the teaching of “soft skills” related to emotional regulation. As Teacher 3 refers to “this subject
[English] promote confidence through the recognition and communication of their own ideas,
experiences and interests”. Nevertheless, those emotional abilities are overlooked as teachers

have to focus mainly on grammar content and to put grades.

Also, as Teacher 7 mentioned, “it is difficult to generate self-confidence if the responsible
adult you have is constantly making fun or underestimate your effort for speaking a language that
is not related to your context. Therefore, it is really difficult to generate self-confidence with
English.” Thus, The National Curriculum has an urgent need for providing emotional education
tools to support students and teacher processes at schools, and subsequently promoting self-

confidence in them when speaking in the target language.

3.5 Feminist education: against white- cis-hetero patriarchy

Another significant proposal that emerges is related to Feminist education, which we
define as an education that defies white cis-hetero patriarchal system that we live in. As female
teachers, we strongly believe that this perspective is crucial to resist and counteract sexist
education. For example, as Educational researcher 6 mentioned, “Now we are transforming
English... We are looking for content to give it this feminist direction. We are following one line;
I believe that is going to be significant. From seen examples, to watch press release,

advertisements, songs, basically to make students see and listen to things”.
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Moreover, she also mentioned “that there is a common denominator no matter the
language”. What we interpret from this is that this ‘common enemy ‘found in language education
is the invisibilization of gender-based violence, queerphobia, racism, xenophobia, among other
important social issues. We as cis women believe that it is our responsibility to advocate for an
education that openly declares against injustices and violence based on gender, sexual orientation,
gender identity, ethnicity, race and class. We embrace an intersectional view on feminism, since
we believe that all of these categories go hand in hand, and create an oppressive system of
relations, especially brutal towards women and minorities. In this way, we sustain that it is
essential to acknowledge and to engage critically with the perspective of these disadvantaged
groups, since they have been overshadowed and invisibilized many years in education and life in
general. Thus, from this perspective, it is necessary to highlight the role of a feminist education
approach, especially in the way we teach English so as to counteract the effects of an imperialist-

neoliberal ideology presented in mainstream EFL discourse.

3.6 Optional

We support the idea that learning other languages brings benefits not only in an
instrumental sense, but rather it entails an array of significant cognitive, physiological, and
psychological benefits. In fact, Teacher 7 argued that “should be taught more than one language
besides English, because learning another language develops brain dimension”. As a
consequence, we sustain the teaching-learning of English should be an option for learning foreign

languages, just not the mandatory one.

In addition, Teacher 4 expressed that language education should be

“Not only English, but it is completely important to have access to other languages. ..
There is nothing to lose learning another language only benefit, in a neuronal level, in a
linguistic level, at a cultural level. It opens your mind to learning another language; you
have the access to other cultures and knowledge. There is beneficial to know other

languages, and it is completely beneficial for students”.

In this way, we propose that other foreign languages should be considered as part of the
curriculum. Not only European languages such as English, French or Italian but also local
languages such as Mapudungun or Aymara. We also propose the learning of Creole as a second

language, due to the explosive increase of the Haitian population in our country. This poses as a
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win-win opportunity, since we would be able to diversify options for language education, and at

the same time would help the social insertion of the new inhabitants of our country.

All in all, we think that the language options in the new curriculum should be optional,
and tailored to the needs of each territory and community. Each community would determine
which language suits their purposes better for communication or education; thus, having more

impact on students’ lives.

CHAPTER VII: LIMITATIONS

We recognized several limitations while conducting this study.

At its early stages, we decided to take into account elements of a “School
community” such as students, legal tutors of students, educational workers of a specific
educational establishment as well as its proximate school surroundings. Accordingly, we
planned to conduct interviews and focus groups with both students and teachers, and we

scheduled dates and convened school spaces to do so.

It was then on October 18th when Chile entered into a period of social awakening,
fired up by the people's discontent against social injustice and systematic abuse
perpetrated by the Chilean government, politicians and the Elite over the last 30 years.
Among peoples’ demands we can find those in relation to health care, education, the
social security system, gender inequality and violence and the urgency for changing the
constitution created under Augusto Pinochet’s oppressive regime. The catalyst for this
historical uprising was the rise of the Santiago’s subway fare, which enraged the vast
majority of the working and middle class of the capital, the ones most affected by said
measure. This event eventually led people to flood into the streets and protest so

vigorously and in numbers that have not been seen since the return of democracy.

The chaos caused by said uprising culminated in lootings, massive destruction to
public and private property, excessive use of force from the police and military, and the
declaration of both a State of Emergency and curfew in just the first few days. To this day
there are more than 31 registered open murder investigations since the social uprising
began (Chilean Public Prosecutors’ Office, 2020).There about 5000 lawsuits related to
cases of torture, sexual violence, excessive use of force, among others (National Institute

of Human Rights, 2020). More than 200 people have severe eye injuries, and over a 1900
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have been shot with rubber bullets and pellets (Chilean Public Prosecutors’ Office,
2020). Numerous educational establishments were temporarily closed and a great
number decided to end the school term early (DiarioUChile,2020). Under which
circumstances, we were uncertain of the possibility of conducting said interviews and
focus groups, particularly with students. Therefore, by being strictly pragmatic, we
decided to leave students out of our study and focused on working with teachers.
Moreover, we had already agreed to incorporate educational researchers as participants,
in order to unveil their perspectives and proposals on the pertinence of the Chilean
English curriculum through the lens of Critical Curriculum. Nevertheless, another
limitation arises at analyzing the educational researchers interviews. We realized that we
do not ensure to have an in-depth answer about the topics in the English national
curriculum, so the questions were basically based on a simple yes-no answer, without

further explanation about the topics which complicated the comparison.

The second limitation we encountered was the overwhelming majority of male
intellectuals as part of the theoretical foundations of the study, especially when it came to
discussing a Critical Theory of Discourse and Ideology. Teun Van Dijk being the primary
author we referenced in that regard. We think this could create a bias towards female
researcher's’ perspectives on the topics here mentioned. As well, we strongly believe that
to construct a proper critical theory of Education, female and feminist intellectuals are an

essential driving force to instigate the change in the educational paradigm.

Another limitation we encounter along the way was the sexual abuse allegations
against Van Dijk, which have been discussed at length in intellectual spaces on the
internet. We reckon crucial to mention this for two reasons. First, it suggests a
contradiction between Van Dijk’s outspoken support on issues related to the feminist
agenda and his outrageous actions towards his female collaborators and co-workers.
Second, that as a group, we condemn and will not tolerate any type of violence against
women or any marginalized group. It is our responsibility as fellow researchers to raise
awareness and/or expose intellectuals that use their power in the community to humiliate,
intimidate, take advantage of, or put anyone in harm’s way, especially women and
minority groups. Therefore, we want to clarify that although we referenced the author in

question, we do not agree, nor endorse this type of behavior under any circumstances.
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The last limitation, which is in direct reference to the last point, was that three
former members of this group were publicly and non-publicly accused of gender-based
violence against their female partners. Unanimously, we decided to dismiss them from
the study as we agreed that letting them continue participating in this study would
contribute to the normalization of such behavior. We were not willing to leave such acts
unchallenged. It was a hard time for the group, not only due to the emotional distress
caused by the situation itself, but also because we had to reorganize, reschedule, and take
upon the responsibilities of said members. For that reason, our previously planned
activities had to be delayed for a while, so that we could solve such problems as smoothly
as possible. Moreover, as female members of this seminar, we consider it relevant to
emphasize another violence that has been normalized in the academic field, which is
related to intellectual violence against women. In our case, this occurred frequently as the
three male members took advantage of the commitment of us female members time and
time again, neglecting their responsibilities on us. Thus, we reaffirm our commitment to
call out and stop all types of harmful acts towards women in all kinds of spaces, whether
on the streets, at home, and academia. We understand that neutral stances in the face of
acts of violence only benefit the perpetrators of said violence and that being silent is being
complicit. Clearly, we need to take radical and quick action to eradicate said violence

from our society once and for all.
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CHAPTER VIII: CONCLUSION

Chilean social political development and circumstances have provoked English
curricula and policies to undergo significant modifications throughout the years. Since
the beginning of the republic the English subject has been a vital part of the education
plan of future public state schools. This process continued unstoppably until the civical-
military coup in 1973 and the subsequent regime; during this period public education was
demolished and pull into pieces, replacing the former model by an extreme neoliberal
one. This drastic and profound change affected English language education. On the one
hand, private language schools of education started to increase; and on the other, former
prestigious public institutions decreased as the regime intervened and harassed them

regime.

After returning to democracy, public language education began a rebuilding
process but then confronting the effects of the new educational and economic model, such
as increasing social gap between municipal/state-subsidiary and private schools.
However, another milestone was the 2000's reforms, when the English curricula and
policy skyrocketed more than ever before. Chile in this last two decades directed the
efforts to transforming and improving the teaching and learning of English education and

also finding its place among other leading nations in the globalized world.

Then, as one of the consequences of this globalization endeavor,
decontextualization emerged as a major issue in EFL curriculum development.
Shockingly, research done in this area is still scarce in the Chilean context, being this one
of the triggers of this work; so, we strongly believe that the decontextualization of the
English curriculum needs to be properly addressed and improved to attend the ever-
growing needs and complexities of the Chilean EFL classroom. This research intended to

be one small contribution to this great and necessary venture.

On this basis, we did not focus our attention into the explicit curriculum, being its
central point the content, topics, and other perspectives; we were interested to explore the
beliefs that emerge from the English national curriculum, having a deeper analysis from

its implicit ideas to elaborate a proposal from the critical curriculum perspective.
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We argue then that the current English curriculum transmits ideologies directly
connected to the globalization and neoliberal projects. We believe that these ideologies
must be acknowledged and analyzed thoroughly in order to propose alternative forms for
the teaching and learning of English as a foreign language, actively challenging the
hegemonic perspective and adequately addressing the needs of local communities. In this
way, we think that neoliberalism is profoundly interwoven with globalization and
capitalism, as it perpetuates individualism and competition between companies,
organizations and people in order to achieve market-related goals. Education, in this
manner, is highly affected. Clearly, we need to change this business-like view on
education that has dismantled public education even with a detrimental effect on the lives
of students from socially vulnerable families and contexts. Thus, we believe it is of
paramount importance to radically transform this perception of Chilean education to
replace it with an emancipatory and grassroots perspective, joining the local communities

in order to take collective social action.

We proposed that the educational community would be considered including
students, legal tutors of students, educational workers, and the proximate school
surroundings. We chose to additionally incorporate educational researchers in said
description since they hold power in deciding what should be taught at schools and the
manner in which it should be taught; and inform significantly on the state of EFL public
education and policies. It is from this perspective, taking into consideration all the events
and limitations, that we included, as the main subjects, teachers and educational
researchers. On the basis of the previous problems and what was developed from the
analysis, we concluded that the educational system's management has not been adequate
for the school's communities from the basic needs in education to provide a contextualized

curriculum.

All in all, we have seen that for both teachers and educational researchers the
teaching and learning of English should be perceived as an act of social justice and as a
site for social struggle. Participants conceive social justice from both a neoliberal and an
emancipatory perspective, since they strongly recognize the material and concrete benefit
that learning English as a foreign language carries; but all along, they criticize the
functional notion of language that dominates the discourse surrounding the English
curriculum. In this fashion, teachers and educational researchers adopt a critical stand on

the view of language as they acknowledge the value of engaging language education
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through social activism. This perspective leans towards a more grassroot perspective on
education where social justice is achieved through local collective action. These
understandings are portrayed in the principles and topics that educational researchers and
teachers respectively convey in their statements for a new curricular proposal for English.
They propose that the curriculum should be territorialized, contextualized, critical, and
meaningful and at the same time advocate for teaching topics related to a social
contingency. We support this conception on language education because it not only
responds and resists the most pernicious aspects of the neoliberal education but also

returns the power back to the communities for radical and long-awaited social change.

We highlight the key role of the two ideological perspectives we have identified
from the beliefs of teachers and educational researchers: a neoliberal-globalized one and
a grassroot- emancipatory one. We sustain that these have a strong influence in the beliefs
of teachers and educational researchers, providing a framework for their understanding
the educational phenomena and, therefore, shaping their opinions on the topics and
pertinence of the English curriculum. We recognize that the neoliberal-globalized notion
of the English language is conveyed through the discourse surrounding the English
curriculum, which affects the view on the nature and goals of teaching-learning English
as a foreign language. Furthermore, they involve arose the issue of struggle for power
between the English and non-English speaking world and culture. Accordingly, English
teachers and educational researchers concede their agency in counteracting the
instrumentalization imposed by the curriculum, proposing more liberating and
emancipatory ways of teaching English. Then, we strongly support a grassroots-
emancipatory perspective on education, since we take it as a commitment to resist to the

Hegemony of English as part of the dominant discourse on EFL.

Irrevocably, we were able to conclude that there is a huge and more than relevant
gap between what is expected from teachers and what they can actually do with the time
and the resources available in the English teaching in the country; these factors are the
consequence, at least partially, to the hegemonic role of the English language. The main
one who have pushed and worked in this sense seek to dominate the subcultures and pose
a defined way of life in order to gain workforce to fulfill their economic purposes. In this
same manner, if these factors were regularized, the teaching/learning process would be

significant to all the parts involved.
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Finally, a prospective English teachers and current researchers in the educational
area, we strongly agree with a grassroots-emancipatory perspective on education. We
believe that the intercultural perspective is also relevant within the confines of the English
curriculum and Chilean classrooms, if not, we fall into the bad practices of globalization;
therefore, a critical vision of education is essential to the resistance to the domination of
hegemonic cultures. Then, we strive for a language education that is meaningful, one that
realistically address the needs of the community, on that genuinely includes different
cultural perspectives, and one that critically engages the community in taking collective
action against social injustices and inequality in present society. All the above towards
the achievement of a fairer society from the trenches of the teaching of English as a

foreign language.
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CHAPTER IX: PROJECTIONS

Taking into account what we were able to conclude from our research, we firmly
believe that future lines of research could take place in the areas of education and
curriculum. Further research and efforts should be directed at including the entire school
community, namely students, legal tutors of students, educational workers, the proximate
school surrounding, and educational experts. This could contribute significantly to the
participation of the community in the construction and development of curriculum,
solidifying the emancipatory perspective on education that we have been advocating for.
Lastly, another line of investigation that could be opened is the notion of eurocentrism in
EFL education, which we noticed is usually present when validating the importance of
teaching-learning English as a second language in the context of a globalized world. From
what we could gather, it seems that globalization is mostly associated with the progress
of the societies western civilization, namely EE.UU, Europe, its former colonies. The
latter presents itself as an opportunity of exploring and deconstructing this perspective on
EFL education, which we could not go in-depth in this study, but may result fruitful

uncovering underlying ideologies in EFL discourse.
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