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ABSTRACT
WHY IS THE NUMBER OF EFL TEACHERS WITH NO ENGLISHHACHING
DEGREE INCREASING IN THE PROFESSION? A CRITICAL B8DY
JUNE 206, 2015
M.A. CLAUDIA YULIANA RAMIREZ OSPINA B.A. UNIVERSIDAD DE
ANTIOQUIA
MEDELLIN
COLOMBIA

Directed by: Adriana Maria Gonzalez Moncada

The national program of bilingualism has causeded for more EFL teachers in
Colombia to accomplish its goals. This could bensesan opportunity for graduates from
teacher education programs. However, in some gria@iguage institutions teachers with
no teacher education credentials frequently outresrtéachers who hold them. In this
thesis, | will report the findings of an explanatease study aiming at unveiling the
reasons why this phenomenon takes place. Threediégation techniques were used:
documentary analysis, coordinators’ interviews tathers’ surveys. Three main issues
appear to favor the choice for teachers who ddaee a teacher education degree: their
good language proficiency, their successful teaghiethodologies, and an “X factor”.
Data analysis suggests that coordinators in largyireggitutions (re)interpret the NPB and
this leads to the unintended consequences of dis@atory practices, stereotypes, and
deskilling of EFL teachers that hold a universigsbd ELT degree in private language
institutions in the metropolitan of Medellin.
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Introduction

The number of teachers with no teacher educatiokgvaund teaching is not a new
issue. Henning (2000) calls “barefoot teachersicamised educational practitioners and
states that are not a problem limited to the dearetpworld (p. 3). In many countries, this
phenomenon is common because there is laxity ateaoly defined credentials to teach it.
Darling-Hammond (1998, p. 6) cites statistics obional commission report to analyze
the effect of having unequal access to trainedner@oon students’ success. She shows how
an increasing number of teachers “who lack thaimgirequired for their jobs” (p.6) are
entering the profession in the United States. Thay be unlicensed, not have a minor in
the subject areas they teach, have substandardesgency licenses. Sharkey and
Goldhaber (2008, p. 505) state that private schigold to hire more unlicensed or out-of-
field teachers because “they are under less ekptatie pressure to hire fully licensed
teachers”.Ingersoll (1999; 2005) describes how American ctaass, mainly in high
school, are staffed with teachers unqualified &zhetheir subject matter. He also states that
this problem has had limited attention in the pssfen making it “largely unrecognized”
(Ingersoll, 1999, p.27).

English teaching is not exempt of the problem afuaiified or under qualified
teachers. Barduhn and Johnson (2009, p. 60) shithieerange of acceptable qualifications
in our field, in which there are teachers with Phs@t one end of a continuum, and at the
other there are teachers who can and do teachwidmy recognized qualifications
whatsoever.” Barduhn and Johnson (2009) indicateahthe international level the

diversity of accepted certifications in the fietdviery large. Ph.D’s and bachelors are the



highest acceptable qualification; in other settingeems enough to have passed a
proficiency exam, or to have attended workshodseang a native speaker with or without
any credentials or expertise. In rural areas ndifqgaions are frequenly needed to

teach. Hu (2005) also exposes the situation im&hihere at the moment of implementing
a Language Education Policy (LEP) called “bilingadlucation”, it was known that 53% of
the teachers in ordinary schools and 69% of thentga of key schools, “which were a
small number of prestigious [secondary] schoolsipeds pivot sites of educational
excellence” (Lewin, Little, Xu & Zheng, 1994 in HRQO5, p. 9), had never received any
professional training. Actually, those teachers g little knowledge of teaching skills
and current methods and approaches in foreign &gegteaching.

Lengeling and Mora Pablo (2012), highlighting tloatradictions of the
professional discourses in the ELT (English Languagaching), describe various types of
teachers that include those highly qualified touhprepared native speaker. One of the
images identified by the authors is the “young eistender native teacher (usually blond
and attractive)” (p. 98) known as backpacker teachas type of teacher moves from
country to country and makes his/her living teagttmglish without any preparation.

This wide range of accepted certifications all aebthe world might be related to
the demand and the supply of English as a Foretgngliage (EFL) teachers. For instance,
Nunan (2010) indicates that well-qualified teactsdrsrtage is a worldwide phenomenon
and that demand exceeds the supply (own transjaton example, in China in the 1970’s
during the implementation of a language reform dihertage of qualified teachers led to
the admission of several untrained teachers atitkin980’s in junior and secondary
school only 30% and 26% of teachers respectivelytheeminimum requirements (Hu,
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2005). The author adds that the recent policy angny ELT has shown an evident
shortage of EFL teachers in China given that theeeonly 200.000 qualified EFL teachers,
but for the implementation of the policy 300.000rmare needed.

In Colombia, the number of EFL teachers has ine@#s the profession in the last
two decades. Vélez-Renddn (2003) described theehidgimand of English classes as a
consequence of the evident educational and socioesgic growth of the country. The
launching of the National Program of BilingualisiAB)! in 2004 has made the need for
teachers more evident. This LEP was justifiechenrteed to prepare bilingual citizens to
be competitive in the globalized world and in thbdr marketNlinisterio de Educacion
Nacional(MEN), 2006; Usma, 2009). Some consequences lesuited from this policy
design and implementation: one, the high demarieFafteachers in all the educational
levels (Gonzélez, 2010); two, the shortage of weaikhed teachers (Gonzalez, 2009 p. 195);
and three, the scores of mass testing of Englisieimice teachers that revealed a low
proficiency among these professionals (MEN, 2005).

Concerning the higher demand for teachers, anduhsequent shortage, the
Ministry of education states that on the new natiganogram of Bilingualism “Colombia
very well” (2014) between 2.200 and 3.800 additidfraglish teachers are needed to meet
the requirements. Sanchez-Ja®@13) informed that in Colombia there is a shastafy
qualified English teachers, which can be seenemtimber of graduates from English

teaching programs. According to the author, theistiy of Education reports 127

1Known asProyecto de Fortalecimiento al Desarrollo de Conapeias en Lenguas
Extranjeras(PFDCLE) since 2013 and Colombia very well for gegiod 2015-2025.
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graduates between 2002 and 2010 from these ELTgreg(Sanchez-Jabba, 2013 p.21).
He also establishes that in the country the densasiginificantly higher than the supply
given that 47.000 certified teachers are neededhleve are only 15.000 English teachers
holding a university ELT degree. This implies aidéebf 32.000 EFL teachers.

The shortage of certified teachers in Colombia tmaye led to the phenomenon of
interest in this paper, the acceptance and preferehnon-certified teachers in the
profession. This shortage has been widely repantéae news stating that there are not
enough good English teachers, mainly in public adan. There are many concerns about
the insufficient English language proficiency cd¢lers also in public discourses from the
Ministry of Education. News and opinions from reggntatives from the Ministry of
Education, and even some ministers of educatiokergeaduates from university-based
teacher education programs look poorly preparadaoh the language. For example, in
articles such as “English is not spoken in Colorhpi@entro Virtual de Noticias2006),
“English teachers in the country are “flunked” skieg the languageGaracol Radio
2009) or* English teachers in Colombia are also flunkdel"Tiempg 2011) EFL teachers’
language proficiency level is criticized. As a ceqeence of this information, many EFL
teachers that hold a Bachelor's degree in Engdiathing may be disregarded as good
candidates for teaching positions, mainly in peMainguage institutes. Instead of hiring
them, there seems to be an open preference fdraesawith no university-based ELT
credentials. For example, Torres-Martinez (2008rgin his reflection that in the “current
conditions of the language teaching market haviBgehelor of education in language

teaching is not an essential requirement. It is lemguage centers have become informal



faculties of trial and error for didactics and pgogy training of novice teachers” (own
translation) (pp. 67-68).

This tendency to choose teachers with no teacheragidn background in English
might be perceived by teachers holding a teacherathn degree as professional
discrimination. They feel that their job opportuestare reduced because they are
considered second-hand teachers and their languafieiency is questioned, mainly when
they are not native speakers of the language @example Corcoran, 2011;
Rajagopalan, 2003). In the comparison with natpeagers, if nonnative speaker teachers
are hired, their salaries tend to be the sameeagrtes with no qualifications and usually
remain as teachers of only basic levels. This isqudarly evident when they are compared
to native speakers of English (Selvi, 2010). | atso state this from my own experience. |
used to work at a language institution where tescivéh teaching education background
taught beginners and we all made the same monepnis holding a degree and the ones
who do not. The discrimination based mainly onl#mguage proficiency. Those who
were native speakers or lived abroad were congidegter instructors. This may mean
that

[tleachers are valued only because of their langs#dls in English, so it is not

surprising that the very essence of teachers ismratlied. The mark of their suitability

is their command of the four language skills; wieetbr not they are suitable teachers

does not matter (Guerrero, 2010, p. 46).

The narrowing of the profession to language skiltgsy be described as a simplification
of the field. This simplification of the ELT pradsion evidences how the implementation
of a LEP modifies the role teachers play and prsgvely their “professional status [is] no
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longer relevant” (Runté, 1995, p.6). Hence, thetétion of the EFL teachers’ skills just to
language skills and the irrelevance of their praif@sal condition reveal that teachers
holding a university-teaching degree are beingitledk They have been deskilled
reducing the profession to a status of technical\tedge (Guerrero, 2010). In this case, it
would mean to underestimate the teachers’ knowledge (Pineda, 2002) that teachers
have as it seems that having some good languagei@nay is enough to teach English.
Although the increase of teachers with non-Engksithing university degree is
evident for private language institutes in Colombitnere is very little research on the
status of English learning in non-formal educatiothe country, but the growth of
programs, the market demand for EFL teachers andumber of new language institutes
are increasing” (Gonzalez, 2010 p. 339). Themnlg one reference on the issue. The
thesis Mi estudiante se olvida de ir encontrando suembtro idioma”: Estudio de la
narrativa de una profesora de inglés no-licenciaderitten by Susana Betancourt (2009)
represents the only initial approximation to stadyEnglish teacher with no degree. The
author explores the teacher’s previous learningegpces, teaching practices and beliefs.
She recommends having more studies on the acadlitey of these instructors in real
classrooms. At a local level, | conducted a pitatlg in a private language institution in
Medellin, Colombia. The data collected showed thatteachers with non-English teaching
university degree outnumber the teachers holdingraglish teaching degree in this
institution. For example, in that language institnf identified as Language Center X, out
of 17 teachers ten have different degrees fromaddwcin areas such as: public
accounting, graphic designing, cooking, translatindustrial engineering and business
administration and one holds a high school diploRegarding those with a university-
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based ELT training, only four have English teachhagkground. Only one teacher has a
bachelor degree in ELT and three teachers araustiérgraduate students in foreign
language education. This means that 58% of tlehéza do not hold any English-teaching
university degree in this institution.

To shed some light on the situation of teacherh wit teacher education degree in
the profession, in this study | will explore th@sens for the increasing number of this type
of instructors in language centers in the metraaolarea of Medellin. Apparently, the
main reason for this growth is the interest thatrthigh language proficiency provokes.
However, some other reasons may appear to explairphenomenon. Thus, for this study
| propose as a research question: “Why is the numibEeFL teachers with no English
teaching degree increasing in the profession?”

To answer the research question, | carried ous@areh under a qualitative critical
paradigm. | used an explanatory case study whitltbe/iexplained in the methods section.
This research was implemented in seven privateukage institutions in the Metropolitan
area of Medellin; | applied interviews to coordmratand surveys to English teachers from
the private institutions and did a documentary ysial

It is worth clarifying that for the purpose of thtdy, although it focuses on
teachers who do not hold a teaching degree, itaseoidable to compare this type of
teachers with those who hold one. They are inhrentrelated to one another (See for
example Arva & Medgyes, 2000; Darling-Hammond, 1988ersoll, 1999; 2005; Sharkey
& Goldhaber, 2008). Likewise, it should be noti¢kdt in this comparison most teachers

who hold a teaching degree belong to the form#d fsé education such as public or private



schools, and as the only referent and the dir@aligy implied collective it is inevitable to

contrast both of the groups.

This study may contribute to the academic analysike conditions under which
the NPB has been implemented. | take into conataber what Hornberger and Johnson
(2007, p. 510) state, citing Sutton and Levins@0(3, about the need to have more locally
situated qualitative studies on how people makerpnet and engage in language
policies. Policies can create or restrict ideatagand implementational spaces for
multilingual pedagogy (Hornberger & Johnson, 200Aill show how the NPB has
affected the way EFL teachers that hold a teadthecation degree are perceived as less
qualified instructors. This may have created arxpeeted ideological space that
reproduces and legitimizes discourses that shoehiieg stratification (Ramanathan,
2005). I will explore the reasons for preferringdkers with no teacher education

background in private language centers.

The study may be of interest to different actorthmforeign language educational
context. First, teacher educators and teachersngpéduniversity-based ELT degree will be
able to know what the reasons are for the discatony treatment. Second, | will show
what type of EFL teachers’ profile the labor marikdboking for and what the future of the
profession might be based on this profile. Findlkyjll raise awareness among
stakeholders who may have incurred in discriminapoactices against teachers holding a

university-teaching degree.



In the next chapter, | will state the theories aodcepts that will be the foundation
of this research project and that will help to wstend the phenomenon of teachers with no

teaching degree in private institutions due toNIR&.



Theoretical framework

On this section | will define the theories and capts that will enlighten this
research projecio understand the increasing number of EFL teachi¢hsno teacher
education degree in the profession, | assume atsdwapproach to language policies and
the complexity of its implementation. From thatwikuse various concepts: teachers as
transformative intellectuals; the complexity anchamics of language education policies
and practices; and policies (re)interpretation @ajtreation.

Within the post-method theory (Kumaravadivelu, 20@6this type of stance
teachers are seen as transformative intellectuads“try to educate themselves and their
students about various forms of inequality andgesn the wider society and to address
and readdress them in purposeful and peaceful wysharavadivelu, 2003, p. 14).
Transformative intellectuals use their professiaral personal knowledge as a means of
exploring society and raising sociopolitical awaes (Kumaravadivelu, 2003). They also
carry out a holistic approach anchored in sociaety @t as agents of change
(Kumaravadivelu, 2003). In this study, | exploréé tssue of teachers with non-English
teaching university degree preferred over teachktiig a university-based ELT degree
analyzing it as an inequality issue with a socidfall background.

| embrace the concept of the complexity of languedyecation policies and
practices as presented by Ricento and Hornber§86§1The authors propose the
metaphor of an onion to represent the differerdradhat are involved in the design and
implementation of language policies. External tayepresent policy makers while

teachers are located at the center of the oniehéelart of the language policy (Ricento &
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Hornberger, 1996, p. 417). The authors statedl&yars that go from the outer to the
inner: legislation and political processes, state$ supranational agencies, institutions and
finally, classroom practitioners. All these lay&isgether make up the LPP whole and that
affect and interact with each other to varying eegf (Ricento & Hornberger, 1996, p.
408). They also stress the importance of evaluahiadanguage policy “not only by

official statements or laws on the books but bylage behavior and attitudes in situated,
especially institutional, contexts” (p.417). Coagent with this view, | also agree with
Ramanathan (2005) and Menken and Garcia (2010) thiegrdescribe the complexity and
dynamics of language education policies and prestiecause human beings and
institutions transform them in the processes @rprietation, negotiation and
(re)construction. In this study | explore how tiagional policy for English teaching and
learning is transformed locally in the languageiintes and new understandings about
EFL teachers’ quality and competences emerge.

Under centralized educational policies, such as\tRB, teachers tend to lose
control of their work and are seen as simple imgleters of what is mandated without
giving back any input (Gir, 2014; Mulcahy, 2009eachers and their teaching are
assessed depending on the students’ achievemdsttsnin this conception, “pedagogic
skill not only is not required, but is not undebied (Mulcahy, 2009 p.247). For the case
of Colombia, Guerrero (2010) claims that teachegssaen as passive technicians whose
professional activity seems to be reduced to foilestructions from the Colombian
government and its advisor, the British Councihe States that “MENMinisterio de
Educacion Naciondlconceives teachers from a deficit perspective mdexd training in
basic skills and privileges the British Council netglfor teacher education” (Guerrero,
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2010, p. 46). In fact, teachers are detached flamtomplex tasks of their profession and
they are believed to have only limited knowledg@nplement the experts’ thinking
(Guerrero, 2010) which reflects how the Governnpamtrays teachers as deskilled for
playing their role.

Teachers’ deskilling is defined for the purposehid research as a form of reducing
teachers’ competencies to language knowledge disttggy their teachers’ knowledge base
(Mulcahy, 2009). Teachers’ knowledge base is ddfimePineda (2002) like the six
variables that are paramount in the teaching psaascontent knowledge; curriculum
knowledge; general pedagogical knowledge; pedagbgantent knowledge; knowledge of
the learner and knowledge of educational goalstlagid philosophical bases. In this study
| will address EFL teachers’ deskilling as mosketelders overlook teachers’ teaching
competences and tend only to focus on their langs&ijs. This is especially evident for
teachers who hold a university-based English teactiegree.

In the following section, | will describe the mettadogy used, the participants, data

collection techniques, and data analysis procedures
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Setting

This study was conducted at seven private langumesgéutes in the Metropolitan
Area of Medellin. These institutions are mediunesind have students from strata 2 to 6.
Their monthly wage varies from $50.000 to $990.0@ombian pesos. These institutions
are recognized by the Ministry of Education likastituciones de Formacién para el
Trabajo y el Desarrollo Humanotnder theNorma Técnica Colombian@TC) 5580. The
general mission of the institutions is to havezeitis able to communicate in a foreign
language, mainly English. The levels taught theesflam Al to C1 according to the

Common European Framework of Reference (CEFR).

These language institutions offer face-to-facesg#a and some of them also have a
Course Management System (CMS) platform for stugdenpractice the language outside
the classroom. Regarding the teachers, in theséuitions most of them do not have an
EFL teaching university-based degree and the migjofiteachers hold an alternative

certification.

In the next section, the methods sections | viié @ detailed description of each of

the seven institutions, their coordinators andhiess:
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Methods

In this section, | will explain the research despdgnned for the study and | will
contextualize the reader by presenting the padidgpand explaining the data collecting
methods used. This research and the data colleatidranalysis were framed as a
qualitative explanatory case study. This typeeskarch was proper for the study because
it focuses on answering “why” questions (De Vau¥)D) and gives the possibility of
comprehending and explaining practices or procedbased on theories (Scapens, 1990).
This understanding and knowledge of the phenomehteachers with no English
teaching degree preferred over teachers with anddgree was obtained through case
study. A case study can be defined as “an intersdivdy of a single unit for the purpose of
understanding a larger class of (similar) unitsé g, 2004, p. 342).

This research aimed to study the reasons for treasing number of EFL teachers
with non-English teaching university degree in ptevlanguage institutions in the
Metropolitan area of Medellin. For this study bded a selection of documents related to
English teachers’ profiles required in private laage institutes. The study also involved
seven recorded interviews to the institution camathrs and surveys to the teachers to
discover the reasons behind the preference of &intggachers with no teaching degree. To
answer this question the participation of seveugbe language institutions to have a
meaningful sample and the use of three data caleatethods and data analysis, which

will be described below, were paramount.
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Participants
A purposeful sample in which the cases are infoionatch for a profound analysis

and depending on the purpose of the research Wwatexk (Patton, 1990). | chose the
language institutions based on their academic agiputs and the number of students they
had. A sample of ten private languages institutias initially considered. | selected the
private language institutions through a telepharvaeb-based interviews in which the
respondents, either the coordinator or a secretane asked three basic questions related
to teachers’ profiles (see appendix A).

From the ten institutions chosen seven were patieotiata collection process.
Three institutions did not respond to my invitatione reported deep curricula changes
which meant a modification in the hiring polici@$ie representative of another institution
said that they openly preferred teachers with ehieg degree, and the third one was not
included because the coordinator did not commiihéodata collection requests. From the
seven institutions seven coordinators and 33 teagieeticipated in interviews and surveys
respectively. These were medium-size languagduissi in the Metropolitan area of
Medellin. They have between 300 to 800 studentgill tefer to the private language
institutions as institutions A to G.

Institution A is located in the central-westernaaoé Medellin. It has three teachers,
and its coordinator is a business manager. They &ifiglish classes from basic to
advanced levels. Their methodology is based oran@municative approach with the use
of technology, as they make use of ICT, and thexe leamultiple virtual room. Besides,
they offer a personalized methodology which mehag have a small number of students

per class. They also have a Course Managementn$SyStelS) platform with tutors 24/7.
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Students can have access to some online resoordeseélop their language skills. They
have a password to log in on the institution CM&fpkm and they can do different
exercises related to listening, reading and wrisikig)s. The students are from social strata
3 and 4. The monthly pay for students varies fr&®d.800 to $180.000 Colombian pesos.

Institution B is located in the south of the metiijan area of Medellin, in Itagui. It
has six teachers and one coordinator who has thehireg Knowledge Test (TKT)
certification. The language institute has threéed&nt programs for students according to
the number of days and hours they study per welgk. Means that according to the
frequency of the classes they can advance fassower and it also influences the cost of
the monthly payment. The students are from a 3dtwata and pay between $50.000 to
$120.000 Colombian pesos per month. Their methgyakconversational, ludic and with
small classes, between five to ten students. Antiogig resources, they have a multimedia
laboratory and audio, video and written materialshsas a textbook.

Institution C has two locations in Medellin and soheadquarters in some towns in
Antioquia. The institution offers basic, intermeeiand advanced programs through a
communicative approach. Their purpose is to couateilto have citizens able to
communicate in a second language. The studenfsoanestrata 2 and 3 in one of the
headquarters in Medellin and towns and students fh@ other headquarter in the south
east area are from strata 4, 5 and 6. Therefonmtmehly payment varies from $70.000 to
$170.000 a month. The institution has ten teacésedsits coordinator who is a translator.

Institution D, located downtown, has programs filexel Al to level C1 based on
the CEFR. They also have conversation club, clesskesichtime and live events
broadcasting. There are about 20 teachers andpiingiose is to develop students’
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linguistic skills through dynamic and trend-seftencesses according to their institutional
mission. The students who attend this institutienfeom strata 3 and 4. Prices can vary
from $90.000 to $210.000 pesos. The coordinatoatgd. in English language teaching.

Institution E has its headquarters in two differglaices in southeast Medellin and
one in Bogota. Their methodology is influenced iy tommunicative approach, audio-
lingual method, direct approach, cognitivist apjgifoand language learning communities.
They have programs for children, adults and a @nogior business language needs. The
students belong to strata 5 and 6. Prices start $400.000 Colombian pesos a month.
There are approximately 50 teachers. The coordirsatioied international business
administration.

Institution F located in the southeastern area ef@iéllin. It has programs from level
Al to C2 where students can develop the four sttilisugh repetition and task automation.
They also offer a CMS platform for the studentgitactice the different skills. They have
students from strata 4, 5 and 6 and prices stamt $400.000 Colombian pesos per module.
There are approximately 15 teachers. The coomlirtdithe institution did not provide the
type of degree he holds.

Institution G located in southeast Medellin and@oygoté is an international
organization. The objectives of this institutioe & create bonds of confidence and
understanding between their country and the resteoWvorld and to strengthen cultural
relationships with America. They have students fstrata 5 and 6 and students pay from
$400.000 to $990.000 Colombian pesos per coursaeTdre three teachers in the local
headquarter in Medellin and they offer coursesdenagers, adults and companies.
According to the institution web page, their metblody includes fun and interactive
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classes, educational technology, social activitigsnglish, a learning center and
conversation and reading clubs. The coordinatarmative speaker, but he did not provide

information about his type of degree or credentials

Data collection methods
| collected the data from April to September of 20The process of data collection

began on April the 252013. The data collected included: (a) documgrdaglysis before
interviews, (b)individual interviews of the language centers’ aboators, and (c) surveys
with the participants’ demographic, academic angduistic information. Before starting

the data collection in each institution, | carread a meeting to inform the participants
about the nature of the study and | asked thengtotee consent forms for each of the data
collection sections that would allow me to use th{@rterviews, surveys and documents)
for academic purposes. | informed them that themes and the institutional names were
going to be kept private and pseudonyms were uskssithey allowed me to use their real

names.

Documentary analysis
Qualitative document analysis “refers to an integgtanethod, procedure and

technique for locating, identifying, retrieving aadalyzing documents for their relevance,
significance, and meaning” (Altheide, 1996 in Altheet al., 2008, p. 128). The
documentary analysis, which | considered paramfmurthis research study, was carried
out at the beginning of each data collection imrgypeivate language institution. The
documentary analysis included two types of documesbme produced by the government

and some produced by the language institutions.
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The documents produced by the Government inclufigalfdocuments from
Ministerio de Educacion Nacion@MEN) such ag\ltablero magazine (2005), Programa
Nacional de Bilingliismo Colombia 2004 — 2Gl#@es (n.d), andocumento de
socializacién programa nacional de Ingl&3olombia very well” 2015 -2025 (2014), also a
document from the local government was taken intmant, it is the Acuerdo 089 de 2013.
Moreover, the official document calletlbrma Técnica Colombiana 550NTC) (2007)
and the bilingualism law of bilingualism 1651 of1&) that regulate private language
institutes in Colombia, were explored in this reshatudy.

These documents were analyzed in order to know tihiag policies for English
teachers should be according to national standhodsried out this official documentary
analysis only once for the seven language insbitgti

Additionally, official documents and reports frohetlanguage institutions included
mission, vision and institutional philosophies o participant institutes. The previous
documents were collected and analyzed before teeviaws with coordinators to know in
advance the regulations in order to plan more ateunterview protocols and to see what
they have on paper and how the teaching staffrigposed.

These documents were analyzed with two purpoges, dietting accurate
qualitative information about the teachers witlwithout English teaching university
degree hired in the institutions; second, unveitimg possible reasons for the preference of

teachers with no university-based ELT degree inkflr teaching context.

Surveys
The word “survey” is used most often to descrilmeethod of gathering information

from a sample of individuals (Scheuren, 2004). Syswcan be web-based and collect
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descriptive and behavioral information (Rea & ParR@05). The surveys in this study
gathered information via e-mail and paper-basediihe teachers in the seven private
language institutions. This included personal infation such as age, gender, and origin,
academic background, language background anddpeiions about the issue being
investigated (see appendix C). Through these sarveypected to find teachers’
demographic information, linguistic background,ctaag training and experience. The
surveys showed me the teaching and language cbastics that each of these types of

teachers had.

Interviews
Interviews are interactions between two or moreppem which respondents

answer questions in the context of dispositione$6&, 2006), interviews can be topical
that focus “on a program, issue or process” (Gle2666, p.80) or about life histories
which are concerned with one or several peopl&slkperiences (Glesne, 2006). The
individual topical interviews were carried out withe seven academic coordinators from
each institution. The coordinators interviews aimedquiring about the hiring policies

and criteria, their vision, mission and institutaphilosophy, records of the teachers’ hired
and rejected and about their opinions on certiied non-certified teachers in the EFL
teaching field. The interviews for the coordinatasere divided into three different themes:
Vision, mission and institutional philosophy, teacdi profiles in the institution, and hiring

policies (see appendix B).
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Data analysis
Surveys were analyzed from quantitative and qualégerspectives. The

guantitative analysis involved obtaining figurestonpared them and calculate the mean
and the median of the number of teachers holdingraglish teaching university degree or
not. In addition, | wanted to quantify some aspescish as their type of degrees, level of
language proficiency, experience living abroad pears of teaching experience.

In the process of analyzing data, first, interviemese transcribed to get specific
extracts and information. The interviews and ingitihal documents were analyzed
through content analysis. Second, | started byngpdil the relevant information for
answering my research question. Third, | groupedcbdes according to frequency and
with similar patterns into themes. After namingygping and simplifying | constructed the
categories. The qualitative analysis was done farmductive point of view (Creswell,
2007), it means using data to generate ideas.|¥iadier constructing the categories, the

findings were shared with the advisor to confirm owyn interpretations.
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Findings

In this section, | will report the findingfsat answer the research question of this
study. | will also seek to raise awareness abautehl situation of language teachers and
(re)interpretation and (re)creation of the LEPome language institutes. The section will
be structured as follows: first, | will describeetmost common teachers’ profile in private
language institutions to have a clear picture eftfpe of teacher that is mostly hired in
these institutions. Second, | will answer the goesstated above and | will include

testimonies from teachers and coordinators.

Teachers’ profile

Demographic profile
According to the surveys answered by the teachmrst of them are men (82%)

(N=27) while 18% (N=6) are women (see figure 1)g&eing their ages 37% (N=12) are
between 23 to 27 years old; 21% (N=7) are betw&eaio 37; 12% (N=4) are between 18 to
22; another 12% (N=4) are between 48 to 52; 9% [N«& between 28 to 32; 6% (N=2)

are between 38 to 42 and 3% (N=1) is between 43 {@ee figure 2).
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Figure 1 Teachers’ gender

Gender

Figure 2 Teachers’ age

Age
40% - 36%
35% -
30% -
25% - 21%
20% -
0 0

15% 7 12A) 9%, 12/0
10% - 6%
506 - 37
0% T T T T T T 1

18-22 23-27 28-32 33-37 38-42 43-47 48-52

Academic profile
In their academic profile from the total of thos®led, 91% (N=30) do not hold an

English university-teaching degree and only 9% (Ns#& studying a B.Ed. in ELT. This
means there is not any teacher with a Bachelongligh teaching among the survey
respondents. From the teachers who do not havegirsk teaching degree 27%

(N=9) have a bachelor degree in a different ffeddn ELT, and hold degrees such as:
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technical degree that was not specified in theesyrgonstruction management, journalism,
graphic design, telecommunications engineeringdmgitees related to business and
economics, another 6% (N=2) have a degree in &os| 6% (N=2) in education different
from ELT such as: childhood education or healtiwises and education, and 3% (N=1)
only have a high school diploma. Finally, 49% (N¥di&l not report any type of degree,
only an alternative certification in English teawdni In this case, it was mainly the

Teaching Knowledge Test (TKT) (see figure 3).

Figure 3 Academic profile

Academic profile

B Degrees different from teaching B Translation
B Degree in education different from ELT =~ ™ High school degree

B Alternative certification only B Studying a B.Ed in ELT

N

3%

Teaching profile
In terms of teaching experience, 61% (N= 20) oftdazhers have between 1 to 5 years

of teaching experience; 24% (N= 8) have 6 to 10s/ehexperience; 9% (N= 3) have 16 to
20; 3% (N=1) has 11 to 15 and other 3% (N= 1@&hing for the first time (see figure

4). Contrary to the popular belief of the impodarof having teaching experience, it seems
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three coordinators agree on the negative effettetkgerience may have on teachers’
methodology. Coordinator F stated that:
“It is a lot easier to have an inexperienced pefsothat person could merge with both
us and our methodology. On the contrary, when soméas lots of experience, they
are already too full of vices and things that avegood for us” (September 3rd, 2013).
From the total of those polled, 82% (N= 27) havakl@rnative certification, which
serves as qualification to teach English, and ftbase 64% (N= 21) have the TKT. The
TKT is a very popular exam among EFL teachers wdid br do not hold a university-
based ELT degree. According to the Cambridge Emglisb page (2014) teachers take this
test because it improves teachers’ career opptiganihey can take a flexible course and
this test is a starting point towards other teaglgunalifications. 12% (N= 4) have taken
other courses such as: TES@gnocimientos pedagogicos en la ensefianza del &diom
Inglés this is a 90-hour teaching course offered byaitedemic coordination of one of the
private institutions to those people who know tireguage, but do not have teaching
experience or certifications, and 6% (N= 2) ha¥.TA (see figure 5).

Figure 4 Years of teaching experience

Years of teaching experience
70% - 61%
60% -
50% -
40%
30% - 2
20% - 9%
] 3% &y i
109
5 =y —
O% T T T T T
1to5 6to 10 11to 15 16-to 20 Lessthana
year
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Figure 5 Alternative teaching certifications

Alternative teaching certifications

No alternative
certification
18%

Conocimientos
pedagogicos and
TESOL
12%

CELTA
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Summarizing, a typical EFL teacher in a privateglaage institution in Medellin where

most of the teachers did not have a universitytteacdegree, is a man (82%) between 23

to 27 years old (37%). A teacher with 1 to 5 yedreaching experience (61%). It is a

teacher who does not have a teaching-based degEdi(91%) and who possesses an

alternative certification (82%), especially the TKIhis is unusual for most studies

because teaching tends to be a female profe€Smmmonwealth Secretariat & UNESCO,

2011), with usually older people with longer teachéxperience.

As answer to the research question, the data shthweel main attributes that seem to

motivate these language institutions to preferteexcwith no ELT teaching degree. These

findings are organized around those three attrib&eter language proficiency, more

successful teaching methodologies, and the “X"diact
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They have better language proficiency

It seems that one of the main reasons why somatpriganguage institutions prefer
teachers who do not hold an English teaching dagreecause they appear to have a better
language proficiency level than those who actuadlye an English teaching-based degree.
By language proficiency, in this research, it isamtethe high command of the linguistic,
sociolinguistic and pragmatic components of thgulege, which consist of knowledge and
skills and know-how to communicate on the targeglege (Council of Europe, 2001). For
this segment, | will describe the teachers’ languaficiency level and the aspects in
which teachers who do not hold a teaching-baserkdesjood out according to
coordinators. These aspects are: idiomatic exgmessind cultural knowledge, fluency and
accent.

In terms of language proficiency, in the survegcteers reported their English
proficiency as follows: 34% (N=11) of the teachlease a C2 level of the CEFR; 30%
(N=10) are in level C1; 24% (N=8) have a B2 lexa38 (N=1) are B1; other 3% (N=1)
considered being native as their language profisiéevel and 6% (N=2) do not know
their language proficiency level(see figure 6). J¢g&anguage proficiency levels of the
teachers allow the institutes to offer programstii@r students from Al to C1 levels given
that these teachers have the required languageiprady to teach them as stated on the

NTC 5580.
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Figure 6 Language proficiency level

Language proficiency level

native B1
I do not know 3% 3%

6%

Wmﬁ

According to the teachers, the aspects that havigilboted to improve their language
proficiency were divided as follows, taking intacaant that they could choose more than
one answer: teaching English (38%) (N= 23), livaligoad (28%) (N= 17), studying at
university (13%) (N= 8), having taken an Englisbgnam in a language center (10%) (N=
6). Other aspects such as: reading newspaperdiimgftV and/or movies, playing video
games and love for the language (7%) (N= 4) arallfifbeing born abroad (3%) (N= 2)
(see figure 7). These results are according to wh@atdinators stated because for them it is
very important that the teachers have lived in agliEh-speaking country before, as it will

be explained below.
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Figure 7 Facts that contributed to improve teachanguage proficiency
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The fact that 17 out of 33 teachers (51,5%) hawktha experience of living abroad has
given them the advantage of having L2 cultural expe. Through this exposure, teachers
with no English teaching degree have learned afl@tiomatic expressions and have
cultural knowledge. In relation to the aforemenéidnssue, it was stated by four out of
seven coordinators that teachers with no univetsaghing degree who have lived abroad
have advantages on the two following aspects puslyanentioned. In that sense, the
coordinator D emphasized that:

“l insist that the others [those without an Englishching degree] have more idiomatic

expressions ... | do not know. The fact of beingantect with the language has

enabled them to enrich us with cultural views fearaple ” (July 3rd, 2013).

In relation to living abroad, four coordinators afitseven agreed that this is one of the

aspects that influence hiring processes in thstititions. They stated that the fact that a
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person lived in an English-speaking country foresal’years even if they have done
unskilled work such as cleaning, serving food, hionileing, etc., gives teachers more
advantages in different aspects. Most of the coattdrs are convinced that a person who
had experience living abroad has better fluencyaandutral or native like-accent.

“...it is evident because of the teacher that wedhite mention a specific case, who has

been abroad. | mean that, not whether they hawttarlEnglish or not. Not that. But
the way they deliver the message, the way theyteébe way they, hmm, the way the
change tones when using some words...”(April, 2D13)

Additionally, teacher 22 from institution E saicatlfrom his own experience he has
seen that the percentage of teachers with gooddggproficiency, better accent, and
better pronunciation is significantly higher in¢bars who have lived or studied abroad
than the ones with an EFL bachelor degree. He said

“I respect any degree or certification that a tesechay have, but | have to say for
experience that the percentage of teachers witd §oglish proficiency, good
pronunciation and pedagogical practices is sigaifity bigger in teachers that lived/
studied abroad than the ones with an EFL bachelgreg” (Teacher 22 institution E,

September 117, 2013)

On the other hand, in the case of teachers whodbkthelor degree in English
teaching, it was found that there is a general@reeived idea that they do not have a good
language proficiency level as stated by coordinBi®he said “when someone mentions
teachers who hold a university-based degree, tsietfiing | request is an English
proficiency level exam because in that aspect eHaund a deficiency”(august 132013).

The only reference in the surveys about this aspastthe two teachers in the B.Ed.
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program who had a B2 level form the CEFR. Frominkerviews, most of the

coordinators, four out of seven, stated that teacivéh an ELT degree do not have a full
command of the language and that they have a varyevel, especially in aspects such as
lots of grammar mistakes and accent problems. ¥ample, in the case of grammar
inaccuracies the coordinator from institution Bdsai

“...when having to fully make use of the English laage, they are not able to. |
wonder why. But you realize when interviewing somedor a job, right? They lack
grammar structures at the moment of having a ceatien, because it does show, does it
not? A sort of gap, the feeling that something issing and you instantly realize when you
are talking to someone” (May 14th, 2013).

The coordinator of institution E also pointed dwttteachers with a teaching-based
degree make grammar mistakes which can be easdygtdd by advanced students.
Supposedly, teachers with a university-based Elgrekealso have a regional accent. This
opinion seems to be shared by three of the codaimaThese aspects make them
conclude teachers who hold an English teachingegego not have a good language
proficiency level.

“... In a conversation, | feel the intonation becorheavy at times; or the grammar

whenthey are speaking. | manage to hear this in a hatyeven an advanced English

student could identify... To instruct on a languages required to refine it more”

(August 13th, 2013).

In fact, the coordinator of institution E was vepecific about associating the presence
of a heavy accent to a particular region in Colanbledellin. According to her, teachers
holding a teaching degree and who are from Meddbiinot seem to have a good language
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proficiency level as teachers from other region€ahombia, and of course teachers who

have been abroad.
I have had the opportunity to hire people in BogB@ranquilla and, evidently, in
Medellin. A big difference arises among the appitsdrom the different cities. For
example, | would say that, in a way, Barranquilig la naturally excellent English
level. Thus, in Barranquilla, whether they haveEaiglish teaching degree or not,
there are teachers with a quite good English ameLigral accent, because that is
something that people from the coast regions HBvey use a lot of particular
intonations in Spanish, they do not on the othedhdo so in English, which is an
upshot. At one point, we reached a 50% or 70% @&thff who had a teaching
degree, because there is a very good profile nigtpedagogically, but also
linguistically. Unfortunately, that is the faulbhbve found. Whenever they mention
me someone from here in Medellin, the first | askf them is an English exam.
This is because with the exam | always sort of fimelfault and | have even come
across people who are professional in other avdas are not certified English
teachers but are linguists [serd bring a wider usage of the language (August
13th, 2013).

In this case, the coordinator is implying that adaag to the region where the teachers
with a B.Ed. belong to, their accent can be veffedint. Therefore, teachers from Bogota
and the North Coast apparently have a more neatcant in English, while teachers from
Medellin have heavy accents and do not have a lgogdiage proficiency level.

This situation of associating teachers with no EEQree with good language
proficiency and teachers with university degreénwatv proficiency level influences the
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type of public they are assigned to teach. Foordinators stated that in their institutions
when they hire teachers who hold an English tegctiegree, they are mainly assigned to
teach at basic levels in which they think they balp students to get some grammar bases.
Meanwhile, teachers with non-English teaching degre in charge of the advanced
students to help them improve their listening goeb&ing skills. Regarding this situation
coordinator from institution B commented:

“Usually mostof the people who hold a B.Ed. in ELT, the few Y@&&nown...they are

only in charge of the children’s groups. We hargtl@ups of children since 4 years

old, then they come and get in charge of thosepgdb{May 14th, 2013).

Their teaching methodologies are more successful

For the purpose of this research, methodologyleltefined as: “The study of
practices and procedures used in teaching, angrith@ples and beliefs that underline
them” (Richards & Schmidt, 2010, p. 363). In thigdy, successful teaching
methodologies refer to the teachers’ capacity apadfficiently their teaching procedures
to the specificity of the context and to the inst¢seand needs of their students. These
methodologies are also more conducive to studérdsiing and are better evaluated by
coordinators and students. On this segment, Ipsésent the opinions of coordinators and
teachers about the teaching methodologies employéelachers who do not hold a
university-based ELT degree. Their opinions areaoized around three main themes:
teachers with no English teaching degree can by ¢é@éned in the institutional
methodology, they have more modern teaching pestnd anyone can learn how to
teach.
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In regard to the first theme of methodology, altjiogoordinators accepted that
teachers with non-English teaching degree laclktiosvledge on theories about language
teaching and learning, four out of seven of thedhndit see this issue as a disadvantage.
Coordinator B thinks that the lack of this teachkmgwledge might be easily overcome by
allowing them to do class observation and fouive fveek training or even an 80 to 120
hours teaching course.

In fact, in institution C, the academic coordinatjmovides the teaching course to
certify those teachers to teach the language “Mfetave our own teaching program
called Academic Knowledge in Pedagogic Usage inisimgtanguage Teaching which in
turn also has a preparation in pedagogy aimedttiracEnglish” (May 7th, 2013).
Moreover, coordinator E expressed that when teadqeth a teaching degree or without
it) are trained in the institutional methodologyathers with no teaching degree are just as
good at the teaching aspect as teachers who heldAout this, she stated: “The class will
be excellent, whether with someone having an Emdleaching degree or someone
without one, and that is why we ensure a constairtihg with the teachers” (August 13th,
2013).

Another advantage of teachers with no English-teactiegree, in terms of
methodology, is the second theme: their practicesreore modern according to four
coordinators. In this case, modern methodologieshe students are the most active
element in this process that is to say that clasisesld be student-centered. The teacher is
here not to explain but to encourage and help stsde explore, try out, make learning
interesting, etc” (Boumova, 2008, p. 20). Aboustisisue, in institution A the coordinator
claimed that teachers with non-English teachingeefave a methodology based on
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conversational skills and they share their lifeexignces with students which is more
effective and shows better results in studentdoperance. In fact, teacher 32 from
institution G added that he receives a lot of comehts from his students due to his “non-
traditional” teaching style, which he describedesching dynamic, engaging and
communicative classes. He indicated
“I'm one of them [English teachers who do not haldegree]. From my own
students’ feedback I'd say it does not necessardster. I've often received
compliments, particularly in Colombia on my “nomditional” style. I've
interpreted this as a meaning that my classesyar@ngic, engaging and
communicative, while many of my more formally ediechcolleagues stick to
textbook, technical lessons” (teacher 32 from fngtn G, September52013).

This is in agreement with the methodologies andsgstated by the institutions above.

About the third theme, some teachers agreed thaivarsity-based ELT degree is
actually not necessary to be a good teacher, Hongsas they have passion, experience
and will, they may improve their teaching skills tgemselves. This assumption was shared
by teachers 5, 6 and 7 from institution B, teac®essid 11 from institution C, teacher 23
from institution D and two (17 and 20) from instiain E. This means that eight teachers
(24%), almost a fourth of the participants belietleat anyone with passion and will can
teach. Another teacher (8) from institution C engihedthat a degree is merely the
demonstration of having been through a learninggss, but a teacher without a degree

may have even better language and teaching skills.
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| believe that a degree is just a proof of haviagrbthrough a learning process.

Therefore, an EFL teacher without a degree mighé laa even better use of both

language and pedagogical skills than an EFL teaghikra degree. (Teacher 8

institution C, April 27, 2013).

As a matter of fact, teacher 21 from institutioadSerted that the most important
characteristic to be able to teach is having aelée@@ command of the language since
anyone could learn how to teach more easily thasteniag a language. He stated on the
survey the following

“I don’t have a university-based degree. | thin&ttthe most important factor is an

excellent command of the English language. Letg fia you can learn to teach a lot

more quickly than you can learn to master a languégeptember 17 2013).
Additionally, teachers 32 and 33 from institutiors@gested that the CELTA course is
enough to learn how to teach and may be even lib#ermany university-teaching
programs. On this matter, teacher 23 from institut indicated that teaching is not a skill
you can learn, but you are born with it and wité #bility to communicate knowledge. He
also added that university may give you the tooleach, but having that knowledge will
mean nothing if you do not know how to share it.

It is also worth noticing that in the field all tifese alternative certifications are just as
valid as a degree. The range of accepted certditais wide (Barduhn & Johnson, 2009).
Therefore, in these language institutions, baseth@ MCONTEC document the NTC 5580
(2007), coordinators take advantage of this sibmatid hire teachers with no university-

based degree.
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Otherwise, according to most of the coordinataachers who hold an English
teaching degree seem to be less successful ugimgehching skills. Five coordinators
agreed that although this type of teachers haveetmhers’ knowledge base (Freeman,
2009; Pineda, 2002) and may know how to plan fleesons according to that knowledge,
that planning seems to be considered as a ladxability. In fact, they are described as
“too structured”(coordinator from institution A).eBides, they do not seem to have skills
for incorporating ICT in their lessons and theasdes are often book-centered (coordinator
from institution A, teacher 32 from institution G)hese issues are seen as a disadvantage
since coordinators consider them as a traditiaradhing approach that causes students to
get bored. In relation to these matters, coordimfabon institution A claimed:

Here is an experience. We have had two teachehsant#aching degree. So the
difference in terms of style ... the style of thesslas immensely different to the other
teacher's. What happens? The teacher with a degreere normative and stuck to
the rules, right? So he comes and makes a workarg P/NVe're doing ... in today’s
class. Then in class number two we’re doing thi thirs. These are the topics to
cover”. They are too enclosed to a textbook. Nolyn#tey do not start a class if they
do not have a textbook, because that is the mgunineament. When another teacher
comes, right? They do not need one ... In fact, tteeypot even ask for one. They do
not ask for a textbook and if we provide them vatte they ask: “Do | have to follow
this text?” (April 25th, 2013).

Teacher 32 from institution G also commented hollkeagues who hold an English
teaching degree stick to a textbook and teach mssté@t focus too much on metalinguistic
analysis. For them, it seems that the way thesshéga teach is not effective, and it is not
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an advantage for their teaching practices. In taezhers holding a B.Ed. apparently stay
in a comfort zone, the comfort zone of traditiotegglching and make use of old-fashioned,
out-of-context methods. For instance, coordinat@adBed:
...one of the requirements here is that you cannedls@panish. So you cannot just
go into a classroom and translate, just like maaghers at schools and the sort. We
cannot. We cannot afford to do that because if ewde would not accomplish the
goals we set for our students (May 14th, 2013).
Coordinator from institution B implied that all eers with a university-based ELT degree
use translation into Spanish in their classesemehtary and high schools and this is a
type of methodology that is not accepted in privatguage institutions because it would
not allow them to develop an appropriate Englistfiprency level in students.
Furthermore, the coordinator of institution D susjge that teachers holding an
ELT degree may know the theories of teaching, ey tlo not have the ability to put those
theories into practice:
It is not just about knowing some information; nait about knowing what the
different methodologies are, Suggestopedia, Lingulethods §ic]. | mean, it is all
right for them to know the information. The poiastiow to manage these
methodologies according to the difficulties or #uwvantages of a class... (July
3rd,2013).
The coordinator here suggested that teachers lgpédimiversity teaching degree may
know the theory of different types of methodologiast they do not know how to put that

theory into practice according to the studentsdsesnd profiles.
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To sum up, teachers who do not hold a ELT degremde adapt easily and fit
more appropriately language teaching institutioeshrmdologies, and their communicative
classes make their methodology seem more moderadeglate to meet the students in
language institutions’ needs. Plus, they have Hiléyato learn how to teach very quickly

due to the fact that they already have a high contheé the language.

The “X” factor

The “X” factor could be defined as an indefinablalify, especially of someone’s
personality. It combines both having a positivéade and a good persona.

As for attitude, it will be defined according to gtpandVaughan (2005) as a long-
lasting system of precepts, sentiment and condaceme objects, people, situations and/
or representations which are socially meaningfud generalized positive or negative
evaluation regarding a person, object or mattexgaRding attitude towards the class and
students, it was suggested by two of the coordiradtat this is different for teachers
holding a teaching degree and for those who doTiay expressed that a more easy-going
and informal attitude of the teachers who do nethaB.Ed. in teaching English
contributes in a positive way in the classroom aphere and it may be reflected in the
students’ learning outcomes (coordinators fromitingdns A and D).

On the contrary, when talking about teachers hgldif3.Ed. coordinator F
suggested they might have a very strong and sextede that may not fit in the
institution or the public they have to handle.

That is then a feature | would not know how to expl but it is more of a style thing,

something to do with the personality. If someonmes and they are too strict, they
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will not partner with the institution. So | thinkdt that personality thing and the style
in pedagogy and teaching is indeed a rather impoféator(September 3rd, 2013).

Threecoordinators also implied that this rigid attitudehe classroom interferes
with the relationship with the students and atdamne time affects their learning process
(coordinators from institutions A and D). TeacB&rfrom institution F said,

There are a lot of empiric people on this specifatter and these people are trying to
teach whereas some other professional people whedraed some degrees are
trying to be perfectionist and they forget howade on the student’s shoes which is
the most important thing “why this person is he@hing” (March § 2013).
He suggested that teachers holding a B.Ed. degnez=dperfectionist attitude and they
tend to forget that they once were students toalaaidpupils are there with the objective
of learning, which may be a main reason why it se#mat their teacher-student interaction
is not good.

With respect to persona, on the Merriam-Webstdratiary (2014) it is defined as
the way you act around other people and how thesepes you as an individual; it is the
image you show to others. Carl Jung (cited by Se#p2013, p. 34) added that persona is
the outer part of our personality that adapts ¢ovibrld. For the aspect of persona, teachers
with no English teaching degree apparently havep#rsonal and professional image that
fit the institutional values. First, they seem &vé good looks and a certain way to dress
and behave to fit in the institutions. Second, sgedly teachers with non-English teaching
degree do have a special characteristic. It seleatshis “X” factor helps them to personify
the mission, vision and philosophy of the inst@us. In this regard, coordinator from
institution D declared:
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It is important at the moment of doing the teagdweening, that the person truly has
the [X] factor” ... “That is why a special featureriseded and it goes beyond having
a degree or a title, which everyone is so eaggetpor the information you can
memorize. There is something bigger than that.
and he added “... and there is something within tihredn being, the heart, which has
to virtually pump out of the teacher’s heart. Ahdttis something you also have to
tell your partners, for it is not just providingtvithe information...” (July 3rd, 2013).
The *“X” factor is extremely important, yet intanfgb and unexplainable.
Coordinators perceived it as a “je ne sais quatudee that influences decisions about who
will be hired and who will not.
To sum up, in some private language institutionk tachers who do not hold an
English teacher degree outnumber teachers whohis phenomenon is due to three main

attributes:

Teachers who do not hold English teaching degree Y& better language proficiency

level

Teachers with no teaching degree, apparently, hmore advantages in terms of
language proficiency. Their exposure to the L2 erngives them a wider use of idiomatic
expressions, and more knowledge of the target Egeoultural aspects. They can also
speak with fluency and a native-like accent. Intast to that, teachers holding a teaching
degree have very noticeable grammar mistakes amaigsaccent while speaking.
Additionally, teachers holding a teaching degree ate from a specific region of the

country, Medellin, seem to have an even more maakednt.
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Teachers who do not hold English teaching degree Y\ more successful teaching

methodologies

It seems the teaching methodologies used by tlvbeéeswho do not have an
English teaching degree are more effective becalufgee main reasons. First, since these
teachers do not have much teaching experience ctirepe trained in the institution
methodology. Second, apparently they have modeatrdgnamic teaching methodologies
that are appealing for the students. Third, thdigbe that anyone with will and passion
can teach and since teachers with no degree hive@fomand of the language, their lack

of teaching knowledge can be easily overcome.

Teachers who do not hold English teaching degree & the “X” factor.

Teachers with no degree have the “X” factor. Thesans they have an easy-going
attitude in class and their persona embodies ttéutional image and philosophies. They
have better relationships with students and thezeBbmore empathic atmosphere in the
classroom. Their physical appearance and the irteyeproject to others can represent

these language institutions values and interests.

On the next section, | will discuss the findingsetation to both the research
guestion and current knowledge on the issue oheraawvith no university-based degree on
private language institutions. | will also highlighow the research reflects, differs from

and extends actual knowledge of the phenomenon
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Discussion

In the Findings section, | presented three maiaaesithat explain the increasing
number of EFL teachers with no teacher educatignesein some private language
institutes in the Metropolitan Area of Medellin (Gmbia). These reasons are: They have
better language proficiency; they have more sudgketeEsaching methodologies and they
have the “X” factor. In terms of language profittg, many of these teachers have lived
abroad and that fact makes them automatically begiedidates in the eyes of academic
coordinators and students of their language irgiitg. They are considered as better
speakers with the advantage of having more knowd@dgdiomatic expressions and the
target culture, and having a superior fluency aailve-like accent. About teaching
methodologies, teachers with no university-based &tgree are seen as having three
advantages: their teaching methodologies can hgedhaccording to the institutional and
students’ needs and interests; their teachingipescare considered more modern; and as
anyone who is motivated can teach, they can mtsarteaching skills easily. Finally,
teachers who do not hold an English teaching ddgmee the “X” factor. It means they
have a better attitude towards the class and stsided their type of persona can embody

and represent the mission and vision of the irgsits.

The private language institution’s stakeholderseappo take advantage of their
possibility to (re)interpret and (re)create edumaai policies (EP) in the processes of LEP
implementation (Sutton & Levinson, 2001). As athducational actors, they use their
agency to change LEP in the translation into pcaaiMenken & Garcia, 2010, p. 1). This

possibility for (re)interpretation and (re)creatioas motivated the emergence of the three
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reasons to explain the increase of teachers witleacher education background in ELT in

the metropolitan area of Medellin.

At the national level, the policy of the NPB wassifjned by the Ministry of
Education, but it has been implemented in diffexeays in various levels such at language
institutions, schools and classrooms, i.e in tmetidayers of the onion (Ricento &
Hornberger, 1996). The NPB has envisioned hawtmgpetitive citizens in the global
market by mastering English. However, the polisglit does not express clearly the
requirements for the teachers or educational aitige®in charge of making this happening.
The only document that specifies the requirememt&FL teachers in private language
institutions is the NTC 5580. This document estids that institutions can hire teachers
with no university degree or some studies in tlseiglinary area as long as they have two

years of teaching experience.

The gap in the policy requirements and the laxitthe NTC 5580 have led
academic coordinators to the (re)interpretatiod @e)creation of the policy as the option
to hiring teachers with high command of the languagerlooking their lack of academic
background and teaching skills. This is refleaadhe numbers presented in the Findings
section in Figures 3, 5 and 6. Additionally, mydst shared some common issues with
some other academic work. Through the findingsisf $tudy | could confirm that the
range of accepted qualifications in the EFL teaglfield is very large (Barduhn &
Johnson, 2009) and that private education tentdgeéanore unlicensed teachers (Sharkey
& Goldhaber, 2008). Two thirds of the teachers thak the survey hold an alternative

certification, the TKT. This goes in agreementhwithat Gonzalez (2009) argued about
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the preference of alternative certifications ov&aghelor’'s degree in the private sector.
This situation might be happening due to the (tejpretation and (re)creation of LEP in

private language institutions.

These two processes have caused three unintendsequeences of discriminatory
practices, stereotypes, and deskilling of EFL teeskhat hold a university-based ELT
degree in private language institutions in the gnexice of teachers with no teacher
education background. Examples of the discrimiryapoactices emerged from the
interviews to coordinators in this study would v two issues: one, ranking as the
favorite candidates for teaching those applicarits iave been or grown up in an English
speaking country; and two, confining teachers whtnELT degree who do not have the
experience abroad to teach only basic levels. fif$tessue is based on the belief that
being abroad automatically assigns them bettemiage proficiency and no regional accent
and let them possess the cultural competence egfjtarteach the language effectively.
There is no careful review of the conditions ofrfgeabroad and any previous job could
qualify. This belief is reflected on what Acaderlioordinator A stated when she said that
even if someone had washed dishes in the U.S heishie be a good English teacher she

stated

...the academic team and the human team that gtfakf, every time that assess
teachers we like people that had been abroad, iéors that had been abroad doing
any type of job, not necessarily had to be a taatieee or have...doing any job, that
learned the language, that came back to Colomlia.goresented a proficiency test

or a certification test... (April 25 2013).
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This preference of the time spent abroad is vanyiai to the favoritism of NS over NNS
because of their language superiority (Arva & Mesigy2000; Selvi, 2010). Confining
teachers with ELT degree that have not been alimegich only basic levels is a common
practice in the majority of the language institngo Coordinators expressed that their
strong grammar knowledge is needed to set the &tiors of the language, but their
limited language proficiency may affect the devetent of students’ communication skills
in advanced levels. It is commonly believed thatkers who hold a degree and are not
native speakers have difficulties in the followigas: vocabulary, fluency and
pronunciation while they have a better commandrafrgnar (Reves & Medgyes, 1994;
Arves & Medgyes, 2000; Madrid & Pérez, 2004). Tiiactice of favoring stays in an
English-speaking country was also found in Brazdrcoran (2011, p. 11) described how
Brazilian teachers who were not native speaketBefanguage but had experience living
abroad were considered superior teachers. Hetegptirat students expressed their

willingness to pay more for classes taught by thieaehers.

| also found that coordinators held some stereatgb®ut teachers with a
university-based ELT degree as the second uninteoolesequence of the language policy
(re)interpretation and (re)creation. This is retibel in the belief of instructors with no
formal teacher education training have more sufgketEaching methodologies and
possess an “X factor” that makes them better teazdradidates. Coordinators expressed
two opinions to explain the preference of teacgtis no degree over teachers who hold a
degree. One, that teachers with no teaching detyre®t have much experience teaching
or knowledge of teaching methodologies is an acgejtand two, that teachers holding a

degree have bad teaching habits. These assumptiphsthat teachers with no teaching
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degree are preferred because they can be trairtbd institutional methodology while it

seems more difficult to indoctrinate EFL teacheitha university-based degree.

Three coordinators also expressed thdestis seem to prefer teachers with no
English teaching degree because of their modeaohiteg practices. Among those teaching
practices coordinators mentioned conversationsydeables and telling experiences
without a specific teaching purpose. What they msatmodern practices” are unplanned
lessons and classes intended to please the clasrtgnds of more relaxed and
entertaining lessons. Coordinators described|tdsses of teachers with an ELT degree as
“too structured”, grammar-based and not suitablesfodents’ needs. All of the above is
remarkably comparable to the way native and noiv@apeakers’ attitude and attitude to
teaching according to Arva and Medgyes (2000). diteors say native speakers are more
flexible, innovative and casual and besides focasemon communicative aspects, set fewer
tests and assign less homework while non-nativesausore guided approach, are more
cautious and stricter, they focus on grammar, fanth accuracy and assign more tests and

homework.

The stereotypes about teachers holding an ELT degocéude not having “the X
factor”. The characteristics associated to tha¢tis this study are in agreement with what
was stated by Lengeling and Mora Pablo (2012). & laeshors showed that there is a
power of image in language institutions that enagas the idea that for teaching and
learning English people “should be young, attractnd energetic” (p. 100). Based on
these qualities students will get the feeling teatning the target language is fast and

uncomplicated.
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The third unintended consequence of the (re)ingdagpion and (re)creation of the
NPB is the deskilling of EFL teachers who hold &varsity-based ELT degree.
Coordinators in the language institutions tenditoimish the value of the pre-service
training of EFL teachers. Six coordinators, andnes@me teachers, respectively claimed
that a short training course used as orientatidhdonstitution’s regulations and
methodologies can replace five years of teachecatthn at university. They disregard
the fact that ELT programs are thoroughly consad@n the basis of a curriculum that
involves a communicative component, teaching corapgriechnological component,
applied linguistics component and a research coemoiMEN, 2014). Pineda (2002)
establishes that teachers who hold an EFL uniyelbsised degree have knowledge base
which encompasses basic skills for teaching, diseipy knowledge, the use of
pedagogical skills, classroom context, physical psythological characteristics of
learners, knowledge of the subject matter, persan@dlpractical experiences of teachers,
their reflective practices and research abiliti€his demonstrates that teachers holding an
English teaching degree should have the tools kifid ® teach the target language and to

reflect on their practices.

Finally, above all this, discriminatory job pra@gin the EFL teaching field should
cease. EFL teachers holding a university-based dedgree should be assessed according to
their individual teachers’ knowledge base and skil} stakeholders, not rejected based on
stereotypes. It cannot be affirmed that all teasth a university-based ELT degree have
low language proficiency and do not have the teaghkkills. Besides, the (re)
interpretation of EP should not value more teachatts no degree and affect the way EFL

teachers holding a degree are seen based on geagadive ideas with no conclusive data.
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In the next and final section, | will present tlenclusions of this study and | will address

the limitations, and the implications of the reshar
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Conclusions

In this section, | will present the final consid#was on the issue of the increasing
number of teachers with no university-based ELTreedn private language institutions in
Medellin. I will also acknowledge the study’s liatibns, implications and make
suggestions for further research.

The number of teachers who do not hold a univetssed ELT degree in private
language institutes seem to be increasing in tbiegsion in Colombia due to the high
demand for English instruction under the NPB. s 8tudy | have tried to explain the
reasons why this number has augmented. This prefemsas found to be due to three main
attributes in private language institutes: oney thygparently have better language
proficiency represented in more idiomatic and aaltknowledge, fluency and native-like
accent. In most of the cases these features wernbed to the teachers with no credentials
because most of them had the experience of liiimgaal. Apparently, having lived abroad
represents a major asset in the concept of battgubge proficiency. Two, they
supposedly have more successful teaching practicesans they can be trained in the
institutional methodology, their procedures are enoodern and anyone who is motivated
can learn how to teach and three, they seem tothav&X” factor, they have a more
positive attitude towards the class, and they hlagg type of persona needed to incarnate
the institutional mission, vision and philosophy.

Through this study, it has also been evidencedithisliedellin and the Metropolitan
area there is a (re)interpretation and (re)creaifdrEP in private language institutions.

(Re)interpreting and (re)creating LEP has trigdehe three unintended consequences of
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stereotypes, deskilling and discriminatory practicEhese procesess have generated the
stereotype that teachers with an EFL teaching @dggege a poor language proficiency
level and ineffective teaching practices. Thesesgtpes can be seen in the media and even
in official statements from government authori@éssshown before. Besides, it was
confirmed that the continuum of accepted teachmegentials is very wide (Barduhn &
Johnson, 2009). It goes from no certificationsllaioaa Ph.D. or Bachelor degree in ELT.
But, coordinators, apparently, are favoring thogé wo credentials or who just have some
teaching certifications. The stereotypes and thgeaf accepted credentials have
contributed to the deskilling of the EFL teache&vkjch means the reduction of teachers’
competencies to the language proficiency. | hageed that this deskilling has turned into
labor discrimination against teachers who hold i@emity-based ELT degree, and which is
mostly open in private language institutions in ietropolitan area of Medellin. Labor
discrimination has contributed to and affectedrtbedfessional status. This means the
expertise of teachers with a university-based Eé&grde is not valued and they are in

disadvantage for hiring processes compared to ¢éeaetho do not hold a teaching degree.

Limitations
After having finished the study, | am aware that findings may be affected by

following aspects: data collection instruments #rmelchosen population. The possible
shortcomings of the data instruments were thatdaehers’ language proficiency level was
self-attributed which may have given them the gmbti to report a different level from
their proficiency tests results. Referringdata collection instruments, | believe that the
surveys limitation was the way | administered thémone of the institutions in which |

tried to get the information via e-mail due to thiferent teachers’ schedules, but this
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strategy apparently did not work very well. As teaxs were more independent about when
to answer the surveys 85% (N=17) did not answestineey and 10% (N=2) answered the
questions but did not send the consent form. Thegefelevant information might have
been ignored.

In addition, the findings might have been differgrthad had the chance of
interviewing and doing surveys in the biggest am$thnfluential language institutes in the
city. However, it was not possible due to instngl restrictions. Therefore, the
information was obtained from medium-size insta@os.

For complementing the findings obtained in thigigtu would recommend to use of
one more data collection instrument. Besides tineeys, | would also use interviews with
the teachers because through the survey teachet®onmerl some issues that could have
been clarified or explored deeply by questionirgnh

As for further research, 1 would suggest to exptbis issue from students’
perspectives. It would be very significant to liste students’ voices and opinions
regarding their experiences with teachers holdmgglish teaching degree and the ones
who do not have a degree and determine both typeaohers’ efficiency. Analyzing and
comparing their practices will tell us if those goaceived ideas about teachers who hold a
degree really have a foundation. | also think ggsential to get to know more data about
teachers holding an English teaching degree idb@try such as their demographic

profiles, academic and language profiles.

Implications
An implication of the phenomenon might be that laage institutions will have

more instructors rather than educators. By thise&n there will only be teachers that
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instruct on the language, not teachers that giveesits a holistic education, which means
pursuing the integral development of students éndignitive, emotional, ethical and social
aspects. Another implication is that teachers tvbld an ELT degree will not probably be
assessed based on their individual language aoditepabilities. On the contrary, they
will be judged as a result of a stereotype crehtethe media and official voices. These
negative ideas about teachers who hold a univesisgd ELT degree will have to be
refuted by showing stakeholders and society thierobaof EFL teachers in the classroom.
A last implication might be that this phenomenorteaichers with no university-based
degree in the field will represent a serious sétliacthe English teaching profession, the
professional status and working conditions of teashvho hold a university based ELT
degree. The belief that any person with subjectan&howledge only can replace easily
teachers with a university-based ELT degree wghgy a threat to the profession, as it will
be eventually unnecessary to study at universibetmme an English teacher. In addition,
English Language Learners (ELL) should not be ezgdse untrained teachers that might
not fulfill their needs (Harper & et al., 2008) aking not properly prepared teachers in
charge of Colombian English language educationaaifitribute to the “detriment in the
quality of education of the country” (Gonzélez, 9han Colombia, it is necessary to
review the way stakeholdres are (re)interpreting) @e)creating LEP. The interpretation
that anyone can teach a foreign language showssgisct for the students, the individuals
and their profession. A way to start reevaluatimg\tiew of the ELT profession is
reconsidering the official requirements to teadahlinguage, for example the NTC 5580

which legally allows private language institutidnshire teachers from the wide continuum

53



presented by Barduhn and Johnson (2009) and reghlzepportunities for EFL teachers
holding a university-based degree.

Finally, I also want to raise awareness on the thayEnglish teaching profession is
seen in Colombia. Based on attributed featureswflhinguage proficiency level and
inadequate teaching practices, EFL teachers holdingversity-based degree are subject
to steretypes and discriminatory practices. Howevaliso want to remind stakeholders and
society that teachers who hold an English teactieuree spend five years at university.
They have a good language proficiency level anddghehers’ knowledge base (Freeman,
2009; Pineda, 2002). They also know how to put khatvledge into practice because that
Is part of their teaching preparation process. AbalV of this, teachers who hold a degree
are individuals who have expertise in their corgextd can contribute with a critical,
reflexive view of education to complement theirdi@ag exercise as transformative

intellectuals (Kumaravadivelu, 2003).

54



References

Altheide, D. L. (1996)Qualitative Media AnalysidNewbury Park, CA: Sage.

Altheide, D., Coyle, M., DeVriese, K., & Schneidér, (2008). Emergent Qualitative
Document Analysis. In S. N Hesse-Biber & P. Ledakglg).Handbook of Emergent

Methods(pp. 127-154). New York: The Guilford Press.

Arva, V. & Medgyes, P. (2000). Native and non-natigachers in the classroo8ystem,

28, 355-372.

Barduhn, S. & Johnson, J. (2009). Certification prafessional qualifications. In J.C.
Richards & A. Burns (Eds.).(2009Fambridge guide to second language teacher

education(pp. 59-65).New York: Cambridge University Press.

Betancourt, S. M. (2009). Mi estudiante se olviddardencontrando su voz en otro idioma:
estudio de la narrativa de una profesora de inglddgcenciada. Trabajo de grado
licenciatura. Retrieved October:22014 from

http://www.javeriana.edu.co/biblos/tesis/comunioadiesis258.pdf

55



Boumova, V. (2008). Traditional vs. Modern Teachmethods: Advantages and
disadvantages of each. Master’s diploma thesisab&dJniversity, Brno, Czech
Republic. Retrieved May 10th, 2014 from

http://is.muni.cz/th/86952/ff m b1/MagrDiplomkaBourapdf

Cambridge English (2014). Why take the TKT. RetegWay 11, 2014 from

http://www.cambridgeenglish.org/teaching-englisiéta@ing-qualifications/tkt/why-

take-tkt/

Caracol Radio (2009). Los profesores de Inglépdi se “rajan” al hablar ese idioma.
Retrieved October, 15th, 2012

from:http://www.caracol.com.co/noticias/actualidad/psuies-de-ingles-del-pais-

se-rajan-al-hablar-ese-idioma/20090606/nota/824603.

Centro Virtual de Noticias (2006). En Colombia mdhabla Inglés. Retrieved December

11th, 2012.fronhttp://www.mineducacion.gov.co/cvn/1665/fo-arti€87 77 .pdf

Commonwealth Secretariat & UNESCO (2011). Womenthedeaching profession:
Exploring the feminisation debate. Retrieved Ma2éth, 2015 from

http://unesdoc.unesco.org/images/0021/002122/212860

Corcoran, J. (2011). Power relations in braziliamglish language teachindfternational
journal of language studies,(2), 1-26.

56



Council of Europe (2001). Common European framé&vwadireference for languages:
Learning, teaching, assessment. Retrieved Mag@®.4 from

http://www.coe.int/t/dg4/linquistic/source/framewoen.pdf

Creswell, J. W. (2007 Qualitative inquiry and research design: Choosimyaag five

approacheg3rd ed.). Thousand Oaks, CA: Sage.

Darling-Hammond, L. (1998). Teachers and Teachlregting Policy Hypotheses from a

National CommissiorEducational Researcher 211), 5-15

De Vaus, D. (2001 Research design in social resear@imousand Oaks, CA: Sage.
El Colombiano (2014). 60 por ciento de los docertesl| pais no habla inglés. Retrieved
November 3rd, 2014 from

http://www.elcolombiano.com/BancoConocimiento/6/60r ciento de los docent

es_en_el_pais_no_hablan_ingles/60_por_ciento_deldosntes_en_el_pais_no_h

ablan_ingles.asp

El Tiempo (2011). Profesores de Inglés en Colortdiizbién se rajan. Retrieved October

15th, 2012 fronhttp://m.eltiempo.com/vida-de-hoy/educacion/profesede-ingles-

en-colombia-tambien-se-rajan/9123800/1

57



Freeman, D. (2009). The Scope of Second Languageh&e Education. In: Burns, A.
& Richards, J.C. (Eds.)The Cambridge Guide to Second Language Teacher

Educatio (pp. 11-19). New York, NY: Cambridge UniversitseBs.

Gerring, J. (2004). What is case study and whatgeod for? American Political Science

Review, 9§2), 341-354.

Glesne, C. (2006)Becoming Qualitative Researchers: An Introductidtew York:

Longman

Gonzélez, A. (2009). On Alternative and Additiogadrtifications in English Language
Teaching: The Case of Colombian EFLTeachers' Psiafieal Development.

IKALA, Revista de Lenguaje y Cultura, (2R), 183-209.

Gonzélez, A. (2010). English and English teachm@olombia: Tensions and possibilities

in the expanding circle. Chapter 19. In: Kirkpdtrié. (ed). (2010)The Routledge

Handbook of World Englishegp. 332 -351) London.

Guerrero, C. (2010). The portrayal of EFL teachesfficial discourse: the perpetuation of

disdain.PROFILE Issues in teachers' professional developni&n33-49.

58



Gur, B. (2014). Deskilling of Teachers: The Cas@wfkey.Educational Sciences: Theory

& Practice, 14 (3), 887-904

Harper, C., de Jong, E. & Platt, E. (2008). Martimwag English as second language
teacher expertise: The exclusionary consequenii® @hild Left Behind.

Language policy(7), 267-284.

Henning, E. (2000). Walking with “barefoot’ teacsiean ethnographically fashioned

casebookTeaching and Teacher Education,, 8620.

Hogg, M. &Vaughan, G. (2005%0cial PsychologyLondon: Prentice-Hall.
Hornberger, N. & Johnson D. (2007). Slicing theamnethnographically: Layers and
spaces in multilingual language education poliay practice TESOL Quaterly, 41

(3), 509-532.

Hu, G. (2005). English language education in Chir@icies, progress, and problems.

Language policy(4), 5-24.

ICONTEC (2007). Norma Técnica Colombiana 5580 RPaogrs de formacion para el
trabajo en el area de idiomas. Requisitos. Retlié&@/ember 20th, 2013 from

http://www.mineducacion.gov.co/cvn/1665/articlesQ83 archivo pdf NTC 5580

-pdf

59



Ingersoll, R. (1999). The Problem of Underqualifiegachers in American Secondary

SchoolsEducational Researcher, Z8), 26-37.

Ingersoll, R. (2005). The Problem of underqualifiedchers: A sociological perspective.

Sociology of Education, 7@), 175-178.

Kumaravadivelu, B. (2003Beyond methods: Macrostrategies for language teariNew

Haven and London: Yale university press.

Kumaravadivelu, B. (2006)nderstanding language teaching: From method tdmethod

Mahwah, NJ: Lawrence Erlbaum Associates.

Lengeling, M. & Mora Pablo, I. (2012). A criticalstourse analysis of advertisements:
Inconsistencies of our EFL profession. In R. RoAAxiMora & N. Trejo (Eds).
Reserach in English language teaching: Mexican persveqpp. 91-105).

Bloomington, USA: Palibrio.

Merriam-Webster Dictionary (2014). Retrieved Febyua 25, 2014 from

http://www.merriam-webster.com/dictionary/persona

60



Ministerio de Educacion Nacional, MEN (n.dRiapositivas programa nacional de
bilingliismo. Colombia 2004 - 201%Retrieved September 20th, 2013 from

http://www.mineducacion.gov.co/1621/articles-

132560 recurso_pdf _programa_nacional_bilinguisnfo.pd

Ministerio de Educacién Nacional, MEN (200B)tableroN° 37. Retrieved September 19th,

2012 fromhttp://www.mineducacion.gov.co/1621/article-9743h

Ministerio de Educacion Nacional, MEN (200&standares basicos de competencias en
lenguas extranjeras: Inglés. Formar en lenguas anfgras jEl reto! Lo que

necesitamos saber y saber hadgevolucion educativa. Colombia aprende. Bogota.

Ministerio de Educacion Nacional, MEN. (2010). Eenista con David Nunan, decano de la
Escuela de Educacion de la Universidad de Analeétrieved November 10th, 2012

from http://www.mineducacion.gov.co/cvn/1665/w3-arti@®6358.html

Ministerio de Educacion Nacional, MEN. (2018ocumento de socializacion programa
nacional de Inglés‘Colombia very well’. Retrieved November 8th, 201ém

http://www.colombiaaprende.edu.co/html/micrositicds2/articles-

343287 recurso 1.pdf

61



Ministerio de Educacion Nacional, MEN. (2014)ineamientos de calidad para las
licenciaturas en  educacion. Retrieved June  6th, 2015  from

http://www.mineducacion.gov.co/cvn/1665/article€9882 recurso 1.pdf

Madrid, D. & Perez, M.L. (2004). Teachers and stugmeferences of native and nonnative

language teacherBorta Linguarium(2), 125-138.

Menken, k. & Garcia, O. (2010)legotiating Language Policies in Schools: Educas's

PolicymakersNew York: Routledge.

Mulcahy, D. (2009). Deskilling. In E. Provenzo, & Rrovenzo (Eds.), Encyclopedia of the
social and cultural foundations of education. @46-247). Thousand Oaks, CA:

SAGE Publications, Inc. dolnttp://dx.d0i.org/10.4135/9781412963992.n118

Patton, M.Q. (1990)Qualitative evaluation and research meth¢#sed.).Newbury Park,

CA: Sage

Pineda, C. (2002). Knowledge base for ESL/EFL ettusaWhat does it meadPROFILE

issues in teachers’ professional developmeSt 34.

Rajagopalan, K. (2003). The ambivalent role of ksingin Brazilian politicsWorld

Englishes, 222), 91-10.

62



Ramanathan, V. (2005). Rethinking Language PlanaimjPolicy from the Ground Up:
Refashioning Institutional Realities and Human kiv@urrent issues in language

planning, 6(2), 89-101.

Rea, L.M. & Parker, R.A. (2005pesigning and conducting survey research: A

comprehensive guid8rd ed.). San Francisco: Jossey-Bass Publishers.

Reves, T. & Medgyes, P. (1994). The non-native iEhgipeaking EFL/ESL teacher's self-

image: An international surveystem, 223), 353- 367.

Ricento, T. & Hornberger, N. (1996). Unpeeling tmeon: Language planning and policy

and the ELT professionalESOL Quaterly, 303), 401-427.

Richards, J. & Schmidt, R. (201@ongman dictionary of language teaching and applied
linguistics(4» ed.). Great Britain: Pearson. Retrieved April, 2014 from

http://es.slideshare.net/CarolinaAndreaVL/dictioraf-lanquage-teaching-and-

applied-linquistics

Runté, R. (1995). Is teaching a profession? In&ldr and R. Runté, (Edshhinking

About Teaching: An Introductioif.oronto: Harcourt Brace.

63



Sanchez-Jabba, A. (2013). Bilinglismo en Colomb@umentos de trabajo sobre
economia regional. Banco de la Republica 191. ®etd October, 15th, 2013 from

http://www.banrep.gov.co/sites/default/files/pubbones/archivos/dtser 191.pdf

Scapens, R.W. (1990). Researching management dactppractice: the role of case study

research methodBritish Accounting Reviev22, 259-281.

Scheuren, F. (2004). What is a survey. RetrievedeNter 15, 2014 from

http://www.amstat.org/sections/srms/pamphlet. pdf

Seelbach, G. (2013J.eorias de la personalidadlanepantla: Red Tercer Milenio S.C.
Retrieved April 1%, 2014 from

http://www.aliatuniversidades.com.mx/bibliotecasidiles/pdf/Psicologia/Teorias d

e la personalidad.pdf

Selvi, A. F. (2010). All teachers are equal, buhedeachers are more equal than others:
trend analysis of job advertisements in Englislyleage

teaching’ WATESOLNNEST Caucus Annual Re\i£w156-81.

Sharkey, N. & Goldhaber, D. (2008). Teacher Cedifon Status and Student
Achievement: Lessons from Private SchoBlsonomics of Education Review,

27(5), 504-516.

64



Sutton, M. & Levinson, B. (2001). Policy as Praetidoward a Comparative Sociocultural
Analysis of Educational Policy (Sociocultural Steslin Educational Policy

Formation and Ap). (1st ed.). Santa Barbara, CAeger.

Torres-Martinez, S. (2009). Las vicisitudes derlsefianza de lenguas en Colombia.
Didlogos Latinoamericanogl5), Retrieved November 4th, 2014 from

http://www.redalyc.org/articulo.0a?id=16220868004

Usma, J. (2009). Globalization and Language anc&thn Reform in Colombia: A

Critical Outlook.IKALA, Revista De Lenguaje Y Cultura, (22), 19 — 42.

Vélez-Rendon, G. (2003). English in Colombia: Aieboguistic profile.World Englishes,

22(2), 185-198.

65



APPENDIX A: QUESTIONS FOR THE TELEPHONE AND WEB-BAD SELECTION

1. What is the required profile for working in yousstrtution?

2. How many EFL teachers do you have?

3. From those teachers, how many hold a universited&i T degree and how many

do not hold an English teaching degree?
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APPENDIX B: QUESTIONS FOR COORDINATORS

. What is the profile an EFL teacher should have dokvn this institution? What are
the requirements for working in the institution?

. What type of teacher do you prefer, a teacher aimiversity-based ELT degree or
a teacher with no teaching degree? Why?

. How many teachers with a university-based ELT degired teachers with no
teaching degree do you have in the institution?

. What type of teaching certifications do you accept?

. Which type of teacher handles your teaching metloggyan a better way? Why?
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APPENDIX C: TEACHERS’ SURVEY

EFL Teachers' profiles

Dear colleagues, Hello, my name is Claudia YuliBaanirez. As part of my research study
for pursuing my Master's degree in Teaching andriieg of foreign Languages, | am
conducting a survey to EFL teachers at the Esdesldiomas of the Universidad de
Antioquia. You were selected to provide informatabout your academic training,
teaching experience, language proficiency levehragother issues. | would really
appreciate it if you could take the time to ansaéew short questions about yourself.
Please feel free to express your opinions becduese are not correct or incorrect
responses. The survey form we complete today wilbe marked in any way that would
identify you. Thanks for your cooperation.

*Obligatorio
Principio del formulario
Full name*
How old are you?
18-22
23-27
28-32
33-37
38-42
43-47
48-52
53-above
What is your type of degreé&?

If you answered: a bachelor degree in a differshd in the previous question, specify
which one.

If you answered an alternative certification in sien 3, specify which one (Alternative
certifications such as: TKT, CELTA, ICELT, PRAXIS)

Why did you decide to become a teacher?If you areive bachelor degree in a different
field or an alternative teaching certification

It is a way to get a better income
There are lack of job opportunities in your field
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It is your passion

It is a prestigious job
It is easier to be hired

Teachers' working time and conditions
Otros:

How many hours a week do you tea¢h?

What age population do you teach?
Children
Teenagers
Young adults
Middle-aged people
Elderly people
Otros:

What facts have mostly contributed to your Englatguage proficiency?
Having finished an English program
Studying at university
Being born abroad
Living abroad
Teaching English
Otros:

What is your teaching experience in yedrs?
1-5
6-10
11-15
16-20
Otros:

What is your English proficiency levetf€ommon European Framework level
Al
A2
Bl
B2
C1
C2
| do not know
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Could you grade your strength in the following agp@*Being 5 the most important and 1
the least important

Language proficiency

Pedagogical skills

What criteria do you think is more important fotirgean EFL teacher in an private
language centerBeing 5 the most important and 1 the least impartan

112 3/4/5

pedagogical skills
Langauge proficiency
Being an instructor (teaching the languag

Being an educator (providing students with coreigaland
beliefs)

having civic and social competencie

In the profession there are some EFL teachers wlmrbt have a university-based ELT
degree. What is your opinion about that? Be adlddtas possible in your answer.
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