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Abstract

A foreign language “is used to denote a language acquired in a milieu where it is normally not in
use” (Cook, 2011, p. 140). Colombia has acknowledged a significant interest in the learning of
English as a foreign language. In Colombia, students in public high schools learn English as a
foreign language through the National Bilingual Program. During the learning process, students
are exposed to the target language through different strategies to acquire the language and fulfill
the program expectations. Hitherto, national and international exams have been the only
instruments used to assess the language proficiency level and the students’ learning process. This
program still requires information about the linguistic and sociocultural implications of this type
of education on students who have been in the learning program for several years. Thus, a
descriptive study was done by carrying out a survey and an interview with 1068 students of 10™
and 11" grade in Medellin, detecting statistical difference between genders. Furthermore,
exploration and assessment of institutional documents and historical reports of a standard exam
were completed in order to have a wider view of the foreign language acquisition process in a
Spanish-speaking context. In addition, a historical report of the standard exam SABER 11 was
executed before performing some in-class observations in EFL classrooms of public institutions.
Therefore, the observation of the linguistic product in public schools is relevant to understand the
use of the languages, the evolution English is having around the world and the growth of EFL in
Spanish speaking contexts.

This analysis aims to measure the effects this education has had on the students’ lives
academically and culturally. This inquiry took into consideration the information provided by the
students as the direct participants impacted for this type of education, official documents,

standard exams and classes recordings. In this manner, it shows a broader view of the learning



process, the population and the linguistic conditions and impacts this type of learning can have in
the city and the country. This study contributes to the enrichment of public policy about the

teaching and learning of Foreign Languages in Spanish speaking contexts.



1. Introduction

The use of the language is a creative activity where several linguistic elements are part to
grant it an autonomy in its practice, a critical assessment of language and culture and a curiosity
and respect for diversity. Chomsky (2006) affirms that "When we study human language, we are
approaching what might be called the 'human essence,' the distinctive qualities of mind that are,
so far as we know, unique to man" (p.88). Thus, when studying human language, it is possible to
approach what some call the human soul and core, distinctive features of the mind that make the
human being unique. Therefore, in order to understand our humanity, it is necessary to
understand the nature of the language that makes us human. Lopez (2012) states that "Language
is not something that exists outside of us, it 'lives' in the brain" and this helps to create neural
networks that allow us to identify and visualize the differences between a monolingual and a
bilingual person (p. 1).

The learning and mastery of a foreign language is increasingly relevant and significant in
the current context of globalization, innovative technologies, cultures and transnational business
and international relations. According to several authors, English has become the dominant
language in a variety of educational, economic and cultural contexts such as international
students receiving classes in English, main language for international organisations, of the
motion picture industry and popular music (McKay 2002, 2010, 2012; Crystal 1997; Graddol
1997, 2006). Thus, “English is being introduced to ever more and ever younger children and in
many countries around the world English is now compulsory in primary education” (Garton,
Copland and Burns, 2013, p.37). Therefore, native English speakers can not talk about a
language ownership anymore. Currently, we can say English belongs to the world. Wong &

Dubey-Jhaveri, (2015) express that,



English is becoming both more and less important worldwide: more because in
many parts of the world, and of course in the English-speaking world, English
proficiency is a basic skill and simply expected; less because with so many
English speakers, the comparative advantage of English proficiency per se is

declining. (p. 26)

The acquisition of foreign language allows professionals and researchers to access
information and technological innovations that support the presentation of local and national
outputs and productions in international contexts such as scientific journals, conferences,
congresses, book publications, theses and research projects. Its importance and necessity go
beyond classrooms, as it "is one of the official languages of the United Nations, International
Civil Aviation and the International Monetary Fund. In fact, 85% of international institutions
recognize it as one of their official working languages" (Crystal, 1997).

The mastery of foreign languages has become a point of reference to face the challenges
and take advantage of the opportunities that the globalized world is offering. Besides, Spanish-
speaking societies are entering an era of innovation and services for the regions, where relations
with the world are initiated, especially with English-speaking countries, to increase and improve
the loan of services to national and international markets. Consequently, it is possible to visualize
that a country with greater purchasing power will depend on its ability to dominate other
languages (Alonso, Casasbuenas, Gallo & Torres, 2012). Pulido Aguirre (2010) describes how
"the acquisition of a language not only involves the learning of a linguistic system, but also
includes the learning of the traditions and customs of a society, a group, rules of linguistic

behavior and associations, among other aspects defined by a human group”. Hence, the



acquisition of a language is an ongoing process that occurs throughout the life of the learner
(-4).
1.1. Acquisition of English as a Foreign Language in Colombia

Since the 1990s, Colombia, as a country in daily search for economic and social growth,
has shown a high degree of interest in the topic of bilingualism and the acquisition of a foreign
language. One of the reasons for the beginning of this tendency was the economic opening and
the change of the relations of Colombia with the rest of the world. English not only became a
language of study and in an international language of high relevance and prestige, but rather the
development of policies that would support and respect multiculturalism from the Constitution
(Truscott, Ordénez & Fonseca, 2006). Colombia's political constitution of 1991 grants explicit
recognition of Colombia as a multiethnic, multilingual and multicultural nation. The Ministry of
National Education (MEN) explains the importance of a plurilingual nation when it states, "The
capital and wealth that a country produces in multilingualism translate into linguistic capital for
each individual ... The Ministry of National Education considers the multilingualism as an
educational priority" (MEN, 1999: 1). Likewise, the Ministry of Education has launched several
versions of the National Bilingualism Program (2004-2019), known before as Program for
Strengthening the Development of Foreign Language Skills — PFDCLE; then, as English Please
and changing on July 14, 2014 to what was called the National Program of English — PNI
(Cardenas, Chaves & Hernandez, 2015, p.15), finally becoming the National Bilingual Program,
has convened educational authorities, teachers, administrators, parents and researchers to focus
on the problem of bilingualism (English-Spanish) and bilingual education at the national level
(Truscott & Fonseca, 2006). In addition, Fandifio-Parra, Bermudez-Jiménez & Lugo-Vasquez

(2012) complement the idea by stating, "Since its inception, the [National English] Program has



been designed to respond to national needs regarding English and has focused its efforts to train
teachers and students in basic, intermediate and higher education able to meet international
standards in the management of English for daily life and academia"(pp. 363-381). Thereby, it is
possible to say that the mastery of a foreign language has helped to form virtual academic
networks at national and international level.

Medellin, being an innovative city in Colombia and in the world and based on the national
and local project of bilingualism, has focused its attention on the intervention of schools and
public and private institutions for the education of a foreign language. For example, the local and
international immersions carried out by the Secretariat of Education of Medellin and also the
program of accompaniment by the University Luis Amigo and the University of Antioquia to the
Medellin Multilingual program. The department and the municipality of Medellin show advances
in technological, social and scientific development reflected on the country through the training,
accompaniment and delivery of resources to almost 500 teachers and 210 public educational
institutions in Medellin (program of Medellin Multilingtie, 2012).

In Medellin, the formulation of the Bilingualism Program by the Government of Antioquia
since 2004 has been a milestone. The Secretariat of Education of Antioquia (SEDUCA) raises it
as a possible response and action to the "Need to establish educational options to enable learners
to attend to and develop diverse cultural models that not only serve diversity but also enable
young people to connect with other ways of seeing and acting in the world" (SEDUCA, 2004).
Interest and meaning are given to bilingualism (English-Spanish) as a way for citizens to
compete within a globalized system through the acquisition of a second language or a foreign

language, in this case English.



1.2. Program of Foreign Language Acquisition in Medellin (Spanish-English)

Through the program of foreign languages (English-Spanish), Medellin is expected to be a
bilingual city in 15 years, since the promulgation of the program, and its citizens are expected to
compete with a globalized system through the acquisition of a second or foreign language. Also,
from the district program, in 2012 under the administration of Dr. Anibal Gaviria, the proposal of
the Multilingual Medellin Program is born, which starts under the name of bilingualism
program, passing to the Multilingual Medellin Program and then evolving to what we know
today as the project Languages for Medellin.

The importance given to the acquisition of the linguistic competence of a foreign language
in Antioquia is evidenced in the District Bilingualism Program, which has oriented its efforts
and obtained the attention of educational authorities, managers, teachers and families to face the
problems and the effects of bilingualism and bilingual education in the department and especially
in Medellin. Consequently, a program of foreign language education is started in the city, which,
according to the Secretariat of Education of Medellin, presents three approaches related first to
the training of teachers from public educational institutions (IE) pre-school, basic primary and
secondary, not only English but also other areas, that is, more than 1,500 teachers who will teach
English to children and young people. In addition, the training of ninth, tenth and eleventh public
IE students from primary, secondary and complementary cycle, who will begin to advance in
university education (Rueda, 2012). Finally, the improvement of the foreign language of students
who are studying at three institutions of higher education, such as ITM, Pascual Bravo and
Colegio Mayor (News Agency, EAFIT, 2012).

However, considering the time remaining to meet the deadline for this program, it is

necessary to analyze and reflect on the vision written on paper by a decree and the actual context



that most of the public institutions in the city live. It is evident "a divorce between the reality of
the teaching-learning of languages, which includes the conditions of implementation of the
policy, and the legislation that intends to bring [the city] to bilingualism [English-Spanish]
before having explored and known the educational reality" (Cardenas R., Chaves V. &
Hernéndez G., 2015, p.20). Thus, there is a lack of local and specific realities, which cannot be
evaluated and evidenced from important levels of administrations, but rather, from observation,
interaction and research in the context. These institutions show several indexes of opportunities,
as SEDUCA states, "Weakness in communicative [and linguistic] competence in English as a
foreign language, weak comprehension processes [during English language learning] and [also],
[difficulty in] acquisition of methodological and didactic tools and strategies for the teaching of
English as a foreign language" (p.9). Moreover, they do not have resources available for teaching
and learning a foreign language whether they do not have the technological gadgets to design
didactic or interactive lessons, or their teachers are not properly trained to transfer knowledge in
a foreign language (SEDUCA, 2004).

According to the agreement 089 of 2013 oriented as a public policy of languages and
carried out by the Secretary of Education of the Municipality of Medellin, called "Languages for
Medellin", this will continue providing support and assistance to public institutions, students and
teachers. This public policy was in the process of being regulated for a period of one year, and
many institutions were linked to the meetings convened by the Secretary of Education. Yet,
during an interview in 2014, the director of the Medellin Multilingiie project, Mr. Edwin Ferney
Ortiz Cardona! explains how the project still lacks systematized information about the linguistic,

social and cultural antecedents with which students arrive in the classroom. It does not have a

! Telephone interview with the Director of the Multilingual Medellin Project, carried out in 2014
by Martha Inés Gomez Betancur, author of this thesis.



systematized analysis and description about the shock or the linguistic and sociocultural
implications of foreign language acquisition (English-Spanish) in students of public schools in
Medellin. He exalts the achievements until March 2014. Nevertheless, he clarifies that these
products have been focused exclusively on the training of teachers in the metropolitan area
(Colombia Aprende, Ministry of Education, 2014). Additionally, the director explains how so
far, there are no official documents that speak about the linguistic and sociocultural impact of
bilingual education (English-Spanish) on students of public schools in Medellin and how this
affects the learning process and acquisition of a foreign language in a city in search of
internationalization.

Medellin, as the most innovative city in the world, is always looking for business and
educational improvement at national and international level (Crystal Urn, 2013). Thus, it is
possible to visualize the importance given to bilingual education in the city in order to improve
labor competency locally and globally, since English is "the language of business in the world"
(Agencia de Noticias, EAFIT, 2014). However, as Mr. Michael Cooper, director of the Colombo
Americano Center in Medellin, says, "the issue of bilingualism [English-Spanish] is still very
poor in the population, although the city already has a vision of its importance, aims at
international cooperation and has the presence of multinationals" (Agencia de Noticias, EAFIT,
2014). For example, the different projects that are being developed starting from the national
English project to the public policy of Languages for Medellin focused on teachers, students and
graduates. In this way, Thomas Hanns Treutler, director of the EAFIT Language Center, also
says that although there is no analysis of the impact of bilingual education in the city, it is
possible to see the concern generated by the campaign and public language policy in the citizens

of Medellin (Agencia de Noticias, EAFIT, 2014).



Therefore, schools and public institutions in Medellin are aware of the importance and the
need to respond to the current demands of our society. As a result, they seek to offer their
students and graduates a comprehensive education that includes the acquisition of a linguistic
and communicative competence in a foreign language in order to receive a higher education of
excellent quality, nationally or internationally. As well as to provide them with resources to have
better job opportunities, access global information, develop a wider knowledge of the world and
thus, be able to move either just to travel or work abroad. Despite this awareness, according to
the data stored by the Secretariat of Education in the Municipality of Medellin in 2012, the
proficiency levels of English teachers were low and there were no significant trainings to support
teachers' pedagogical process and help them to teach specific content in both languages
(Medellin Multilingual program, 2012).

The Secretariat of the municipality of Medellin, in the company of different institutions
such as Luis Amigo University, Antioquia University, Pearson Multinational, Colombo
Americano Center, Marina Orth Foundation and EAFIT University, among others, have sought
to implement different methodological strategies for training teachers in order to prepare them to
teach a foreign language in a Spanish-speaking context and obtain the results sought by the
program. For example, the assistance given to teachers in the 210 institutions with more than 400
subsections in Medellin since 2012 by the Luis Amigo University and the University of
Antioquia and the trainings offered to more than 180 teachers in municipalities of Antioquia
since 2006 by other institutions and the government of Antioquia. Along with the diagnoses
presented each year by teachers in the metropolitan area who recognize the importance and
relevance of updating their knowledge and improving their language competence and are aware

of their level of English and their future challenges as professionals. In this way, the Secretariat



of Education in Medellin and the public institutions aspire to meet the standards of globalization,
which occurs when countries overcome difficulties and eliminate their impediments or barriers to
create a connection where ideas, beliefs and culture can cross borders. In spite of this, this
program, according to the director of the Languages project for Medellin, Mr. Edwin Ferney
Ortiz, still lacks systematized information that provides a comprehensive overview of the
background and linguistic, social and cultural traces with which students arrive to the classroom
and abandon it again to face the challenges of Colombian society. What is more, it is possible to
observe the lack of information about the linguistic and socio-cultural effects or impacts of
foreign language acquisition (English-Spanish) on the students of public high schools in
Medellin since, to date, there are no official documents that speak about the linguistic and
sociocultural commotion of second languages and foreign languages education, in this case
English, in high school students and how these variables are affecting the learning process of a
language (Multilingual Medellin program, 2012). The current situation reflects an abyss that
separates reality from teaching-learning of foreign languages and the implementation of policies
that aim to bring the country into a bilingual environment without having evaluated the
educational, social and cultural context, the impact of the arrival of different foreign languages in
the Colombian context and the education of a foreign language in the students of public schools
in Medellin (Céardenas, Chaves & Hernandez, 2015, p.20).

It is relevant to understand that the national program looks for a bilingual education in
public schools. This is written in the decree. According to authors such as Krashen (1981),
Kramsch (2000), Celce-Murcia (2001), Herrera & Murry (2005), Saville-Troike (2006),
Robinson & Ellis Scholte (2000) in Lee & Bokhorst-Heng (2008), Ovando and Combs (2012),

bilingualism presents negative and positive perspectives according to the point of view that each



person has about the world. In Lee and Bokhorst-Heng (2008), bilingualism and bilingual
education are detailed as the cause of the disappearance of culture and linguistic diversity, which,
instead of having provided a social balance, has contributed to the creation of a great gap
between the upper and lower strata as linguistic, pedagogical and socio-cultural resources present
significant differences between rich and poor (p.1). In addition, Edwards (1984) also explains
how opponents of bilingual education argue that bilingualism promotes elitism and that the costs
of this education for public sectors are too high. In this way, it is considered that bilingual
education causes disagreements and causes divisions (p.100). On one hand, Sanchez-Jabba
(2013), and Alonso et al. (2012), analyze the level of English of a specific population,
concentrating on the economic, and leaving aside what concerns the methodologies associated
with language teaching and pedagogical practices. On the other, Auerbach (1995) defends the
power that bilingualism and the learning of a second language have in pedagogical fields, design
of curriculum, context of instruction and materials. She explains the relevance of learning
English as quickly as possible for reasons of survival. If the learner is more exposed to the
language of study, it will be easier to learn. Students will be able to hear, internalize and begin to
think in English. Therefore, the only opportunity for students to acquire a language is if they are
forced to use it (p.25). Other authors and researchers who have focused their efforts on the work
of bilingualism and foreign language acquisition in Colombia recognize the importance and the
objective of bilingual education as a phenomenon of pedagogical, economic and social
development. Such is the case of Truscott and Ordoéfiez (2006) who carried out an initial
investigative report on the current state of bilingual education in Colombia considering English
and Spanish. However, so far, these policies and legislation regarding the learning and teaching

of a foreign language, in this case English, have been raised from bureaucratic levels that can
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"ignore local and particular realities that cannot be seen from central and important levels of the
administration "(Cardenas R., Chaves V. & Hernandez G., 2015). Therefore, as a language
teacher and researcher, and considering the formulation stage and the implementation period of
this language program, I wanted to explore, study and answer some questions about the process
carried out during the acquisition of English as a foreign language. Some of the questions
answered were: How to assess the English language acquisition in the Municipality of Medellin
(Languages for Medellin) through the analysis of its linguistic implications, considering the
scholastic/academic bilingualism, the degree of development of bilingual competence, the use of
language skills, and its sociocultural associations, considering the transfer of L1 by L2 on tenth
and eleventh grade students in public schools in Medellin? How does the bilingual program
contribute to the enrichment of the local program Languages for Medellin? and what linguistic
and sociocultural effects this program is having on adolescents in a Spanish-speaking society?
How to identify and describe the linguistic and sociocultural implications of this public language
policy in Medellin either orally or in writing (English - Spanish, Spanish - English) through the
perceptions of tenth and eleventh grade students in the public schools of the metropolitan area as
direct participants of this type of education in the city?

Considering the plans and goals to be achieved by the national government and the
municipality of Medellin regarding the implementation of a second and foreign language
education with bilingual programs in public schools, it becomes necessary to know what is
happening with the languages of the students who are immersed in this type of education in the
city while interacting in a monolingual society. In this way, the observation and the exploration

of the linguistic product of the student of public school is relevant in order to understand the use
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of their languages and then to plan municipal educational processes that support the acquisition
of the English language in a Spanish-speaking context.

Thus, it is essential to conduct a descriptive research study, at the local level, that provides
an evaluation of the English language teaching program of the Municipality of Medellin
(Languages for Medellin) to examine and observe the strategies and tools that have been
developed based on the linguistic variable considering school/academic bilingualism, degree of
development of bilingual competence and use of language skills (Adler, 1977; Diebold, 1961;
Baker, 2001), and the sociocultural variable taking into account the L1 involvement by L2
(Lambert, 1974; Abdallah Pretceille, 1986) during the acquisition of a foreign language, in this
case English, on the students of grade tenth and eleventh in public schools in Medellin. This
observation is made taking as a reference the applied linguistics and its different interdisciplinary
areas of knowledge; and in the sociocultural field, considering sociolinguistics, such as the social
study of languages, which will lead to the elaboration of analysis, policies and strategies for
improvement in this field. In the same way, it will be possible to analyze and, at the time, adjust
the expectations of this program according to deadlines, institutional and personal needs, and the
levels required by local and national administrations with respect to the Common European
Framework of Reference (MCER).

The present research study at the local level inquiries about the language policies,
institutional practices and effects that characterize public schools with the education of a foreign
or second language. This study analyzes the learning of English as a foreign language in the
public education sector of the city of Medellin. In addition, this study allows for an inter- and
trans-disciplinary exploration where the areas of knowledge such as pedagogy, linguistics,

sociology, cultural studies and history are used to carry out an in-depth analysis of this type of
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education and project in the city, which will guide to the creation and design of improvement
plans for the continuation and success of this type of education in a Spanish-speaking country. It
will also be possible to describe the linguistic and sociocultural implications and effects of this
public language policy for Medellin (English - Spanish, Spanish - English) on 10th and 11th
grade students in public schools in the metropolitan area. This research was based on multiple
sources of data in order to desing the instruments used during this study. Some of the sources
used are related to studies carried out by researchers like Lightbown & Spada (2013), Truscott,
Ordofiez & Fonseca (2006), Waas (2008). Therefore, it was possible to have a storng based to
design instruments that have been used during this type of research (individual interviews,
questionnaires, documents, historical reports and video recordings) in order to "to provide an in-
depth, and contextualized understanding of the phenomenon" (Heck, 2004, p. 218). A study of
this nature will provide relevant information both for the educational institutions participating in
this research, as for the other institutions, which are part of the same program, the Secretariat of
Education of Medellin and other researchers and actors interested in this topic. Moreover, this
study will contribute to the enrichment of the public policy of teaching foreign languages
"Languages for Medellin" so that it can count on a more complete analysis on the history of
acquisition of second or foreign language and bilingual education, the reasons to adopt this type
of education and the linguistic and socio-cultural consequences of this learning in Spanish-
speaking societies. Thus providing relevant information that will guide the development and
improvement of bilingual strategies and resources and bilingualism policies implemented in the
city.

This research is divided into eight chapters. In the first section of this study, the problem

statement and justification are described. The second section explores the background of this
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research, including bilingualism, acquisition of second and foreign languages in different parts of
the world, research about affectation of the mother tongue because of the language of study and
bilingualism programs in different countries and cities around the world. This chapter explores
the different programs and projects of bilingual education created from previous years in an
international, national and local way. In the next chapter, reference is made to different current
and classic theories about language acquisition, second/foreign language acquisition,
bilingualism, types of bilingualism and their impact on different monolingual societies. Also, in
the fourth section the general objective and the specific objectives are visualized. Chapter five
describes the methodological process and the statistical methodology used to develop this work
considering the nature of the study, the study population, the sample to be investigated and the
types of instruments for data collection and processing and analysis of data. Chapter six
summarizes the expected results of this study followed by chapter seven which outlines the
conclusions obtained during the research. Finally, chapter eight provides some pedagogical

implications and reflections about the present study and future research on this topic.
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2. State of the art review

The study of bilingualism and the acquisition of a second or foreign language is a process
that has been carried out for several years by different researchers and academcians all over the
world since Skinner (1957); Chomsky (1959) and his Language Acquisition Device (LAD)
continuing with the universal grammar (White, 2003; Gass & Selinker, 2001, Mitchell & Myles,
2004; Cook, 1993). Piaget (1955) and Slobin (1986) who open the way to a wave of languages
studies; then Bloom (1971) until Fromkin, Rodman & Hyams (2013), among others. It is a
subject that has been studied by many linguists and professional researchers in the field.
Therefore, it is a subject that has strong bases and antecedents to validate other investigations.
This chapter considers the acquisition of a foreign and second language, in this case English. It
describes studies on bilingualism, projects and education of English as a foreign language, and
the effects and impacts of this type of education and programs in different countries and cities of
the world, in Colombia and in Medellin as a study context.

2.1. Acquiring English around the world

The acquisition of second or foreign languages, bilingualism and bilingual education have
been topics of interest for the creation of international, national and local projects. English as a
foreign language has undergone different reforms in its educational policies. For this reason,
neighboring countries and other latitudes have taken actions in order to have citizens competent
in the target language, in this case English (Cardenas R., Chaves V. & Hernandez G., 2015,
p-31). Such is the case of Spain and its different regional projects of bilingualism.

Spain is located in Europe and until July 2017, it had 48,958,159 inhabitants having the
Castilian Spanish as the official nationwide language (74%), but also holding the Catalan as

official language in Catalonia, the Balearic Islands, and the Valencian Community (where it is
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known as Valencian (17%), the Galician as official language in Galicia (7%), the Basque in the
Basque Country and in the Basque-speaking area of Navarre (2%), and the Aranese in the
northwest corner of Catalonia (Vall d'Aran) along with Catalan, counting with 5,000 speakers
("The World Factbook — CIA", 2017). Since 1996, Spain has focused its attention on the
acquisition of a foreign language taking into account a bilingual education in the country.
Consequently, it initiated the National Project of Bilingual Education of the Ministry of
Education of Spain and the British Consulate (British Council). First, the bilingual project began
in primary education within the Spanish state education system. This experience started in 43
public institutions with 1200 students (Dobson, Pérez Murillo & Johnstone, 2010). In September
2004, classes that started eight years earlier continued to the secondary level. The objective of
this project was to provide students, between ages 3 and 16, with a bilingual and bicultural
education through a curriculum in English and Spanish based on the Spanish national curriculum
and some aspects of the national curriculum of England and Wales (Clemente Onhuel et al.,
2013, p.7). In addition, the specific objectives at the secondary levels focused on continuing the
acquisition and learning of both languages through an integrated curriculum based on content
areas. They also sought to promote awareness and understanding of diversity in both cultures and
to stimulate the use of innovative technologies in the learning of other languages. Lastly, they
attempted to promote the certification of studies in foreign languages, if pertinent (Clemente
Onhuel et al., 2013, page 8). During 2008 and 2009, the number of schools increased from 43
primary institutions to 74 primary schools and 40 secondary schools. In 2010, the National
Bilingual Project had more than 200,000 students studying a bilingual curriculum from the age
of 3 in the different public educational centers of the country (Dobson, Pérez Murillo &

Johnstone, 2010). Nowadays, that quantity has increased considerably. During the years 2016-
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2017 that figure had jumped from 200,000 to 1.1 million of students at bilingual schools
according to an EL PAIS study of data from the Education Ministry. Thus, more than 90% of
Spanish students are being taught in English (Menarguez, 2018)

Madrid has been working with two distinctive CLIL programs in state schools: “the joint
British Council-MEC Bilingual Project that was signed in 1996 and the local educational
authorities CLIL program that started in 2004. They both aim to achieve bilingualism in English
and Spanish” (Pérez Murillo, 2008). The current Content Language Integrated Learning (CLIL)
program has been stablished in different parts of Spain making foreign language learning take a
bilingual orientation in Spanish Autonomous Communities which have been traditionally
monolingual (Pérez Murillo, 2008).

In 2004, the Community of Madrid implanted a language program called “Programa
Bilingiie de la Comunidad de Madrid” (Bilingual Program of the Community of Madrid) where
at least one third of the school curricula was taught in English (Pérez Murillo, 2008). During the
course 2014-2015, the network of bilingual centers had extended to a total of 353 schools and
110 public institutes. Moreover, based on the written legislation of the program, since the
beginning of the bilingual program, the Community of Madrid has made a major commitment to
the training of teachers, offering courses in CLIL methodology, language improvement and
leadership, language immersion programs, teaching practices, etc. both in the Community of
Madrid as well as in different countries, for example, United Kingdom, Canada, USA and
Ireland (Comunidad de Madrid, 2015). During the course 2018-2019, that figure has increased
significantly increasing from 353 to 380 schools and from 110 to 166 public institutions,
Reaching a significant and considerable figure of 546 educational centers (Comunidad de

Madrid, 2018). The bilingual program has been examined through various external evaluation
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tests to the students of both primary and compulsory secondary schools. In addition, the
Community of Madrid looks forward to participating in a study on reading comprehension as
part of a project led by the IEA (International Association for the Evaluation of Educational
Achievement).

Based on the program goal, the community of Madrid desires to build an own program of
bilingual education in public centers, consisting not only of studying English as a foreign first
language, but also of imparting other areas of knowledge in that language. In this way, by
becoming a working language in the center, students learn English with less effort and the
process is more natural and faster. All the bilingual centers of both Primary and Secondary
Education follow the official curriculum of the Community of Madrid (Comunidad de Madrid,
2015, p. 8). Since the beginning of the program, the Ministry of Education, Youth and Sport
stablishes the requirements that need to be met by all the applicant and participating schools and
institutions in order to be part of the bilingual program. The centers must present an educational
project supported mainly by the Cloister of Teachers and the School Council (Comunidad de
Madrid, 2015, p. 8). One significant strategy that the program uses is the learning support with
language assistants. Students in the program have the opportunity to exchange conversations in
the target language with native language assistants of different nationalities like Canadian,

British or American (Pérez Murillo, 2008).
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La Educacion Bilingiie en la Comunidad de Madrid
Curso 2015 - 2016

Comunidad de Madrid

Figure 1. The Bilingual Education in the Community of Madrid

Since 2016, 654 institutions have been working with the PEB in Madrid. This means
that 226.508 students have been taking classes in English and learning it as a foreign language.
Moreover, besides having sections in English, the Community of Madrid also has a total of 19
institutes that have a linguistic section: 15 of French and 4 of German. It is important to
understand the difference between section and program. Students who take the Bilingual Section
modality will take the Advanced English course. Likewise, they will study in English any of the
subjects of the curriculum except for Spanish Language and Literature and Mathematics. On the
other hand, Students who take the Bilingual Program modality will have five hours of English
weekly and two subjects taught in English (IES Conde de Orgaz, 2012).

From 2004 to 2015, the financing of the Bilingual Teaching of the Community of
Madrid has grown significantly changing from € 4.030 in 2004 to € 35.012 in 2015 (Comunidad
de Madrid, 2015, pgs. 19-20). It is important to add that teachers from elementary levels must be
in possession of the linguistic qualification for the performance of bilingual positions. This
means, primary or elementary teachers are qualified to teach subjects in English and in Spanish.

They have the linguistic competence in the foreign language and, they have their teaching
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certificate to be in bilingual positions (Comunidad de Madrid, 2015, p. 22). The Community of
Madrid has agreements with other universities in the United States, Canada and the United
Kingdom for the English teaching training of teachers and administrators of Madrid. As a result,
teachers have the opportunity to interact directly with the target language and culture in order to
acquire the strategies necessary for the study of a foreign language in a Spanish-speaking
context.

In 2010, taking into account the time spent with the bilingual program to the present, the
Ministry of Education and the British Council requested three experts on this program and
bilingualism topic, Alan Dobson, PhD Maria Dolores Perez Murillo and the emeritus teacher and
Director of the independent evaluation of the Project of Bilingual Education Richard Johnstone
OBE (Stirling University), an external and independent evaluation to obtain objective data
(Dobson, Pérez Murillo & Johnstone, 2010) about the National Project of Bilingual Education,
and thus to improve the services offered to the public institutions from the administration and the
Spanish government. According to the evaluators, the evaluation of this project will help to
collect data and relevant information about this program in order to know exactly to what extent
it is achieving its objectives and avoid comparing the Program with other bilingual education
programs carried out in Spain or other countries” (Dobson, Pérez Murillo & Johnstone, 2010, p.
10). Although the Community of Madrid obtains an overview of the linguistic competence of the
students as English speakers and writers every year, through the analysis of spontaneous
interviews and by writing a narrative-descriptive text in controlled conditions dealing with
assorted topics, they also hold the students perceptions about the Bilingual program of the
Community of Madrid as one of the main information sources to make corrections, add new

strategies and design improvement plans through the program process. In 2010, a questionnaire
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was distributed among the students in order to know and analyze their perceptions about the PEB
(Programa de Educacion Bilingiie), for its letters in Spanish, and their learning process with the
program. Students were asked about diverse situations with the PEB such as their level of
satisfaction with this experience, the degree of interest on this program, the usefulness of the
PEB experience, the safety during the English learning, the self-confidence students get during
this program, the better understanding of subjects and of the concept of Europe and Spain, the
competence in Spanish and the ability to pursue studies in a foreign country. Through the
questionnaire, the evaluators could get additional results as to if students understand people when
they speak English fluently, if they speak English and read materials in English: textbooks,
literary texts, articles ... and if they write in English: letters, works and stories (Comunidad de
Madrid, 2015, pp. 96-97).

Data analysis of this questionnaire proved to provide relevant information about
students’ perceptions on their learning process with the PEB. According to the results,
researchers pointed out that through the program, students have developed clearly positive
attitudes towards the PEB. Students affirmed the bilingual program is very interesting. During
the answers to this question, female students were somewhat more enthusiastic than male
students. Three quarters of those consulted felt comfortable with the teaching of subjects in
English, without there being any gender distinctions. The students claimed that PEB had helped
them to broaden their understanding of different subjects, and they were motivated by the sense
of success provided through the learning of different subjects in two languages. The students
were firmly convinced that English proficiency will have a significant impact on their academic

and professional future.
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In a different manner, students were very aware of the considerable effort involved in
acquiring bilingualism in a predominantly monolingual country. According to the data analysis
of this evaluation, a lot of students had had few opportunities to speak English out of school, and
most had never visited an English-speaking country. The main concerns of students were related
to study of the subjects in English, and especially with the own terminology, different themes
and with the extension of the agenda, which contrasted with those of conventional education.
The students who expressed more concerns were the students who had been newly incorporated
into the program; nevertheless, even these used to add some positive comment after the
negatives. Thus, only a minority of students expressed dissatisfaction with the program (Dobson,
Pérez Murillo & Johnstone, 2010, p. 108).

Furthermore, Madrid has had other local studies assessing the language production and
the impact of the bilingual program of the community of Madrid on students in elementary and
high school. In 2014, Sotoca Sienes and Mufioz Hueso executed a research project called 7The
Impact of Bilingual Education on Academic Achievement of Students Enrolled in Public Schools
in the Autonomous Community of Madrid. This study analyzed two external tests students take
every year; the CDI and the General Diagnostic Test. In addition, the authors analyzed the
internal scores in some schools. Anghel, Cabrales and Carro (2015) did a research called
Evaluating a Bilingual Education Program in Spain: The Impact Beyond Foreign Language
Learning based on the results of bilingual students in sixth year who took the CDI (for its
acronym in Spanish: Conocimientos y Destrezas Indispensables) test during the years 2009-2010
and 2010-2011. During this study, the authors found a negative effect on the learning of the
subject taught in English for children whose parents have, at most, compulsory secondary

education. Ruiz (2017) carried out a study about the Bilingual Education: Experience from
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Madprid. The author analyzes the results of the bilingual students who took the CDI test in 6th
grade in the 2012-2013 and 2014-2015 courses, estimating the average effect and the effect on
the distribution of students by school. There are also international or external studies about the
bilingual program in the community of Madrid. Some of these were made by Tamariz and Blasi
(2016), who threw lights on the effects of this bilingual program in their study called
Consequences of Bilingual Education in Primary and Secondary Schools in the Madrid Region.
This study analyzed language production and content assimilation in three content areas. Finally,
in 2016, Montalban from the Paris School of Economics carried out an evaluation of the
bilingual high schools in the Region of Madrid focusing on the reading habits in his study
Improving students’ reading habits and solving their early performance cost exposure: evidence
from a bilingual high school program in the Region of Madrid. Some of the general conclusions
provided from these studies described how the Bilingual Program does not reduce knowledge
and skills in any of the subjects, including the mother tongue. The program significantly
improves the learning of English as a foreign language through the different strategies applied in
class. The Bilingual Program also improves other educational aspects such as reading habits.
Towards the fourth year of immersion, the students of bilingual programs equal those of
monolingual programs, and from the fifth year they begin to overcome the monolingual ones.
Therefore, bilingual students feel more confident during national and international tests.

In 2004, some institutions in Madrid started to work with the bilingual program. This
project was implemented by the former community president Esperanza Aguirre, former student
of the British school and the institution has given it continuity for the last 10 years. This
program, implanted in public institutions, was her greatest pride and her star project. According

to statistics from the Madrid community in 2012, the English program was currently working in
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44% of public schools (337) and in a third of institutes (97, in which students’ learning is
focused on Spanish with optional reinforcement of English) (Sili6, 2014. El Pais). Moreover,
since 2005, Spain has begun to make deep research in the acquisition of language a priority. As a
consequence, groups of researchers and scientists are formed, among which is the prestigious
BRAINGLOT (Bilingualism and Cognitive Neuroscience), now known as Red Consolider
Brainglot. It is the continuation of the previous project paying special attention to bilingual
communities in order to “elucidate certain fundamental questions regarding brain plasticity or
about the relationship between linguistic competence and other general cognitive mechanisms”
(Acedo, 2015) considering not only “the process through which a language or languages are
acquired in a bilingual context, but also the implications that the use of two languages has for
adult speakers in terms of both perception and production” ("Red Consolider Brainglot", 2017).
This project has been studying "the process of language acquisition and how languages are
organized in the brain" (L6pez, 2012). Within the Red Consolider BRAINGLOT program, there
are seven groups of 200 professional researchers in different disciplines and areas of knowledge
such as psychologists, linguists, neuroscientists, computer scientists and researchers in the field
of medicine. These groups make research related to speech acquisition and production,
bilingualism, the bilingual mind (how the language is represented and processed), perception and
cognitive neuroscience ("Red Consolider Brainglot", 2017). This prolific project has published
interesting, relevant and important results about bilingualism in the functional and linguistic area
(Lopez, 2012). The main objective of this program is to "explore how human language is
acquired and processed, and what is the relationship between this complex phenomenon and the

rest of our cognitive abilities" (Acedo, 2015).
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Considering different ways and strategies to evaluate bilingual programs, and in this
case the bilingual project used by the community of Madrid, the evaluation mentioned above
draws a perspective of the process carried out with this program and how much path they have
wandered. Furthermore, considering other instruments and strategies to evaluate the English
learning process in Spain, it is important to include one global view taking into account one
exam from many that are taken from adolscents and adults in Europe, Asia, Africa and America.

Since 2011, Spain is part of the EF English Proficiency Index (EPI). This report seeks to
rank countries by the average level of knowledge of English in adolescents and adults. In the
report presented in 2015, Spain ranked 23 out of 70 participating countries around the world and
its EF EPI classification was 56.80. Thus, Spain has taken possession of an average level of
English according to the Common European Framework of Reference (CEFR). Among
European countries, Spain is ranked 19th among 23 European countries (EF Education First,
2015). During the sixth edition of the EF English Proficiency Index (EPI) 2016, Spain got the
25™ position with an average score of 56.66 between 72 countries all over the world (EF
Education First, 2016). Throughout the seventh edition of the EPI 2017, Spain ranked 28" out of
80 countries all over the world with a score of 56.06 placing itself again at an average level

worldwide (EF Education First, 2017).
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Figure 2. Historical ranking of the EF English Proficiency Index (EPI) in Spain

It is of paramount importance to clarify that Madrid’s bilingual program has been different
from other Spanish speaking countries because it started in the primary and elementary level
continuing with those same groups until finishing high school. Another significant aspect is that
since the program began in 2004, students have taken all their content classes in Spanish and
English. Teaching English, along with the areas taught in English, occupies at least a third of the
weekly lesson schedule. The students of the Bilingual Public Schools study all the areas of the
curriculum of Primary Education in English language except for Mathematics and Spanish
Language and Literature. In addition, the areas taught in English follow the curriculum
established by the Ministry of Education of the Community of Madrid. The area of Knowledge
of the Natural, Social and Cultural Environment is given in English as a compulsory language at
all levels of the stage. Some of the following areas are also taught in English: Arts Education,
Physical Education and Education for Citizenship and Human Rights (fifth year).

Another example of countries studying and researching second, and foreign language

acquisition, bilingualism and bilingual education is Equatorial Guinea. Equatorial Guinea is part
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of the twenty countries, around the world, that have Spanish as an official language. Its location
is in the African continent and has a population of 1.221.490 inhabitants according to the report
delivered by the World Bank in the year 2016 (Datos.bancomundial.org, 2016). In 2008, the
researcher Mohamadou makes a written description on how contact with other languages can
leave traces on the native language. This is the case of Spanish of Equatorial Guinea and its
direct contact with other languages like French, Standard English, pidgin, annobonés, on the one
hand, fang, bubi, balengue ... on the other. Mohamadou explains how the Guineal Spanish has
become a composite language, calling it "espaguifranglés", because it is possible to see marks of
all the languages with which it cohabits (Mohamadou, 2008, p.223). In his study, Mohamadou
(2008) describes the adaptive capacity of African Spanish, which, in order to survive, has been
able to integrate all the information and the systems of contribution of the languages that are part
of its context (p.223). This capacity for adoption is presented thanks to some linguistic
phenomena such as loans, the creation of words by derivation, composition and above all by
hybridization, procedure par excellence of the creation of neologisms (Mohamadou, 2008, 214).
This characteristic provides a functional aspect to the Spanish of Equatorial Guinea
(Mohamadou, 2008, p.223). The linguistic loan is one of the best-known processes for the
enrichment of a language. This linguistic process is related to "integration into a system of its
own, a phonological, syntactic structure or rather terms that designate a linguistic reality
belonging to another language" (Mohamadou 2008: 214). In this way, the linguistic loan seeks to
overcome the terminological gaps in a given language by adopting a foreign sign in another
linguistic system. As reported by Mohamadou's study, this is what is happening with the African
Spanish of Equatorial Guinea because the first official language of Guinea presents specific and

relevant limitations to "express daily realities of Guineo-Ecuadorians" (Mohamadou, 2008, 214).
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These are just a few cases around the world, but today a lot of people and countries are
learning a second or foreign language because of different personal, cultural, economic and
social reasons and needs. Several countries in Latin America have adopted policies and
legislation associated with the consolidation of the linguistic competence of the English language
among the population. "This is the case of countries such as Chile, Mexico and Costa Rica,
which have launched a series of programs such as: English Open-Door Program (Chile),
National English Program for Basic Education (Mexico) and Multilingual Costa Rica,
respectively" (Correa, Montoya & Usma, 2014). The main objective of these programs is to
strengthen the linguistic competence in a second/foreign language starting from basic primary
and moving to secondary and upper levels. Also, when the strengthening process is not started in
primary school, people have contact with the second or foreign language in secondary school
interacting with basic English and then evolving to more advanced methods to learn at their own
pace. !

Mexico is part of the twenty countries, around the world, that have Spanish as an official
language (92.7%). There are some places in the country with two official languages, Spanish and
indigenous languages (5.7%), and some other places where indigenous languages are the only
ones in use (0.8%). Some of the indigenous languages include various Mayan, Nahuatl, and
other regional languages ("The World Factbook — CIA", 2017). It is located in the Central
American continent and has a population of 127,540,423 according to the 2016 report, delivered
by the World Bank ("Mexico | Data", 2016). Mexico is another of the Spanish-speaking

countries that has focused its attention on the learning of foreign languages and the

! The countries are explained and described through this thesis. However, additional information
can be found in these links: English Open-Door Program (Chile) https://ingles.mineduc.cl/,
National English Program for Basic Education (Mexico) http://www.pnieb.net/inicio.html Costa
Rica Multilingtie http://www.foscr.org/directorio/listing/costa-rica-multilingue/#prettyPhoto/0/,
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multilingualism of the country; as it not only has more than 60 indigenous languages with its 300
variants, but also has programs for acquiring foreign languages, among which is the PNIEB
(National Plan for English in Basic Education). In 2012, the bilingualism project in Mexico is
officially established. However, since 2007 the program called National Program for English in
Basic Education (PNIEB) has been launched with national scope. From this project "study
programs are derived for the three levels of basic education elaborated from the alignment and
homologation of national and international standards, the determination of criteria for the
training of teachers, as well as the establishment of guidelines for the elaboration and evaluation
of educational materials and certification of English proficiency" (PNIEB, 2012).

Based on the CEFR, Mexico established the National Certification of English Proficiency
NECP, CENNI by its acronym in Spanish, in order to institute the minimum English
requirements and proficiency levels students have to fulfill after finishing the foreign language
acquisition process through the bilingual program. Students finishing high school cycle have to
obtain a level CENNI 9 (B1 CEFR) accomplishing 960 hours of instruction in English (Mendoza
Gonzalez, 2014). According to the author, the bilingual program has been handled directly by
each state in the country. This has led to significant differences in the learning and teaching of a
foreign language, in this case English, allowing that only some states have done procedures to
establish links with institutions in foreign countries in order to obtain bilingual certifications (p.
121). Hitherto, Mexico has not designed objective instruments that allow the evaluation and
assessment of the English acquisition process and its different impacts on the Mexican context
under the national bilingual program.

Since 2011, Mexico is also part of the EF English Proficiency Index (EPI). This report

seeks to rank countries by the average level of knowledge of English in adolescents and adults.
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In the 2015 report, Mexico ranked 40 out of 70 participating countries around the world and its
EF EPI classification was 51.34. In this way, Mexico has taken possession of a low level of
English according to the Common European Framework of Reference (CEFR). Among Latin-
American countries, Mexico is ranked 8" among 14 Latin-American countries (EF Education
First, 2015). During the sixth edition of the EF English Proficiency Index (EPI) 2016, Mexico
got the 43" position with a low score of 49.88 between 72 countries all over the world (EF
Education First, 2016). Throughout the seventh edition of the EPI 2017, Mexico ranked 44" out
of 80 countries all over the world with a score of 51.57 placing itself again at a low level

worldwide (EF Education First, 2017).
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Figure 3. Historical ranking of the EF English Proficiency Index (EPI) in Mexico
Costa Rica is smaller than Mexico having 4°930.258 inhabitants ("The World Factbook —
CIA", 2017). Nevertheless, the country has the highest literacy rate (96.1%) from all the Latin-
American and developed countries (Mendoza Gonzélez, 2014, p. 121). Since 2005, Costa Rica

has sought to guarantee the universalization of a second language in the education system and in
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that event the country implemented a program. Although the mission of the National English
Plan was directed to the primary and secondary levels, the program focused its attention on the
last years of high school in order to obtain learning outcomes that cover 50% of high school
graduates with B2 and C1 levels according to the Common European Framework of Reference
(Quesada Pacheco, 2013). This program provided benefits to more than 366.374 children until
2014. Yet, the gap persisted between urban and rural schools; while the English program covered
almost 80% in the urban areas, the rural areas only had 40.6% of covering and support. After
2008, Costa Rica spurred the English program Costa Rica Bilingiie focusing on the challenge of
transforming English into a common language for most people in Costa Rica at a medium term.
Within the program’s expectations (2012-2017), one of the goals was that, starting in 2017, 75%
of high school graduates would have a high proficiency level of the target foreign language. This
new program was stablished again since elementary levels in order to have a continuous learning
process in the classroom. It was based on the orientations provided by the governing body,
which, since 2008, has been in charge of the National English Plan as an agency “attached to the
Presidency of the Republic, whose guiding function will be oriented towards the
recommendation of national policies and strategies on the promotion of English learning for
children, young people, adults, young people in the process of vocational training and adult
working people ... " (La Gaceta, No. 104, May 30™, 2008, p. 27).

Additionally, according to its National Bilingual Program, Costa Rica trusts on having
100% of its high school students in a B1/B2 level for 2017. In 2009, the Ministry of Public
Education started to carry out diagnostic exams for middle and high school teachers, and at the
same time, training teachers in Al and A2 levels. In 2012, Costa Rica showed the first results

and analysis of the English learning acquisition in students of high school. This study was called

31



Diagnosis and National Monitoring of English Language Proficiency in Critical Sectors for
Development from Costa Rica. The Ministry of Education used a reliable tool to collect data
which analyzed the results of online tests applied to more than 8,000 public school students from
Costa Rica. The analysis revealed a slight improvement of the language competence by

comparing the results obtained in 2010 and 2012 (Mendoza Gonzalez, 2014).

Figure 4. Analysis high school results in 2010 and in 2012 in Costa Rica

Costa Rica is also part of the EF English Proficiency Index (EPI). Nonetheless, Costa Rica
is stagnant in the low level of the international ranking based on the results obtained between
2011 and 2016 about the average level of knowledge of English in adolescents and adults. In the
report presented in 2016, Costa Rica ranked 38 out of 72 participating countries around the
world. Its EF EPI classification was 51.35. Among Latin-American countries, Costa Rica was
ranked 4™ out of 14 showing an increase in its English learning and acquisition comparing it with
bigger Latin American countries like Mexico or Colombia (EF Education First, 2016). Despite
these rankings, throughout the seventh edition of the EPI 2017, Costa Rica ranked 35% out of 80
countries all over the world with a score of 53.13 placing itself again at an average level

worldwide (EF Education First, 2017).
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Figure 5. Historical ranking of the EF English Proficiency Index (EPI) in Costa Rica

Furthermore, the English Opens Doors program was created in 2003 in Chile in order to
improve the level of English of students from 5 to 12" grade, “through the definition of national
English learning standards, a teacher training strategy, and classroom support for Chilean
teachers of English” (Ministry of Education, Chile, 2003). This program makes English
instruction compulsory for all students from fifth grade in Chile dealing with a series of
significant challenges since its introduction because the program does not have teachers with a
high proficiency level to teach English to elementary students. In addition, “suitable learning
resources and support materials—especially designed for young learners—have often been
limited” (Barahona, 2016). The main objective of this program is to “establish a generation of
people prepared to bring Chile into the developed world” (Byrd, 2013).

In 2013, Byrd conducted a study related to the reactions 98 students had about the English
language learning in Chile and how this was impacting their personal and national development
considering the social and cultural costs of this learning process in a Spanish-speaking country.

Her study inquired the trust students have on their government and its expectations of raising
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Chile as a developed country through becoming bilingual and how this process will personally
benefit them in their professional and academic lives. Byrd gathered information about the
changes students consider necessary inside this English education program in order to continue
with this type of education in Chile (Byrd, 2013, p. 6). She had the opportunity to interact with a
group of 98 students and hear their thoughts and opinions about the learning of English as a
foreign language and the bilingual program implemented by the Chilean government. Some of
the conclusions of her study are that students clearly agree with the government on the fact that
“English will bring great benefits to the country because the world has become extremely
interrelated through globalization” (Byrd, 2013, p. 50). The study showed how English is a need
in Chile and its economic growth, but wealthier Chileans have received all the benefits while
poorer Chileans have to continue waiting for an opportunity to have access to this foreign
language. According to Byrd’s research, Chilean students truly believe that by improving the
implementation of English language education significantly in the country, future generations
will have the possibility to not just take advantage of foreign language learning, but also to
improve their personal and professional lives. In sum, Byrd’s study claimed the Chilean
government to “reevaluate their goals and how Chilean citizens are perceiving those goals” (p.
64) in order to attain desired and realistic goals that support the students’ learning process and
the country’s development.

Chile is also part of the EF English Proficiency Index (EPI). Through historical reports,
Chile has presented a minor change and improvement from the very low (orange color) to the
low level (yellow color) of the international ranking based on the results obtained between 2011

and 2016 about the average level of knowledge of English in adolescents and adults.
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Figure 6. Historical ranking of the EF English Proficiency Index (EPI) in Chile

In the report presented in 2016, Chile ranked 42 out of 72 participating countries around
the world. Its EF EPI classification was 50.10. Among Latin-American countries, Chile was
ranked 6™ out of 14 showing an increase in its English learning and acquisition comparing it with
bigger countries like Mexico that was ranked 7™ out of 14 or Colombia which was ranked 10%
out of 14 (EF Education First, 2016). In the seventh edition of the EPI 2017, Chile ranked 45"
out of 80 countries all over the world with a score of 51.50 placing itself again at a low level
worldwide (EF Education First, 2017).

2.2 English acquisition in Colombia

The Political Constitution of Colombia establishes Spanish as the official language of the
country. However, since Colonial and Independence Periods, Colombia has begun to give
priority to the topic of bilingualism. Starting with Latin as a language of instruction and study
and then going through a period of political unsteadiness since the state was in process of
consolidation, which leaded the country to adopt French and English inside most of the

secondary schools between 1821 and 1993 (Gémez Sara, 2017). After 1993, “more hours were
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assigned to English because of the worldwide relevance that this language gained after the
Second World War” (Gémez Sard, 2017). English was no longer connected just to the USA
culture, but it became a lingua franca, which is “a language that enables communication among
people from different nationalities and/or backgrounds, regardless of their mother tongue”
(Goémez Sard, 2017), through a process of denationalization (Canagarajah, 2007; McKay, 2002;
Kirkpatrick; 2007) having an impact not just in English speaking countries, but also in all the
other countries where English was learned. Thus, the article 21 of the General Law on Education
of Colombia (Law 115 of 1994) states that educational establishments must offer their students
the learning of a foreign language from the basic level (Colombiaaprende.edu.co, 2015).
Consequently, curricular guidelines are defined to guide the teaching and learning process of
English as a foreign language for students in basic and secondary education. According to the
Ministry of Education of Colombia, a foreign language is understood as a language that is not
used or spoken in the “immediate or local environment” because the daily social needs do not
require its permanent and continuous use to communicate (Sanchez Jabba, 2013).

In 2004, the National Program of Bilingualism (2004-2019), was born in Colombia. It
started as Program of Strengthening to the Development of Competences in Foreign Languages -
PFDCLE and, from July 14 2014, was named National Program of Bilingualism English - PNI
"(Cardenas, Chaves & Hernandez, 2015, p.15). This project originates in the need to master a
foreign language in a society concerned with or interested in being part of global dynamics
related to academic, cultural and economic interests (Colombia Aprende, 2010). With this in
mind, the Ministry of National Education begins the process of designing strategies and
standards to improve the quality of English teaching in Colombia. "The main objective of the

National Bilingualism Program is to have citizens capable of communicating in English, with
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internationally comparable standards, that insert the country in the processes of universal
communication, global economy and cultural openness" (Colombia learns, 2010). This program
was designed considering the levels of competence described in the Common European
Framework of Reference (CEFR), which "establishes six levels of language management: basic
users (Al and A2), independent users (B1 and B2) and advanced users (C1 and C2) "(ICFES,
2011). Likewise, "language level goals for different populations were established, and then the
English proficiency standards for basic and secondary education were formulated, which were
published in December 2006" (Colombia Aprende, 2007). Fandifio-Parra et al. (2012) pointed
out how the NBP aims for the promotion of competitiveness in the country. The authors stated,
“the implementation of NBP [National Bilingual Program] is based on the fact that the command
of a foreign language is considered a fundamental factor for any society interested in being part
of global economic, academic, technological and cultural dynamics, and that the improvement of
communicative competence in English leads to the emergence of opportunities for its citizens,
the recognition of other cultures and individual and collective growth” (Cited in Sanchez-Jabba,
2013, p.9).

The National Bilingualism program has focused its attention and efforts on diagnosing
language level and training teachers in the country. As of June 2009, 78 certified education
secretariats of the country have carried out the diagnostic test of the language level of their
English teachers. The realization of this diagnosis served as a basis for developing improvement
plans in the different regions of the country. A total of 11,064 in service teachers from the
official sector have been diagnosed and the results obtained at the national level have been very
similar, making clear the bankruptcy that exists in a significant percentage of the teachers who

currently teach this language in the country. According to the results presented by the Ministry of
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Education, "only 10% of the teachers diagnosed reach level B2 or higher, a situation that
demands urgent actions to be able to form the 90% that are below this level of competence"
(Colombia Learn, 2010).

The diagnosis of students in secondary and higher education also invades of concern the
expectations raised by the Ministry of education when institutionalizing the Program of National
Bilingualism. By analyzing the Saber 11 and Saber Pro tests, it is possible to visualize how the
knowledge and the linguistic competence of the English language are relatively low, "90% of
high school graduates reached the Al category in higher education, this proportion was 60%
"(Council of Bucaramanga, 2014). Even though studies referring to the command of a foreign
language in Colombia are limited, in 2012, Sanchez-Jabba provided a first report about the high
school students’ situation in Colombia. While the author couldn’t quantify the learners who are
proficient in English, he concluded that the English proficiency in Colombia is very low and
“that the proportion of students that can be categorized as bilingual is approximately of 1%” (p.
6). These results demonstrate the great challenge that Colombia faces in becoming a bilingual
nation by 2019, since only 2% of students in secondary education reached level B1 according to
the Common European Framework of Reference (CEFR), which was adopted by the Ministry of
Education of Colombia taking into account 5.9 of chapter 5 of decree 4904 of December 16,
2009. The "Common European Framework of Reference for Languages is a method of
standardizing knowledge of a foreign language at the written and spoken level in European
countries and also used in other countries"(Méndez & Anzola, 2015, p.12). Their classification
levels are A, B and C, where A is the basic level and C is the advanced level. Based on this
classification, Colombia begins to apply a Standard English test within its state exams (SABER

11) and SABER PRO exams with the support of the University of Cambridge. These exams help
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to visualize how the level of education in Colombia is every year. An interesting fact about
Sanchez-Jabba’s research is that during the study, students from the Colombian Caribbean part
were the ones who achieved better scores comparing them with students from the capital cities in
the center of the country. This is a relevant and significant piece of information because
according to the 2005 General Census, the illiteracy rate associated with the Colombian
Caribbean amounts to 20%, while in Bogota it is 6.4% and in the Eastern and Western Andes it
is 13 and 11%, respectively (Direccion de Censos y Demografia, 2016).

Colombia adopted the CEFR as a reference for teaching languages in the country. This
decision was made considering that Colombia did not have a reference document to follow
through the process and according to the Ministry of Education, the CEFR was “a document
oriented, flexible, adaptable to our Colombian context, complete, sufficiently investigated, used
in the world in general and in the Latin American context, which has finally become the
benchmark of the Bilingualism Program” (Cely, 2007). Therefore, the national exams Saber 11
and Saber Pro were aligned to the CEFR, which according to the MEN has been done since 2007
(Gomez Sara, 2017). Nevertheless, there are some claims that affirm these two exams are not
completely aligned with the CEFR because the tests disregard relevant skills like listening,
speaking and writing and only assess students in reading, vocabulary and grammar (Lopez,
Ropero Pacheco & Peralta, 2011; Lopez, 2009). The same authors state, “the reading section [in
these exams] only approaches some of the reading comprehension skills from the CEFR and the
vocabulary section emphasizes students’ comprehension of words, “but not their ability to use
them in context (cited in Goémez Sard, 2017, p. 5). And yet, according to Lopez (2009), “It is
hoped that Colombia Bilingiie and the inclusion of the CEFR-aligned instruction and exams in its

educational system will bring many things to Colombia’s educational system” (p. 2). The CEFR
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will “Act as a source of information in the construction of evaluative indicators in service of the
educational sector, so as to encourage the assessment of institutional processes, policy
formulation and facilitate the decision-making process in all levels of the educational system”
(ICFES, 2008 cited in Loépez, 2009; and in Lopez, Ropero Pacheco & Peralta, 2011). In
consequence, by 2019, all the graduating high school students should achieve and reflect a CEFR
B1 level in this exam based on the national and local expectations about foreign language

acquisition in Colombia.

Independent User Proficient User

Break-

Figure 7. Common European Framework Reference levels CEFR

Considering the results of the SABER 11 tests during the years 2013 and 2014, it is
possible to observe an increase in the tendency since the averages evaluated from the year 2005
to the 2014 show an increase curve in the national scores obtained. The following graph shows
the average obtained by students of grade 11th during the years 2005 to 2014 (ICFES Interactivo,

2015). These scores were considered because the official National Bilingualism Program started

in 2004.
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Figure 8. Historical Data Test SABER 11

Despite an increase in the score, students do not reach high or superior levels in SABER 11
tests. In addition, their basic level does not reach basic to middle levels in the 11" grades (ICFES

Interactivo, 2015).

Table 1.
Historical Data SABER 11
ENGLISH
YEAR-TERM AVERAGE

2005 43.51
2006 43.08
2007 43.95
2008 40.79
2009 44.23
2010 44.08
2011 50.03
2012 43.00
2013 44.12
2014 44.63
2015 54.43

Historical Data Report SABER 11. Average
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Additionally, since 2011, Colombia is part of the EF English Proficiency Index (EPI). This
report seeks to rank countries by the average level of knowledge of English in adolescents and
adults. In the report presented in 2015, Colombia ranked 57 out of 70 participating countries
around the world, placing itself at a very low level of English according to the Common
European Framework of Reference (CEFR) getting an EF EPI classification of 46.54. Among
Latin American countries, Colombia is ranked 12th among 14 Latin American countries (EF
Education First, 2015a). In 2016, Colombia again obtained a very low score in the EF EPI
classification; it was ranked 49 out of 70 countries participating in this test by getting a score of
48.41 points. Among Latin American countries, Colombia was ranked on the 10th position
between 14 countries (EF Education First, 2016). Likewise, Colombia, together with four other
countries in Latin America, participated in the first report of schools delivered by the EF during
the year 2015. The data analysis shows that Colombia is a country with a low level of English
and it is possible to visualize this by reviewing the results obtained on national and international
tests, in which high school and university students are not achieving the expectations proposed
by the Colombian bilingual program. In this first report, EF reported that all countries surveyed
in Latin America prove that there is a "gap between reading and listening skills, [which] is so
broad that the reading level of students is more than a year behind the level to listen". EF reports
the continuity of this linguistic backwardness in skills from high school to college (EF Education
First, 2015b). Comparing Colombia to countries like Spain, the contribution of the Spanish
Government to education is lower than in Colombia, since the Colombian government invests
16.9% of the Gross Domestic Product (GDP) in public and private education, while Spain only
invests 9.2% of its GDP in official and private education. However, Spain has an average year of

study of 9.6% whereas Colombia has a 7.35%. In fact, it is possible to visualize that although the
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investments in education can be higher in countries of Latin America, the dedication and time of
study is more rigorous and elevated in European countries (Ef.com.co, 2015). In addition, Spain
has a higher internet insertion than Colombia covering 76.2% of the country against 52.6% on
the Colombian territory. Thus, in Colombia, there are still a considerable number of students
without access to the Internet, a major source to get information, practice and contact with the
English language (Ef.com.co, 2016). During the seventh edition of the EPI 2017, Colombia
ranked 51% out of 80 countries all over the world with a score of 49.97 placing itself again at a

low level worldwide (EF Education First, 2017).
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Figure 9. Historical ranking of the EF English Proficiency Index (EPI) in Colombia

This gap in the time of dedication to learning a second language is reflected in the
standardized tests taken every year in Colombia by, as the cited article would say, "Bachelors
and university students with a low level of English. The level is very low although the country
has a National Bilingualism Program since 2004" (M.eltiempo.com, 2011). The article describes
how during the SABER 11 tests carried out in the years 2010 and 2011, only 3.73% of all high

school students of calendar A, which includes most students in eleventh grade, reached a Bl
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level, related to the capacity to communicate in a basic way in different contexts of their daily
life and only 1% managed to reach higher levels of fluency and linguistic dominance of the
English language (levels B2, C1 and C2). Considering this educational article, "there is a
[significant] difference between the 1 percent that reaches the desired level and the governmental
goals and expectations" (Cardenas R., Chaves V. & Herndndez G., 2015). These governmental
goals established for the year 2014, 40% of the students in B1 and B2 according to the Common
European Framework of Reference and 20% of the students of higher education reaching a B2
level, except those in English (p. 47). The Ministry of Education is expecting people to dominate
and be completely fluent in English creating strategies for the development of communicative
competences in English (Ministerio de Educacion Nacional, 2004).

Considering this bilingual program has been running for fourteen years, there have been
several general research studies on the evolution, impact and production of this language policy
inside the foreign language classrooms in the country. Research lines and groups have been
defined in order to explore the conceptual richness of bilingualism in the country and show the
investigative trajectory of the foreign language acquisition in Colombia (Herrera Jerez & Roman
Gonzalez, 2010). Authors and researchers like Sanchez-Jabba, 2012, 2013, provided a general
view of the current state of the bilingualism in Colombia taking into account the results in the
tests SABER 11 and SABER Pro. De Mejia, 1997, 2011; and Truscott de Mejia & Fonseca
Duque, 2009, have thrown light on research in the field of bilingual education in majority
language contexts in Colombia. These key aspects about the National Bilingual Program may be
an opportunity for country prosperity or an imposition from the National government without
analyzing the context. Also, they have provided guidelines for bilingual and multilingual policies

in foreign languages in Colombia. Finally, Usma (2015) who has warned about “the multiple
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challenges faced by countries such as Colombia and cities like Medellin adopting imported
discourse around education quality, competitiveness and bilingualism” (p. 10) and Usma &
Peldez Henao, (2017, in Nicolaides & Magno e Silva, 2017) who also, have thrown a light on a
critical appropriation of language policies in order to have an independent learning.

This language policy has been questioned by many local and international leaders and
researchers who query “the very adoption of the term ‘bilingualism’ in a country like Colombia
where Spanish has been the dominant language and English is learned and used as a foreign
language and for very specific purposes” (Usma, 2015, p. 12). Along with the negative effects
this program may have on the different ethnic groups in the country and also, “its reduced
viability due to the little contact Colombian students have with the foreign language” (Usma,
2015, p. 13). Thus, little information is known about how this language policy was conceived in
the country and then, “how it is being interpreted by local authorities in different cities, and how
processes of appropriation, reinterpretation, resistance and/or adaptation take place when reforms
are enacted at the school level” (p. 13).

Cities like Bogot4, Bucaramanga, Cali, Cartagena and Medellin, among others, have very
interesting projects related to learning and teaching English in the public sector (Truscott &
Fonseca, 2006, p.5). According to the authors, since 2003, Bogotd has worked on its project
titled Bogota and Cundinamarca Bilingual in Ten Years, which has oriented its efforts in
supporting and providing a safe and stable base for students of public schools with respect to
acquisition of a foreign language (Truscott & Fonseca, 2006, p.6). Margarita Pefia and Piedad
Caballero were the leaders of this project, which had the collaboration of the "SENA, other
entities of the District, the Chamber of Commerce of Bogotd, Cundinamarca, Compensar, the

British Council, the Association of Bilingual high schools and the Javeriana, National, District
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and Externado universities in Colombia" (Mineducacion.gov.co, 2003). Moreover, in 2006, the
Bogotad Bilingiie program is institutionalized under the agreement N° 253 of 2006 of the Council
of Bogota for the purpose of implementing and promoting education in a foreign language in the
capital (Moreno Marulanda, 2009). This project focused on four critical areas: education,
business, citizenship and the media. Its main objective has been to guarantee bilingual
communicative competence of students and teachers in the city in all its levels (p.30). This
agreement also looks for having citizens able to communicate in English with internationally
comparable standards who will be part of a global economy through communication processes of
universal and cultural openness (Concejo de Bogota, D.C., 2006). During her study, Moreno
Marulanda (2009) highlighted three semantic fields linked to the bilingual program in Bogota,
Manejo de Segunda Lengua, Politica Publica de Bilingiiismo and Estandares de Inglés (p. 44).
The author pointed out the changes present in the school environment and the students
‘motivation. In addition, she describes how the program is still missing competent bilingual
teachers and lack of connection between the program and the curriculum inside the institutions.
Finally, the author brings out how the English standards used in this program are inadequate for
the management of second languages, have little dominance of tools and ignore sociocultural
factors (p.44). After 9 years of bilingual program in Bogota, Uribe Turbay (2015), throws a light
on how “while the world is moving towards bilingual education to form competitive
professionals, in Bogotd, scholarships and jobs are lost [due to the] absence of bilingualism in
public education” (Uribe Turbay, 2015). During his debate, the author blames the city
administration of wasting millions of pesos and not obtaining meaningful and remarkable results
and improvements in foreign language proficiency with this program after almost 10 years of

work.
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Likewise, in 2012, Bucaramanga presents its bilingual training project aiming at the
population of strata 1, 2 and 3 who are in vocational secondary education in order to generate
bilingual competences that help increase the possibilities and opportunities of employment in the
city and in the country (Chamber of Commerce of Bucaramanga, 2012, page 4). Hitherto, this
program has not showed significant evaluations or assessments during its process and growth.
Similarly, Cali has a bilingualism project called Go Cali Bilingual City. In spite of the fact that
Cali is a city that has focused its attention on the improvement of bilingual education in the
region, it is only until October 2014 that the Go Cali Bilingual City program becomes official.
This project is a city initiative that has contributions from the public and private sectors, which
seeks to encourage foreign language learning in schools in the city (javerianacali.edu.co, 2014).
The program has four working areas related to lifetime English, English together, masterful
English and conversation clubs, which provide benefits to students, English teachers and
teachers in other areas. Recently, the Saber 11 Tests in Cali have shown an increase in their
municipal averages, showing improvement in the acquisition of a foreign language (Cali.gov.co,

2015).
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Figure 10. Historical Average Tests SABER 11 in Cali, Colombia

Cali has made efforts to improve foreign language learning since previous years.
Unfortunately, it is still possible to visualize a low level of English in the SABER 11 tests, where
most students still do not reach the basic level related to the goals proposed by the Ministry of
National Education and its National Program of Bilingualism (Departamento del Valle del
Cauca, 2015). Considering the tests SABER 11 2015-2, Cali obtained a 50.1% as final result in
the test of English. Thus, the city has increased its English language proficiency, since the results
show an increase of 0.69% in the test from 2014 to 2015 (Secretaria de Cali, 2015-2).

Cartagena, as an international tourist city, has started a bilingual education program
entitled Cartagena Bilingiie, which seeks to respond to the city's requirements as a tourist and

port site. The plan attempts to strengthen students' "scientific, technical and axiological learning"
so that they are competent in the challenges that arise in the world of work (Secretaria de

Educacion Distrital de Cartagena, 2006). These cities and all the capital cities in Colombia,

continue having their bilingual programs based on the national bilingual program in an attempt to
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have a standard education system in the country. It is relevant to highlight that Colombia is a
country that focuses its attention on foreign models and constantly compares its context to
American and European models. Though these references could be important and positive for a
developing country, it is still more important and necessary to analyze and explore the foreign
models and the Colombian context in order to provide a feeling of success inside the different
projects developed in the country.
2.3. English Acquisition in Medellin, Antioquia

Medellin, as the most innovative city in the world, has frequently sought to show itself to
the world as a technological, cultural and competent city in a foreign/second language for an
internationalization of the city (Crystal Urn, 2013). Different high schools and private and public
institutions are looking for ways to include English in their curriculum. It is here that the
education secretariat of the municipality of Medellin finds the need to provide elementary and
secondary institutions with support acquiring a foreign language, in this case English. In 2012,
the Medellin Multilingiie program, now called Idiomas for Medellin, is born. It is related to the
teaching and learning processes of foreign languages and Spanish as a second language for
foreigners in the city of Medellin (Medellin Mayoralty, 2015, p.3). This general program aims to
help people communicate in a foreign language (Medellin Multilingual program, 2012). It bases
its vision and mission on the National Program of Bilingualism, now denominated National
Program of English, and the district project of bilingualism, Antioquia Bilingiie, from which a
"Bilingualism Management" is instituted and, through it, tables focused on the topic of
bilingualism are organized and stablished in different regions of the district, initiating training
programs for primary and secondary school teachers (Correa, Montoya & Usma, 2014). In

addition, the Idiomas for Medellin program is oriented through the principles of progressivity
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and globalization, continuity, participation and articulation, co-responsibility and flexibility
(Decreto 01973 of 2015, p. 3).

Under the administration of Mayor Anibal Gaviria, the Medellin municipality's education
secretariat initiates an exploration of data on previous investments for training programs in
bilingualism. In order to carry out the investigations, a group of professionals is formed and
concrete conclusions on the reason why the low level of English proficiency and sufficiency in
the different public institutions of Medellin are drawn. Some of the conclusions of the data
exploration were; first, the lack of statistics and systematization of information during the
different strategies applied in previous years; and second, the hiring of officials without the
English proficiency level or the pedagogical knowledge necessary to take charge of projects
focused on city bilingualism. The program has not yet evaluated the environment, history, family
and culture from which the learner comes and how these social processes can affect the
acquisition of a foreign language. Consequently, the linguistic and socio-cultural impacts and
implications that this type of education have had on students in schools in Medellin have not
been deepened or systematized yet (Medellin Multilingual program, 2012).

Considering the statistics obtained in July and August 2012, it is possible to say that
Medellin has some teachers who are proficient in the management of a foreign language. For
example, 192 teachers in level B1 and 198 teachers in B2 according to the Common European
Framework (CEFR). However, it is worrying that 12,4% reach A2 level; 12.7%, level Al; and
14.4%, the A-level, since the objectives of the MEN contemplate that by 2019 all the English
teachers of the country reach the level Cl. Likewise, they are still inexperienced in the
construction of knowledge in a foreign language considering the linguistic, cultural and social

antecedents that the apprentices bring to the classroom. Among baccalaureate students, the
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results of national and international tests such as ICFES, SABER 11 and SABER PRO are
particularly worrying, since more than 90% do not exceed the level corresponding to that of a
basic user (A-, Al or A2) according to Common European Framework (CEFR) (Programa de
Medellin Multilingiie, 2012).

Considering the historical data report from 2005 to 2014, it is possible to observe that the
students presented low levels of competence in the years 2009 and 2014 and a slightly higher
level in the year 2010 without knowing the specific reasons of this change. Until 2014, students
had not obtained scores higher than 50 points leading students to reach high or superior levels

(ICFES Interactivo, 2015).

Historical Report Medellin
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Figure 11. Historical Report SABER 11. Medellin

Table 2.
Historical Report. Averages SABER 11
ENGLISH

2005-1 FEMENINE 41,25
2005-1 MASCULINE 41,76
2005-2 FEMENINE 43,92
2005-2 MASCULINE 44,5
2006-1 FEMENINE 38,94
2006-1 MASCULINE 39,59
2006-2 FEMENINE 44,19

51



2006-2 MASCULINE 45,18

2007-1 FEMENINE 39,4

2007-1 MASCULINE 40,18
2007-2 FEMENINE 45,03
2007-2 MASCULINE 46,2

2008-1 FEMENINE 39,18
2008-1 MASCULINE 41,31
2008-2 FEMENINE 41,88
2008-2 MASCULINE 43,48
2009-1 FEMENINE 38,68
2009-1 MASCULINE 40,82
2009-2 FEMENINE 45,62
2009-2 MASCULINE 46,36
2010-1 FEMENINE 38,24
2010-1 MASCULINE 41,22
2010-2 FEMENINE 44,47
2010-2 MASCULINE 45,54
2011-1 FEMENINE 39,45
2011-1 MASCULINE 41,46
2011-2 FEMENINE 43,1

2011-2 MASCULINE 44,23
2012-1 FEMENINE 37,43
2012-1 MASCULINE 40,7

2012-2 FEMENINE 44,75
2012-2 MASCULINE 46,24
2014-1 FEMENINE 38,55
2014-1 MASCULINE 41,83

Historical Report Data. Averages SABER 11. Medellin

Up to the present , the Languages for Medellin program has managed to create a public
policy of bilingualism, which is based on the agreement 089 of 2013, called "Languages for
Medellin", which contributes to the continuity of the project since the execution policies do not
depend on the current administration or shift. According to the agreement, support and
instruction will continue to be given to public institutions, students and teachers. This public
policy is in the process of regulation, and many institutions are linked to meetings assembled by
the Ministry of Education of Medellin. The languages program in Medellin proposes the design
of programs for the training of teachers and the improvement of the proficiency level in a foreign

language. It also provides material and resources to public schools and bestows guidance in the
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classroom to teachers of public institutions in order to support their teaching processes with
methodological and pedagogical strategies and tools. So far, the program has an analysis on the
process done with the teachers and a follow-up on their training, which is not public access.
Some of the background work with respect to this subject is evidenced in the municipality of
Medellin. And some of the researchers that have published several papers about this language
program in Medellin are the Dr. Jaime Usma and the Professor Doris Correa besides other
research groups at the Antioquia’s University. These authors have carried out different studies
related to language policy in the city and how this could be impacting on Colombian schools and
context.

In 2009, Usma explored the connection between the education of English as a foreign
language and the language reforms and globalization processes. The author made an analysis and
pointed out how current education and language policies are tightly connected to transnational
agendas and models. Usma outlined some of the contradictions inside language reforms in the
country and in the city, introduced the concept of globalization, connected it to the education and
language reforms and proposed alternatives considering the limitations of the reformations in the
country and in the city (pgs.19-42). Additionally, in 2013, Correa and Usma carried out a study
in nine regions of Antioquia in order to show stakeholders’ view about the bilingual program in
the region and the way it was implemented in different municipalities. The authors evaluated and
studied documents about the language program in Antioquia, they analyzed Colombian scholars’
critiques and collected data from a study to show the abyss between the program and the actual
needs of schools (pgs. 226-242). “Participants in the study reported how their schools definitely
lacked the financial, technological, and didactic resources that were needed to carry out an

English class” (p. 231), furthermore, schools continue struggling with “low number of qualified
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English teachers that could provide instruction in this language both in primary and secondary
schools, low number of hours of English per week, large classes, excessive workloads,...” (p.
231-232).

Although there have been some studies which have analyzed the language policies, reforms
and EFL changes made in the city, this program still lacks systematized information about the
linguistic, pedagogical, social and cultural backgrounds with which students arrive in the
classroom. Also, it does not possess a systematized analysis and description on the linguistic and
sociocultural impact that bilingualism could have on the students of public schools in Medellin
(Programa of Medellin Multilingiie, 2012). This, hence, is a wide research field in the city and in

the country.
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3. Theoretical framework

This theoretical framework looks at some basic and relevant concepts about the acquisition
of a language. In the first place, it studies the process of learning second languages and foreign
languages. Second, it describes the different definitions of bilingualism that have been presented
over the years and over time during the process of learning languages explaining the types of
bilingualism that are known throughout history. Thirdly, it explains the emergence of the
Common European Framework of Reference for Languages and the adaptation and adoption of
this one worldwide. Moreover, this framework analyzes bilingual education and it looks at some
concepts about language policies within education. Furthermore, it introduces ideas and concepts
between language and culture and their relationship with society and the individual considering
different perspectives. Finally, this framework analyzes some theoretical outlooks on the social
and cultural character of language, concepts related to language in society such as language and
power, variations of language in society taking into account age, ethnicity, class, nationality,
gender, and its different impacts and effects on the world in order to build a bridge between
language, culture, pedagogy and globalization.

A great deal of information has been written about acquiring a language and learning a
second or a foreign language. Different researchers and authors have studied and considered
bilingualism and bilingual education from different perspectives and definitions around the
world. Bearing in mind that it is difficult to try to have full coverage on these topics, concepts
from past theories and some recent ideas from different authors on first languages and foreign
languages acquisition/learning, bilingualism and types of bilingualism will be shown and
discussed. Furthermore, bilingual education in monolingual contexts analyzing the different

purposes of this education, whether technical or qualitative, the language policies, the
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relationship between culture, language and power, and the variations of the language in society
considering linguistic and sociocultural effects will be examined.

3.1. Language Acquisition
Researchers and professionals in languages around the world have tried to gather and

store as much information as possible about human genetics, children's language development,
neuroscience, paleontology, anthropology, comparative psychology, linguistic typology,
historical linguistics and computer model to construct an image and a definition of how and why
languages and the unique human capacity of language has evolved and continues to evolve
(Hurford, 2014). The author explains how even though the current human population is
extremely genetically homogeneous, there have not been found and so far, there are no specific
differences between groups, communities and places during the process of language acquisition
at birth. This capacity presents a general similarity from community to community. In addition,
the author highlighted “Certainly, there are individual differences between people within any
given population, but nothing that correlates with a particular region of the world” (Hurford,
2014, p. 7). This topic has fascinated academics providing information not just about the learning
process but also, about “the nature of language itself—how language works and how it is used”
(Mercer & Swann, 2009). Despite the fact that researchers only started to systematically analyze
the process a child experiences when acquiring fluency and control on a remarkably “complex
system of communication” during the second half of the twentieth century, it could be possible to
state that “all children, given a normal developmental environment, acquire their native
languages fluently and efficiently; they acquire them "naturally", without special instruction,
although not without significant effort and attention to language” (Brown, 2006).

We live in a world of languages (Fromkin, Rodman & Hyams, 2011, p.3). We

communicate daily with family, friends, co-workers, strangers and even enemies, either face to
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face, using the telephone or surfing the Internet. According to Garcés and Alvarez (1997), the
language of human beings is different from that of other beings and is a characteristic that makes
them unique since humans have the ability to express with words everything that is in their
thinking (p.145). Owning a language is an attribute that differentiates humans from other
animals. However, it is important to understand the nature of the language, in order to understand
why it makes us human, for according to Fromkin, Rodman and Hyams (2011), “language is the
source of human life and power” (p.3). Therefore, when a person knows a language, he/she can
speak and be understood by others who can speak that language as well because “you have the
capacity to produce sounds that signify certain meanings and to understand or interpret the
sounds produced by others” (Fromkin, Rodman & Hyams, 2011, p.4). Here, it is important to
recognize that a language is much more than just sounds or speech. Acquiring a language means
knowing the concepts or definitions that are encrypted in certain sequences of sounds and in this
way, knowing which sequences are related to specific definitions and which are not (Fromkin,
Rodman & Hyams, 2011, p.5). According to some linguists, language is a modular system in
which people produce and interpret language through a set of subsystems in a coordinated way
(Fasold & Connor-Linton, 2006). Each module is responsible for a part of the total work. That is,
different regions of the brain are associated with several aspects in the learning process (p.2).

Moreover, it is necessary to understand that for proper human communication to occur, several
factors must intervene. The physical aspects, which have to do with the path that the sound
makes through the air to reach the mouth; the physiological aspects, related to all the functions of
the human organs from the pulsations to the oral emissions that are made from the phonic device;
the psychic aspects, where the brain organizes the ideas so that what is expressed has cohesion

and mental coherence; the individual aspects, since humans have the power to choose if they
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want to use the language or not, and finally, the social aspects, since human beings live in society
“el lenguaje no se da aisladamente, sino dentro de un grupo humano” (Garcés & Alvarez, 1997,
p.-153) [language is not given in isolation, but within a human group]. Thus, the “filtro afectivo”
[affective filter] is present. It is related to the difficulty to learn a language correctly due to the
fear of losing part of the cultural identity or because of the low motivation and interest that may
exist when the information is received in a second language (Espejo, 2013, p.19).

The natural history of language has its beginnings in a first language spoken in Africa.
While the world's human population began its migrations to new places around the world,
versions of the language in each group began to change in different ways until many more
languages were developed. Therefore, where there was only one language, over time, there were
thousands (McWhorter, 2004). “Languages change in ways that make old sounds into new
sounds and words into grammar, and they shift in different directions, so that eventually there are
languages as different as German and Japanese” (McWhorter, 2004, p.1). Consequently,
languages not only develop by replacing old sounds with new sounds that will help create words
that will lead to the creation of grammar, but also they change in different directions making
them different from each other. “At all times, any language is gradually on its way to changing
into a new one; the language that is not gradually turning upside-down is one on the verge of
extinction” (McWhorter, 2004, p.1). In other words, the language that is not willing to change
and evolve is on the road to extinction.

“Language is more than words; it is also how the words are put together—grammar”
(McWhorter, 2004). A language cannot be defined only as the acquisition of words since it is
that human ability to use the language with fluency and different linguistic nuances. Therefore,

“bees, parrots, and chimps can approximate it but not with the complexity or spontaneity that
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comes naturally to us” (McWhorter, 2004, p.1). Hence, through language, human beings express
all the impressions, experiences and environments of their lives allowing them to reflect on the
people and the events that surround them. According to Brown (2006), “By about age 3, children
can comprehend an amazing quantity of linguistic input. Their speech and comprehension
capacity geometrically increase as they become the generators of nonstop chattering and
incessant conversation” (p.25), making family and relatives proud of this successful process.
This language growth continues until the child is at school where he/she will be able to
internalize complex structures, enrich their vocabulary and strengthen his/her communicative
skills (p. 26). As a result, students learn what to say, how to say it and where to say it because
they connect the language to their social functions.

Considering this amazing human features, linguists and researchers have focused their
attention on this impressive and fascinating capacity through the questioning of “How do
children accomplish this? What enables a child not only to learn words, but to put them together
in meaningful sentences? What pushes children to go on developing complex grammatical
language even tough their early simple communication is successful for most purposes? Does
child language develop similarly around the world? How do bilingual children acquire more than
one language?” (Lightbown & Spada, 2013, p. 5). Therefore, as a matter of fact, “Babies begin
babbling around the age of 6 months, and graduate to 2-word utterances sometime around 172
years of age . These phrases are often quite basic, such as “daddy shoe,” or “kitty play,” and tend
to make some amount of grammatical sense” ("Theories of language acquisition", 2019).
However, no one sits to teach a child how to speak a language in the same way a child is taught
to brush his/her teeth, etc. Thus, three school of thoughts or main approaches started to explain,

describe and provide answers to some of those questions.

59



Firstly, the Nativist approach postulates the existence of a “language acquisition device”
(LAD) in the brain that allows the acquisition of any language during human lives. This LAD “is
not necessarily a physical structure, but is used to explain the idea of a Universal Grammar
programmed into our brains that allows five-year olds to master the complicated mess that is
language” ("Theories of language acquisition", 2019). Secondly, there is the learning theory.
“This is the idea that we learn language like we learn anything else — by repetition and through
reinforcement” ("Theories of language acquisition", 2019). The final schoold of thought is
related to the Interactionist theory, which says “language acquisition comes from the desire to
better interact with our environment, and that acquisition is a mix of social and biological
factors” ("Theories of language acquisition", 2019).

Based on the school of thoughts which are related to the behavioral approaches, the
nativist approach and the functional approach, a child could come to this world with a tabula
rasa; that is, without preconceived “notions about the world or about language” (Brown, 2006,
p.26). Therefore, this child is shaped and conditioned by his/her environment and the different
reinforcements he/she can receive during his/her life (Brown, 2006). This theory of language
“focused on the immediately perceptible aspects of linguistic behavior and the relationships or
associations between those responses and events in the world surrounding them” (Brown, 2007,
p- 26). An example of this approach could be visualized trough the correct language behavior or
response to a stimulus. Contrastingly, there also exists the constructivist position which asserts
all children come to this world with “very specific knowledge, predispositions, and biological
timetables” and they use these cognitive aspects to learn to function through social interaction

and discourse (p.26).
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Language is a complex system. It has a sound system that allows the human being to use
different words and concepts, a bank of words estimated between 50,000 to 100,000 terms for
adults, and a series of constructions and structures that help to relate all these words and terms to
create sentences and ideas (Clark, 2009. p.1). The author describes language as a product of
social interaction. Human beings learn how to interact, make social exchanges and respond to
those communicative exchanges. According to Ortega (1999), all people possess a certain
amount of information about how language works and how it is presented in the daily social
context taking into account social and cultural norms and impositions that can vary according to
the group where it is presented (p. 2). Moreover Ortega A. (1999) explains how “El individuo
por su caracteristica social vive en constante interaccion por diferentes causas y necesidades, asi
mismo, pertenece a un grupo en el cual emplea su practica discursiva de una forma peculiar,
desarrollando comportamientos especificos y generando influencias entre los hablantes” [The
individual, by its social characteristic, lives in constant interaction by different causes and needs,
likewise, it belongs to a group in which it uses its discursive practice in a peculiar way,
developing specific behaviors and generating influences among speakers]. During this process,
the individual receives pragmatic instructions, whether tacit or explicit, about how to use the
language and what concepts, expressions and structures are appropriate for specific situations.
People listen to and extract anomalies from the language “for example the correlations of lexical
items to constructions, of sound, patterns to morphemes and words, and of prosodic contours to
structural units within constructions” (p.19). The individual constructs semantic fields by adding
words, assigning meanings to unknown concepts and paying attention to the instructions for use
(Clark, 2009, p.19). However, languages differ from each other, and this could also affect the

way a child acquire his/her first language. According to Clark, languages can be different “in the
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range and combination of sounds they used and in how many word-classes they have” or “in how
they indicate who is doing what to whom”. Furthermore, “languages differ in whether word
order serves a grammatical purpose (identifying the subject or object, for instance) or a
pragmatic one (identifying information as given or as new)” (p. 3). Finally, languages can vary
“in their basic word orders for subject, verb, and object” (p.3).

It is clear that acquiring a language could demand a lot of effort, practice and attention. A
language is a “highly complex system whether one considers just the sound system or the
vocabulary, or also syntactic constructions and word structure” (p.2). Nonetheless, the structural
system is just half of the knowledge a child has to acquire. When a child is learning his/her first
language, it is necessary for him/her to master “both structure and function to use [the] language”
(Clark, 2009, p. 2). The learning of the first language is a slow process, where the child performs
several tests, practices and errors until perfecting his/her mother tongue. The acquisition of a
second language is, on the other hand, a different process, where the learner already has a
reference language, L1, which is made up of “un sistema fonético y fonoldgico, un sistema de
escritura, unas categorias lingiiisticas y otras normas” [a phonetic and phonological system, a
writing system, some linguistic categories and other standards] (Pulido Aguirre, 2010, p.4).

3.2 Second and Foreign Language Acquisition

Considering the cross disciplinary essence of the domain of applied linguistics, “there is no
one applied linguistic theory but various approaches to studying language learning and language
use in everyday life based on various cognitive and social theories of language development”
(Kramsch, 2017). According to the author, during the last 45 years, there have been different
approaches which explain the process of acquiring and learning a second or foreign language,

“the psycholinguistic approach of the 1970s and 1980s, the sociolinguistic and sociocultural
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approach of the 1990s, the ecological and the complexity approach of the first decade of the
2000s, and the bi- and multilingual approach in the 2010s” (Kramsch, 2017, p. 4). Thus, these
approaches have provided different views related to the acquisition of second and foreign
languages.

During the assimilation of concepts and acquisition of a language, protocols and processes
necessary for a suitable communication and understanding during the interaction between
speakers should be presented. Among the elements necessary for this efficient interaction it is
important to take into account “el registro sensitivo, la memoria a corto plazo y la memoria a
largo plazo” [the sensory register, the short-term memory and the long-term memory], which are
responsible for the process of information, coding and assimilation of concepts that will be used
to store information and transfer it (Alvarez Giraldo, 1999. p.26). Lightbown and Spada (2013)
describe how the acquisition of the language is one of the most impressive and fascinating
aspects of the human being. In addition, based on one applied linguistic theory, “Language is not
primarily a mode of representation of some textual truth, but interpersonal communication; not
historical knowledge, but information to be exchanged” (Kramsch, 2017, p. 5). In fact, the
language learning comes from cognitive process, interaction participation collaboration and a
comprehensible input in real or authentic contexts where the learner can interpret, analyze and
express his/her ideas and concepts. That’s why linguists and psychologists around the world have
put their eyes on this issue reflecting on different questions such as: “How do children
accomplish this? What enables a child not only to learn words, but [also] to put them together in
meaningful sentences? What pushes children to go on developing complex grammatical
language even though their early simple communication is successful for most purposes? Does

child language develop similarly around the world? How do bilingual children acquire more than

63



one language?” (p.5). Thus, academicians continue to look for answers to questions related to
how human beings acquire language and what motivates them to develop advanced grammatical
structures even knowing that simple communication from early age is successful for most
communicative purposes. Taking this into account|, it is possible to affirm that young people
around the world not only learn their first language analogously to one another but, being
bilingual, they can also acquire or learn more than one language (Lightbown & Spada, 2013).
This is the case of children, who almost miraculously develop the ability of discourse
without apparent effort or specific instructions for learning whether it is their first or second
language. At the age of four, most children can ask questions, give instructions / commands,
report real events and create stories about imaginary situations using correct word order and
appropriate grammar markers (Fasold, R., & Connor-Linton, J, 2006). Different from
adolescents or adults, who seem to be “struggling in foreign language classrooms without, it
appears, ever being able to reach the same level of proficiency as five-year-old in their first
language” (Meisel, 2011, p.1). According to the author, the human being possesses an activator
that motivates the infant to begin the process of acquiring his first language, and to ensure that,
this activator is not lost over time. The activation, on the contrary, remains hidden somewhere
between the cognitive faculties of the human being. That’s why it is crucial to ask, “whether it is
possible to reactivate this language making capacity available to the toddler, to access it again in
other language acquisition contexts, in foreign language learning in the classroom, in naturalistic
second language acquisition, in relearning languages once learned but later forgotten, and so on”
(Meisel, 2011, p.1). It is, therefore, possible to analyze if the human being has the ability to
reactivate that linguistic motivation or cognitive activation to access and learn a foreign language

or relearn, in a natural way, languages learned at some time and forgotten due to specific
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circumstances. This ability, as a matter of fact, reflects the process for the acquisition of a second
or foreign language. Speaking about the acquisition of a second language, McWhorter (2004)
describes how a person can get to learn hundreds of words in a foreign language and still not be
competent to sustain and understand interactions and oral conversations as when in a social
conversation in English, diverse types of phrases are presented, such as; “You might as well
finish it” or “It happened to be on a Tuesday” (p.3).

During many years, educational researchers and academicians have explored different
theories about the acquisition of a second language or a foreign language. Researchers like
Krashen, (1981), for instance, manifested that “language acquisition is very similar to the process
children use in acquiring first and second languages” (p.l1). Consequently, importance and
relevance are given to the interaction for the assimilation of concepts and production of
knowledge. Additionally, focusing exclusively on adquiring a second language, Saville-Troike
(2006) describes how that acquisition refers to the study and process of individuals learning a
language at the same time as they use their mother tongue. Saville-Troike explains “The
additional language is called a second language (L2), even though it may actually be the third,
fourth, or tenth to be acquired” (p.2). Likewise, Kramsch (2000) concludes that the acquisition of
a second language could be defined as:

A theory of the practice of language acquisition and use. The theory of language study
makes explicit or implicit claims as to how languages can or should be taught in
classrooms. The practice of language study reveals models of action that serve to confirm
or disconfirm the theory (Kramsch, 2000, p.322).

Speaking about foreign or second language acquisition, Brown (2007) points out how

“People who learn a second language in such separate contexts can often be described as
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coordinate bilinguals; they have two meaning systems” (p. 72). It is also important to clarify
where and how the dissemination of English is observed around the world defining, “the Inner
Circle (L1 varieties, e.g. the USA and the UK), the Outer Circle (ESL varieties), and the
Expanding Circle (EFL varieties)” (B. B. Kachru, 1990). While the first circle refers to the
varieties that exist where English is used as the main language of the population, for example,
America or Great Britain, the second refers to communities that are multilingual such as India. In
these, varieties of English are used as an additional language for national interactions and
international communications. Finally, the last circle refers to the varieties that are used in places
exclusively for international communication such as Latin America where multilingual and
multicultural communities are also found (Y. Kachru & Smith, 2008). It is relevant to understand
that the acquisition and learning of foreign languages have existed before the war. It started with
a grammar-translation approach that valued reading, writing, and the memorization of
grammatical rules and lists of vocabulary” modeled to learn languages as Greek and Latin and
provided students and learners with “the written texts in the original” (Kramsch, 2017, p. 5).
After WWII, English spread worldwide demanding the training of teachers who knew how to
teach a second or foreign language because “the world required quite a different understanding
of what it meant to learn a language as an adult, an immigrant or a professional” (Kramsch,
2017, p. 5).

Therefore, the acquisition of a second language becomes a vast field of research related not
only to pedagogy and education, but also to applied linguistics and general linguistics in the
learning of additional languages. Kramsch (2017), throws light on some aspects studied in early
theories which describe “learner’s sequences of acquisition, the individual differences between

learners, and the role of cognitive/social factors in the success or failure of S/FL learning” (p. 5).
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During these early theories, it was possible to make the distinction between language acquisition
and learning, language study, and language education, explaining how the first two can be
developed in natural environments while the last two need schooling or specific instruction in an
artificial or academic environment. According to Kramsch (2017), “acquisition and learning
evoke the development of communicative abilities, the term[s] study [and education] impl[y] the
development of linguistic and cultural awareness, social, historical, and political consciousness
and aesthetic sensibility” (p.6). Therefore, the acquisition of an L2 occurs in contexts where
communication is inside and outside academic settings. Ellis and Robinson (2008) describe how
a language is learned from use and how it is related to interaction. They explore the interaction in
order to conduct research on the use of the language, taking into account the process of the
language and statistical acquisition simulations. In that event, it becomes relevant to have
meaningful conversations and interactions where the speakers are not concerned about the form
and the structure of the language, but on a coherent delivery of the message, which is
understandable by both participants.

Herrera & Murry (2005) describe the challenges faced by second and foreign language
learners when they try to acquire an L2 since they must face different challenges such as lack of
resources, low teacher training to transmit knowledge in a second language and, finally, little
institutional or familiar understanding on the time necessary for the development and the
transition from one language to another. Saville-Troike (2006) explains that everything that is
learned and how it is learned during the acquisition of a second language is frequently influenced
by the type of informal exposure of the language the learner may have, the immersion in a place

where it is necessary to use it or the formal instruction that is received in a classroom. These
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conditions are frequently altered by social, cultural and economic factors that affect the status or
position of languages and apprentices.

Wong (1991) determined that there should be three environmental components for the
appropriate acquisition of a second language. Wong affirms, “The first component involves
learners who recognize the need to learn the second or target language and who are motivated to
do so” (pp. 49-69). That is to say, the student is aware of the importance of learning a second
language and how to empower him/herself to do so. The second component refers to the
importance of having native speakers of the target language, in this case English, to provide
apprentices with trained teachers to support them during the transition of concepts from one
language to another. Finally, the third component states that “a social setting is necessary to
second language learner” (pp. 49-69). During this component, the apprentice and the teacher or
native speaker have the opportunity to interact in a natural way so that the learning of a second
language is presented. However, it is important to understand that second or foreign language
research is not just about the elements inside the classroom or the components related to
pedagogy, in fact, how second or foreign languages are learned is broader linked to the study of
language and language behavior aiming for “the determination of linguistic constraints on the
formation of second language grammars” (Gass & Selinker, 2008, p. 3).

Kramsch (2017) explains how nowadays, the learning and acquisition of second or foreign
languages (S/FL) deal with “the growth of English as a Lingua Franca, the neoliberal orientation
of language education, and the growing multilingual character of modern societies” (p. 4). Thus,
different elements affect and make part of the success or failure during the S/FL acquisition and
the research that remitted to an applied linguistic theory which highlighted how Second

Language Acquisition (SLA) research focused on where L2 acquisition occurred, whether inside
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or outside of educational contexts, L2 study “fell into the domain of the human sciences and
focused on translation, stylistics, and literary and cultural studies” (p. 6). Here, different
phenomena related to the acquisition, the learning study and the education of a foreign and
second language are described, starting with bilingualism and its distinctive perspectives.
3.3. Bilingualism

The bilingualism concept encompasses two views. One that is the monolingual view which
considers “the bilingual has (or should have) two separate and isolable language competencies;
these competencies are (or should be) similar to those of the two corresponding monolinguals;
therefore, the bilingual is (or should be) two monolinguals in one person” (Grosjean, 2012b, p.
10). This view has been popular between educators and researchers due to the several studies
carried out with monolinguals. Taking into account the second view and considering languages
as a unit and not as the sum of their individual parts, “what is known and understood in one
language contributes to what is known and understood in the other” (Hopewell and Escamilla,
2015, p. 39). The concept of bilingualism could be easily defined. The Merriam Webster
Dictionary (2015), relates it to “the ability to speak two languages, the frequent use (as by a
community) of two languages, the political or institutional recognition of two languages”. The
concept emphasizes the ability to speak two languages that are frequently used in a community
and are recognized politically and institutionally in society. Accordingly, a bilingual person is
capable of “having or [express] in two languages, using or able to use two languages especially
with equal fluency”. Considering this definition, a bilingual person can express him/herself in
two languages with equal or equivalent fluency in both. Nevertheless, the definition of
bilingualism encompasses more linguistic, social and cultural reflections. Hamers (1981)

describes the concept of bilingualism as a “state of a linguistic community in which two
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languages are in contact with the result that two codes can be used in the same interaction and
that a number of individuals are bilingual (societal bilingualism)”. In such a way, within a
linguistic group or human collective that shares a language in common, two languages are used
using two different linguistic codes in the same interaction. The author also talks about the
concept of bilinguality or a concept also known as the bilingualism of the individual. Grosjean
(2012a) puts forward a definition about bilingualism which prioritizes the daily use of the
language and not the fluency. The author states that “bilinguals are those who use two or more
languages (or dialects) in their everyday lives” (p.4).

As reported by Valdés (2015), “Bilingual/multilingual individuals share one key
characteristic: they have more than one language competence. They are able to function (i.e.
speak, understand, read, or write) even to a very limited degree in more than one language” (p.
38). Hamers (1981), in addition, points out a “psychological state of an individual who has
access to more than one linguistic code as a means of social communication”. This access may
vary according to different dimensions that can be “psychological, cognitive, psycholinguistic,
social psychological, social, sociological, sociolinguistic, sociocultural and linguistic”.
Therefore, language cannot be separated from the context where that language is used because
social interactions or different conversations will have effects on the learning or language
acquisition (Baker & Wright, 2017). These authors affirm that “The social environment where
the two languages function is crucial to understanding bilingual usage” (p. 4). That is, “con el
bilingiiismo se entremezclan variables de tipo geogrdfico, historico, lingiiistico, sociologico,
politico, psicologico, y pedagogico” (p. 2). [with bilingualism, geographical, historical,
linguistic, sociological, political, psychological, and pedagogical variables are intermingled].

Consequently, the phenomenon of bilingualism is subject to the geographical and historical
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contexts of the linguistic group, the policies developed in the community, the cultural identity
with its social and educational needs, the competence level of the members, and the educational
models within society.

The concept of bilingualism contains special terminology that can lead to several notions
and definitions about being bilingual. It can be given to anyone who has a high linguistic
competence in two languages and perfectly masters the two languages used in different contexts,
whether social or cultural. Likewise, it is called bilingual the “emigrante que se comunica en una
lengua distinta a la propia (independientemente del nivel que posea) o al estudiante que realiza
un curso” (Correa Sanchez, 2005) [emigrant who communicates in a language different from his
own (regardless of the level he has) or the student who takes a course]. The author points out
that, over time, “se han usado otros términos como sinonimos: diglosia, multilingiiismo y
biculturalismo” (p. 2) [other terms have been used as synonyms: diglossia, multilingualism and
biculturalism] explaining that the first two concepts are related to knowledge and use of more
than two languages, while biculturalism, along with knowledge, relates to cultural belonging and
feelings towards the language of study. In the case of diglossia, “la distincion radica en la
funcionalidad social que asume cada una de las dos lenguas en una comunidad” (p.2) [The
distinction lies in the social functionality assumed by each of the two languages in a community].

Baker (2001), before defining bilingualism as a unique concept, clarifies that it is important
to do ““an initial distinction between bilingualism as an individual characteristic and bilingualism
in a social group, community, region or country” (p.2). The author points out different
components that enclose the definition of bilingualism taking into account the linguistic capacity,
the linguistic performance, the linguistic competence, the linguistic ability and the linguistic

skills. In this regard, the skills are related to specific language points or concepts, the competence
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is more general and mental than the language, the performance is the external representation of
the competence, the capacity and the ability do not have a specific use and tend to be ambiguous,
however, are the product of different mechanisms or strategies such as informal interaction and
acquisition, intelligence or formal education. Finally, the linguistic performance is the product or
result of bilingual teaching in classrooms (pp. 2-3).

Popular opinion comprises being bilingual as being able to speak two languages perfectly.
Bloomfield (1935) defines it as ‘the native-like control of two languages’ describing how the
bilingual person has full or native control of the two languages with which they interact (p. 56).
Macnamara (1967), despite this definition, proposes a theory where he states that all people who
have minimal competence in one of the four language skills, “listening comprehension, speaking,
reading and writing”, in a language other than his/her native language, he/she can consider
him/herself a bilingual person. Titone (1972) states that bilingualism is “the individual’s capacity
to speak a second language while following the concepts and structures of that language rather
than paraphrasing his or her mother tongue”. Indeed, knowing a few words or phrases in a
second language is not enough to qualify as a bilingual speaker. But, how many sentences are
enough? Or if we speak of a minimum competence in a second language, what is it referring to or
how can the minimum word be defined? Considering these questions, it is possible to speak of a
global definition based on the ability to demonstrate a minimum use of two or more languages in
either reading, writing or speaking (Myers-Scotton, 2006).

Some researchers such as Savignon (2001), among others, have highlighted the
development of communicative competence in order to achieve a complete acquisition of a
second language. During the performance of the communicative competence, an interaction

between different speakers is presented where general topics are discussed in the target language
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and thus meaning is given to the concepts, the process and the learning. The apprentices or
learners are not focused on memorizing for an exam or reciting dialogues, the apprentices make
use of the language in a social and cultural way (Celce-Murcia ed., 2001, p.16). Hence, it is
possible to draw a conception of bilingualism and bilingual education for countries in continuous
global economic competition. Edward (2006), describes and affirms that everyone is bilingual.
The author states that there is no person in the world who does not know at least some words or
phrases in languages other than the variety of the mother tongue. The author specifies that “If, as
an English speaker, you can say c’est la vie or gracias or guten Tag or tovarisch — or even if you
only understand them — you clearly have some “command” of a foreign tongue” (p.7).

Haugen (1953) states that bilingualism has its beginnings when the learner or the speaker
of a language can produce expressions or sentences with complete meaning in another language
(cited by Romaine, 2006, pp. 11-12). In addition, Bloomfield (1933) considers that the bilingual
speaker possesses fluency, control and almost native linguistic competence of the two languages
that surround him (cited by Romaine, 2006, pp. 11-12). Thus, the bilingual speaker has a high
degree of understanding and assimilation of productive and receptive skills, minimizing
linguistic interference or the transfer of phonetic, syntactic and lexical elements. Similarly,
Mackey (1968) illustrates how bilingualism is a relative phenomenon, since the time it takes the
second language learner to acquire linguistic, social and cultural knowledge to be bilingual is
arbitrary and impossible to determine. The author affirms that bilingualism is a continuous
process where all macro-skills (reading, listening, speaking and writing) must be taken into
consideration individually to be able to know the levels of linguistic knowledge achieved and the

mastery of the language.
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Different researchers have described and clarified how “bilingualism is positively related
to various cognitive functions, namely heightened levels of executive functions - the interrelated
process of inhibition, attentional control and working memory” (Maluch, Neumann & Kempert,
2016, p. 112). However, what is bilingualism? Or how can bilingualism be defined? Considering
that the concept refers to a very extensive and complex phenomenon to limit it to a definition,
several authors have contributed to have a compilation on different definitions or types of
bilingualism.

3.3.1. Types of