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Abstract 

Globalization brought about many changes to the current society's life and mindset and thus, 
some new challenges to linguistic education, more specifically, foreign language education, 
have emerged as a consequence of these changes. This paper aims at reflecting upon some 
impacts of globalization on pre-service English as Foreign Language (hereafter EFL) teacher 
education in Brazil. Based on the literature review, the paper addresses the changes in the 
concepts of language, culture and identity related to cultural hybridity and the impact of new 
information and communications technology on the use, teaching and learning of foreign 
languages. It concludes that curricula for EFL teacher education programs in Brazil should be 
reviewed in order to focus more on glocal knowledge and digital literacy for a 21st century 
aligned education. 
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and communications technology, Hybridity 

 



 Education and Linguistics Research 
ISSN 2377-1356 

2018, Vol. 4, No. 1 

http://elr.macrothink.org 46

1. Introduction 
Globalization can be defined as the flow of technology, economy, knowledge, people, values 
and ideas between borders (Knight & de Wit, 1997). Even though some scholars have 
identified it since the 16th century colonial period, Kumaravadivelu (2006) says that, 
depending on how it is understood, globalization can be considered as old as humanity. 
According to him, generally speaking, social studies have seen this phenomenon basically 
through three different lenses: i) westernization of the world; ii) cultural battle against local 
and global tensions; and iii) the intertwining and interdependence of global and local contexts. 
Through the latter perspective, which will be considered for this article, globalization has 
proven to be an extremely complex process whose repercussions have been developing 
rhizomatically (Note 1) throughout economic, political and socio-cultural domains and as 
such, impact language use, teaching and learning in general and foreign (English) language 
education in particular. 
Although this paper focuses mainly on some of globalization socio-cultural effects, we find it 
important to mention some of its implications in the world’s economy and politics. According 
to Appadurai (2000), globalization can be primarily related to capital’s global traffic which 
flows in the same logic as imperial ages, attempting to prey local economies. It has been 
called “runaway horse without a rider” (Appadurai, 2000, p. 16) due to its independence from 
“traditional constraints of information transfer, national regulation, industrial productivity, or 
‘real’ wealth in any particular society, country, or region” (p. 3) and to the implications of this 
“chaotic, high velocity, promiscuous movement of financial (especially speculative) capital” 
(p. 4). Appadurai (2000) claims that local capacities to deal or stand against the global 
capital’s “predatory mobility” have become compromised and States have been seen as its 
instruments. For that reason, the author suggests looking at globalization through a more 
political optic considering how unstable the concept of nation-state has become due to its 
“floating populations, transnational politics within national borders, and mobile 
configurations of technology and expertise” (Appadurai, 2000, p. 5), each of which behave 
and interact differently to affect local situations. “Indeed, it is the disjunctures between the 
various vectors characterising this world-in-motion that produce fundamental problems of 
livelihood, equity, suffering, justice, and governance” (Appadurai, 2000, p. 5). Thus, 
Appadurai (2000) states that globalization means “a world of disjunctive flows—produces 
problems that manifest themselves in intensely local forms but have contexts that are 
anything but local” (p. 6). 
Similarly, Rassool (2007) explains that financial and cultural exchanges between people and 
countries, reinforced by fast communication promoted by the new technologies, have resulted 
in a more dynamic and interactive global economy. However, countries and people that do 
not have the necessary social and cultural capital to join these exchanges have become 
outsiders once "the emergence of global political, cultural and economic networks, practices 
and institutions have transformed the distribution, organization and exercise of power" 
(Rassool, 2007, p. 101). In that sense, Aoita Lopes (2006) argues that globalization reveals 
its perverse aspect by being responsible for poverty, social injustice and marginalization of all 
those who do not share the same hegemonic ideology conveyed by the implicit discourse of a 
standardizing power, hence the term "globalization" aiming to comprise everyone (Note 2).  
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Nonetheless, Finardi, Santos and Guimarães (2016) and Finardi (2016) in reference to 
Blommaert's (2010) and Bourdieu's (1991) point of view on globalization, claim that this 
phenomenon needs to be considered in its complexity, not being binarily categorized as either 
positive or negative but rather as a “double-edged sword”. While globalization allows 
hegemonies to establish networks to reinforce their power, it can also promote resistance 
strategies for this dominance, especially in the infoera (Lévy, 2000) characterized by an 
ample array of possibilities for information access. Due to weaker geographical/temporal 
borders and greater contact among cultures, the use of digital communication can lead to a 
diversification of discourses (Kumaravadivelu, 2006) and more access and voice to millions 
of people (Finardi & Porcino, 2014), thus resulting in a counter-hegemonic force. 
Kumaravadivelu (2006) suggests the term “glocalization” (Note 3), coined by sociologist 
Roland Robertson to refer to global and local interrelations, transforming each other, 
influencing how each individual sees oneself, the other, and the world. Glocalization is 
permeated by a dialogical process, in which local events can be defined by other global 
events, and vice versa, creating other narratives beyond the hegemonic ones.  
Appadurai (2000) sees top-down globalization as a process which increases gaps between the 
few at the top who set global rules and the majority at the bottom who have to live by those 
rules. On the other hand, “grassroot globalization” or a “globalization from below” can have 
different effects once it contests and attempts to reverse the authority of those at the top on 
behalf of the marginalized ones. However, the author points out that efforts to counteract 
top-down globalization are yet to generate many impacts globally, which is why new 
pedagogies are needed to promote critical thinking and collaboration in order to “democratize 
the flow of knowledge about globalization itself” (Appadurai, 2000, p. 18). In this context, 
new aspects are introduced in the school's local reality bringing about new challenges to 
education to consider culture through a glocal perspective, especially related to language due 
to its important role in global communication and information flow. In Brazil, Finardi (2014) 
claims that this can be achieved by appropriating the international language, English, using it 
for and through glocal needs/perspectives. We will return to this issue later on in this paper. 
Rassool (2007, p. 142) argues that "world languages" have emerged in international 
communication official and public contexts and have mainly been represented by the English 
language. It is a fact that English has been spreading through the world allowing transnational 
communication, but Rassool (2007) highlights it is important to perceive that this 
predominance has its roots in British colonialism, where colonizers imposed their language to 
the public spheres of colonized societies. Thus, he claims that English was the official 
language for economic, social and institutional participation and regional languages were 
kept mainly for private interaction. Therefore, English was a requirement for high social 
status and shaped colonization by delegitimizing regional languages. 
Despite the fact that the British colonial period was officially over in the 19th century, 
English predominance continues to gain strength in the global society. Crystal (2003) also 
recognizes colonial heritage as one of the reasons for the expansion of English though he 
points out that the primary explanation for the current status of English as “global language” 
is the rising of the United States as the leading economic power by the beginning of the 20th 
century. According to the author, coincidentally at that time, new opportunities for the 
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language to be spread appeared alongside new technologies and with that, the US also 
expanded its cultural (through media), economic and political power (through international 
alliances). Nevertheless, Crystal (2003) states that the English status as “world language” was 
only genuine after the political independence of new English-speaking countries and, most 
recently, after electronic revolution. 
Besides “world language” and “global language” other terms have been associated with 
English: “lingua franca” (Jenkins, 2007), “academic lingua franca” (Jenkins, 2013), 
“international language” (Finardi, 2014) and “internet language” (Paiva, 2001). Regardless of 
how it is seen, English as foreign language (EFL) education needs to consider the social, 
cultural, economic and linguistic consequences of its predominance, not only as a matter of 
communication, but also as a matter of power. Aattos (2015) highlights that English has 
taken different roles in each community and depending on the status given, it can be used as a 
tool to oppress localities by imposing hegemonic ideologies. Regarding the use of English in 
Brazil, Finardi and França (2016) show how this language can affect the impact and 
circulation of the academic production of that country and Finardi (2014) also warns us that 
the international status of English, if taken as a linguistic imperialism with its symbolic and 
hegemonic power, may create a social gap between those who have access to it and those 
who do not. 
On the other hand, Cope and Kalantzis (2000) refer to an English role paradox in the global 
world: at the same time it is used as the language for international political, economic and 
cultural exchanges, it is also developing into “multiple englishes”, that is, several varieties of 
English in different locations and by different people. Again, regarding the teaching of 
English in Brazil, Finardi and Ferrari (2008) claim that it is important to bear in mind which 
English is taught, learned and used in that country and for which purposes. 
Warschauer (2003) points out that the globalization of English has happened in two stages. 
First, the language has reached new domains worldwide. Then, it has been relocalized in 
order to best meet each community’s interests. An evidence of this is that speakers of EFL 
have outnumbered native speakers of English, and as a result, “speakers of English will use 
the language less as an object of foreign study and more as an additional language of their 
own to have an impact on and change the world” (Warschauer, 2003, p. 530). However, in 
order for this empowerment to take place, EFL education must be focused on agency so that 
students may be able “through English, to impose their voices on the world” (Warschauer, 
2003, p. 530). 
Accordingly, Ferraz (2010) proposes educating through the additional language by addressing 
sociocultural issues such as identity, culture, citizenship and their intertwining as well as 
through the teaching of linguistic aspects. For the aforementioned author, it is possible to 
contribute to students’ agency by expanding the teaching of additional languages beyond 
language training towards a socio-cultural dimension (Ferraz, 2010). In the same vein, Aonte 
Aór (2009) suggests considering a more coherent education focusing less on methodologies 
and more on reflective practice which includes the rethinking of one's pedagogies and 
philosophies and new possibilities for knowledge construction. 

For this reason, we propose a reflection on the need to rethink EFL teacher education in a 
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local context (Brazil) to drive English teaching beyond linguistic and instrumental aspects 
and towards a linguistic education that takes on the challenge to prepare glocal citizens in a 
constantly changing culturally and linguistically hybrid digital society (Ferraz, 2010; Aonte 
Aór, 2009). To this end, we start this article by addressing socio-cultural aspects that arise 
from globalization and that affect language education before considering EFL teacher 
education in the current glocal scenario in Brazil. 

2. Cultural Hybridity 

One of the most noticed features of globalization is how it has been erasing geographical 
borders allowing for people, ideas, information and goods to flow rapidly across the globe in 
an intense interconnectivity (Kumaravadivelu, 2006; Aattos, 2015) - either virtually (with 
digital communication and the increase of social networks) or physically (as recent mass 
migration and refugeeism) - that may lead to the hybridization of cultures. Canclini (2008) 
optimistically sees hybridity as the merge of cultural processes that brings about new 
practices, objects and structures. Burke (2003) also finds the creative and innovative aspect of 
cultural hybridity positive as it promotes opportunities for new narratives, which may differ 
from western hegemony by looking through the eyes of peripheral cultures (Bhabha, 2013).  
However, hybridity is not always seen as the "encounter" or blending of cultures. Cevasco 
(2006), for one, suggests that a consequent blending of cultures should be avoided because it 
threatens national identities or, as Burke (2003) points out, it leads to the weakening and even 
disappearance of local and regional traditions. Thus, hybridity could become a disguise used 
by hegemonic cultures to indoctrinate their ideologies and subordinate minorities (Kern, 
2011). On the other hand, 'subordinates' can subvert hegemonic culture as they take 
advantage of the inherent diversification of cultural hybridity in order to empower themselves 
(Bhabha, 2013) creating a conflict between two different cultures. According to Bhabha 
(2013), the hybrid discourse arises when the colonized seeks to be perceived by challenging 
the hegemonic discourse demanding recognition for their own culture.  
Rather than an encounter or conflict, Hall (2013) thinks hybridity as the negotiation between 
different cultures and this is the perspective some applied linguistics seem to have on that 
matter as well. For example, Fabrício (2006) believes that the crossroad among several 
epistemologies, ideologies, cultures, identities, subjectivities, discourses and power relations 
does not need to represent opposition, but rather a fluid and continuous exchange that 
contributes to an ecology of knowledge (Santos, 2007). This epistemology can be related to 
the notion of border thinking proposed by Aignolo (2003), as well as to the notion of 
linguistic education suggested by Aonte Aór (2009). What these authors have in common is 
the defying of binary views of the modern world that seek to standardize knowledge by 
erasing and silencing the other. Likewise, Rojo (2009) believes that this cultural hybridity 
must be addressed by educators in order to bring local cultures literacies into contact with 
universalized ones in order to listen to silenced narratives (Aoita Lopes, 2006; Bhabha, 2013). 
Also, she suggests education should foster a counter-hegemony power to rethink Western 
global standardized mindsets that ignore and destroy other ways of knowledge construction 
and social practices. 

Thus, we understand that the space provoked and afforded by the contact and/or conflict 
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between different cultures, practices, discourses and ideologies allows a dialogue that 
contributes to the valuing of diversities, deconstructing power relations and prejudices (Rojo, 
2009). From this encounter, all aspects are transformed, re-transformed and combined in a 
cyclical and constant movement, culture- and identity-wise. A more coherent linguistic 
education proposes the articulation of different voices in order to capture the complexity of 
this process, resounded in discourses, in order to deconstruct premises, thus suspending truths 
(Ferraz, 2010; Aonte Aór, 2009). In order to do so, we must take into account not only 
cultural hybridity but also the new social dynamics of informationalism. 

3. New Information and Communication Technologies 

Another important characteristic of globalization is the increased access to information and 
knowledge provided by the internet (Appadurai, 2000). Indeed, Warschauer (2003) posits that 
informationalism is the “new global economic order” (p. 512) based mainly on “the 
application of science, technology, and information management as the key elements of 
productivity and economy growth” (p. 512). As a result, the new information and 
communication technologies (NICT), or the "21st century technologies" according to Ferraz 
(2014) have become intrinsic in current society and have changed our way of acting and 
interacting (Finardi & Porcino, 2014). In fact, the fast and easy flow of information allowed 
by NICT enables millions of people to connect to the internet on a daily basis and for a 
variety of reasons. In Brazil there are more than 110 million online users and as reported by 
Finardi and Porcino (2016), Brazil is the second largest user of Facebook, a social network 
website. According to the aforementioned authors, internet has increased access to 
information to the same extent that social networks have increased opportunities for citizens 
to express themselves in their communities, as shown in the street demonstrations organized 
through Facebook that broke out in Brazil in 2013 and which continue to this day. 
By observing the social changes brought about by the new digital technologies, we wonder 
how they have been transforming the human brain, creating new forms of knowledge and 
learning. Bohn (2013) describes some of the shifts NICT have brought to the process of 
knowledge building, including the vast arrays of tools and content available online. Attention 
span has decreased mainly because of the excess of information available in the infobesity era, 
or the era of the excess of information. Also, the easiness and readiness in which information 
can be found online has shown to impact how it is processed in our minds. Certainly, this data 
overload causes changes in the way we think as scientific evidence demonstrates that, due to 
its plasticity, the brain has the ability to reorganize itself throughout our lives, regardless of 
age (Nicolelis, 2011).  
Regarding how the brain organizes itself, Prensky (2001) draws attention to the fact that 
children who were brought up in environments with computers think differently from those 
who grew up in computer-free contexts. According to him, these 'digital natives' have 
developed nonlinear, fluid minds and find it hard to think in a more static or linear way. 
Castells (2016) names current society epistemology "network mind" as opposed to the 
"typographic mind" of the pre-digital era. 
The metaphor of the network x typographic mind is used to explain how these two types of 
mind process visual information differently. Regarding how we process texts, Bohn (2013) 
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claims that the hypertext reader builds the text as desired, going from one page to another 
through hyperlinks. In this kind of nonlinear hypertext reading, identifying who the author 
and the reader are may represent a challenge. Hence and referring to the web 2.0, Finardi and 
Porcino (2016) relate to the idea of "produsage" introduced by Bruns (2006) to describe the 
blurring of borders between users and producers of information online. The aforementioned 
authors link this idea with that of teaching and learning intertwined in the digital age where 
the roles of teacher and learner are also mingled and blurred.  
Regarding the processing of information in the digital society, we can say that there is no 
time to ponder over what one is reading in the infoera characterized by the overload of 
simultaneous information (Bohn, 2013). The lack of time to process information can affect its 
transformation into knowledge and learning. Prensky (2001) defines reflection as the ability 
to generalize and learn from experience, a skill that needs to be developed in "digital natives" 
in order to critically exercise their citizenship. 
Another change brought about by NICT is the fact that the medium has become more 
important than the content. In other words, the channel used to send a message has greater 
impact on the way we think and respond to the message than the content of the message itself 
(2006). This may be partially explained by the plethora of means available today for 
communication. Aonte Aór (2012) highlights the focus on multimodality as one of the shifts 
in society that echoes through life and relationships. Language and meaning are constructed 
using different means and modes. Lankshear and Knobel (2003) present the term "digital 
epistemology" or "performance epistemology" for the transdisciplinary knowledge that is 
necessary in today's society. Such way of meaning-making takes place in situations under 
which related knowledge has not yet been envisioned yielding the need to learn to act without 
previous models. Thus, digital epistemology focuses on performance, which differs from 
content-based school subjects.  
As mentioned earlier, NICT, particularly the internet, has expanded access to information 
(Finardi, Prebianca, & Aomm, 2013) and education (Finardi & Tyler, 2015) online. However, 
a large part of the world's population still does not have access to these new technologies and 
does not speak (enough) English to extend this access. Therefore, they are marginalized by 
the lack of technological and linguistic resources. Just as globalization, NICT empower some 
people at the expense of excluding others, causing the so-called digital divide (Rada, 2004) or 
the digital gap (Warschauer, 2004). Nevertheless, availability of tools is not the only 
requirement for being part of the information society and according to Warschauer (2003, 
2004) there are two types of access to technology. The author talks about the availability of 
technological tools and pieces as a type of narrow access that may not in itself impart benefits 
for users. The other type of access described by Warschauer is the broad access which 
includes not only the availability of tools and technological gadgets but also and most 
importantly, the critical use of these tools. Warschauer (2003, 2004) claims that only the 
broad access to NICT can lead to the formation of social capital. 
Social capital is a concept introduced in contemporary sociological discourse by Pierre 
Bourdieu (Portes, 2000) to refer to the symbolic value a social network can provide to yield 
benefits for an individual or a community. According to Bourdieu, this value is a result of the 
resources obtained through these relationships and their numbers and quality as it is also the 
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basis for the creation and maintenance of these solidary networks (Portes, 2000). Aore 
recently, Robert Putnam has expanded the range of social capital to reach broader social 
structures, such as cities, states and countries, giving them a more civic role (Portes, 2000). 
For Putnam, social capital must be understood as a feature of social structures used to 
promote mutually beneficial cooperation (Portes, 2000) developed in personal relations 
among family and community members, in moral obligations and norms and in social values 
(Warschauer, 2003). For that reason, by having broader access to technology and networks, 
individuals can engage in digital practices becoming familiar with contemporary values such 
as collaboration, in order to exercise a more active citizenship. Thus, social capital, as the 
possibility of yielding benefits for one's own or for one's community as a consequence of 
one's action in a social network is optimized by the access to and critical use of technology 
(Warschauer, 2003). 
As a consequence, efforts must be made in order to provide technology access, narrow and 
broad, for all and in different registers/languages, though as shown by Finardi and Tyler 
(2015) in the analysis of AOOCs available per area and per language, this is not always the 
case. Finardi, Prebianca and Aomm (2013) claimed that some knowledge of English and 
some digital literacy was necessary to access information online and Finardi and Tyler (2015) 
corroborated this assumption by showing that most (83%) of the AOOCs available are in 
English which means that access to education online is also limited by the language one 
masters and the digital literacy and tools one has available. 
Regarding language education, an extremely important aspect is how NICT empowers new 
literacy practices. Digital technology can be used to do the same things we used to do but in 
different ways. NICTs have brought about new forms of responsiveness such as real time 
online interaction and collaborative production, social networking, cloud storage, virtual 
reality and so on. Ferraz (2014) mentions that the new literacies movement emphasizes 
technologies as well as mindsets from this digital era. According to the author, this movement 
deals with the tension between real and virtual as well as with collectively and contextually 
built knowledge. 

Likewise, Lankshear and Knobel (2007) highlight the collaborative nature of everyday social 
practices as one of the main characteristics of the so-called Web 2.0. This kind of 
collaboration decentralizes social practice including individuals without hierarchy. Other 
features of the Web 2.0 are users’ reciprocity and collaboration. For example, it is common to 
find videos available to the public in which people share their knowledge, teaching 
whomever is interested in the topic through videos and tutorials. This new mentality fosters 
greater support and cooperation within the digital community where cooperation is more 
important than competition (Lankshear & Knobel, 2007) and where it is difficult to draw a 
line separating consumer from producer (Bruns, 2006), teacher from student (Finardi & 
Porcino, 2016) and author from reader. All of these shifts in global society are intensified by 
internet omnipresence which also affects the way culture and identity are understood.  

4. New Concepts for Language, Culture and Identity 

Due to the many forms of representation offered by digital technologies and cultural hybridity, 
language is no longer seen as merely verbal expression (Duboc, 2015). The concept of 
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language has been expanded to include new kinds of languages and more comprehensive and 
complex forms of meaning-making. Aultimedia allows for these forms to multiply and 
reinvent themselves in such a way that traditional views of language are defied (Bohn, 2013). 
Language is now conceived as hybrid, versatile and mutant especially due to the collaborative 
aspect of the meaning-making process which has gained new dimensions in the digital age 
(Bohn, 2013; Duboc, 2015; Canagarajah, 2005). In such era, individuals find themselves in a 
more public and less controlled environment which allows them to create meaning and take 
part in social actions more actively.  

Furthermore, language is also regarded as a representation of ideologies, not only as a 
communication tool (Aattos, 2015). This ideological aspect of language is emphasized by 
Bohn (2013) who regards it as a social and discursive practice which can never be neutral, for 
the choice of a certain discourse always involves the choice of an underlying ideology. Thus, 
the ideological and mutant nature of language leads us to understand it as an agent that 
transforms social context while it is also transformed by it (Canagarajah, 2005). 

Also, these are times of intense cultural contact where no one lives isolated and where 
cultures and languages are hybrid and deterritorialized (Canagarajah, 2005), for they are not 
restrained to national and local limits, instead, they are extended to transnational and global 
settings in various intersections through which the local meets the global and vice-versa 
(Cooppan, 2004). In this encounter, there may be a strengthening of local identities as a 
counterpoint to emerging new global identities (Hall, 1992) - we have witnessed these 
discourses lately in the nationalistic speeches of Donald Trump and the Brexit voters. 

At the same time, the notion of a homogeneous national cultural identity conveyed by a 
hegemonic discourse is being deconstructed as cultural diversity subverts it (Bhabha, 2013), 
specially with multicultural discourses invigorated through mass digital communication 
technologies and the broadening of the "restricted" access to it. As it is, the very conception 
of culture is undergoing an identity crisis. Hall (1992) claims that a fully unified, completed, 
secure, and coherent identity is a fantasy. According to him, identity can be seen as the sense 
of oneself that an individual has as part of a group and the understanding of how it is formed 
has changed over time. In the past, it used to be defined by illuminists as the essence with 
which the individual was born with. Later on, it was accepted that this essence was 
transformed constantly by social interactions in order to integrate the individual to the 
cultural world. Aore recently, as the systems of meaning and cultural representation multiply, 
we are confronted by a bewildering, fleeting multiplicity of possible identities, any of which 
we could identify with - at least temporarily (Hall, 1992, p. 277). So, in postmodern society, 
identity has been seen as historically defined rather than essentially biological, and as 
“identities” that may be constructed, deconstructed and reconstructed as they cross with 
others rather than as a homogeneous one (Hall, 1992). In Bauman's (2005) view of the "liquid 
society", everything is temporary and characterized by constant changes, nothing is stable, 
not even identities. Cultural contact has disrupted the traditional idea of national identity 
whereby a subject speaks a particular language and comes from a specific nation (Aattos, 
2015). Similarly, Bohn (2013) states that cultural identity is no longer defined by the nation, 
religion or social class. In addition, Pennycook (2006) argues that identities are not pre-given 
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but are formed in the linguistic performance. 

These new views of language, culture and identity as continuous constructions in contact with 
the 'other' call for a redesign of linguistic education (Aonte Aór, 2009). To that end, it is 
important to highlight the need for an 'epistemology of incompleteness' in which we must be 
aware of our own ‘cultural incompleteness’ before trying to emancipate a multicultural 
appreciation of human rights (Santos, 2006, p. 446). In other words, it is essential to consider 
ourselves as unfinished beings, still under construction (Freire, 2011) as we seek alterity in 
facing the challenge of respecting differences by integrating them so as to enhance them 
rather than neglect them (Fleuri, 2003). Bringing this to practice is extremely challenging 
especially in the context of the EFL classroom. The deconstruction of Freire’s 'banking' view 
of education, language, and of oneself is central to this liberating praxis (Freire, 2011). 
Another important characteristic of globalization is the increased access to information and 
knowledge provided by the internet (Appadurai, 2000). 

5. English as Foreign Language Teacher Education in and for the 21st Century 

Considering the aforementioned tensions brought about by globalization with the consequent 
hegemony of English, we posit that EFL teacher education in and for the 21st century must be 
reviewed so as to understand and reflect culture, language and identity and also the new 
forms of communication and technology afforded by this new era. However, before we delve 
into that goal, we find it necessary to further discuss how globalization has affected EFL 
education worldwide. 
In recent years, it has become “common sense” to consider English as a key requirement for 
personal or national economic development and for that reason its teaching has become part 
of basic education around the globe (Erling & Seargeant, 2013) where institutions in Europe 
and Asia, such as in Turkey (Taquini, Finardi, & Amorim, 2017) include the teaching of and 
through English in all levels of education. In addition, many European countries have 
adopted Content and Language Integrated Learning (CLIL) whereby the language of 
instruction is English, for basic education, in order to promote multilingualism, and English 
Aedium Instruction (EAI), in universities as an internationalization strategy (Casotti & 
Finardi, 2016). 
Despite its emphatic importance to engage in global economy and access information and 
knowledge opportunities (Finardi et al., 2013; Erling & Seargeant, 2013), researchers have 
found the relationship between English and economic development is not as straight-forward 
as it is believed (Erling & Seargeant, 2013). That is because the link between language 
education and economic advancement is permeated by a myriad of contextual social variables 
that also need to be taken into account. In that regard, some researches argue that, in 
post-colonial societies, relying on English as official language, at the cost of ignoring local 
languages, has affected the country’s potential for development (Erling & Seargeant, 2013).  
In fact, the view of English as a lingua franca or as an international or global language related 
to economic development is ideologically charged and thus has potential symbolic power 
(Rassool, 2007). For that reason, some scholars see the promotion of EFL around the globe as 
linguistic imperialism and even as a form of genocide (Warschauer, 2003). Casotti and 
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Finardi (2016) suggest that hegemonic discourses (and speeches, accents) can often try to 
erase the less prestigious dialects. EFL education must acknowledge the fact that languages 
carry a set of ideologies, values and norms based on their history, development and use 
(Warschauer, 2003) that have led to the extinction of indigenous languages, privileges for 
some and exclusion for many others. Warschauer (2003) agrees with this stance and has a 
fatalistic view of EFL denying the benefits it can bring as agency. In fact, considering 
national and additional languages as complementary rather than opposed to each other to 
foster multilingualism throughout all educational life seems more beneficial for individuals 
and glocal communities although language policies are required to guarantee this peaceful 
coexistence of languages (Erling & Seargeant, 2013). 
Portuguese is the only official language in Brazil (Note 4), even though the country is 
surrounded by Spanish-speaking nations and has several communities in which immigrant 
and indigenous languages are considered the mother tongue, making it a multilingual country 
(Finardi, 2017). As a result, Finardi (2017) believes language policies should ensure that 
Brazilians learn, besides the recognized official language, their neighbor’s language 
(Spanish), the international language (English) and also their heritage languages. However, it 
seems that promoting such a multilingual education is far from viable by looking at Brazilian 
language policies (Finardi, 2017) starting from the fact that the term “foreign language”, the 
term used in Brazilian documents to refer to any language but Portuguese, implies that the 
foreign language belongs to the “foreigner”, and thus cannot be critically appropriated and 
transformed but only reproduced as the “foreigner's language” (Finardi, 2014). According to 
Brazilian public school legislation, a “foreign language” subject must be provided in the 
upper levels of primary education and even though schools could choose what language to 
teach, English has been the most chosen language (Finardi & Tyler, 2015). This legislation 
has been changed however and the teaching of English as a foreign language is mandatory as 
of 2017. We believe that this change in language policy reflects the government’s goal to 
improve Brazilians’ level of English proficiency once only about 5% of Brazilians are said to 
be fluent in English. Nonetheless, this policy does not seem to encourage multilingualism and 
there are few hopes of improving EFL education because of the general belief that “nobody 
learns a foreign language well at school” (Tilio, 2014). In order to “really learn English” 
those who can afford to go to private language institutes that focus on English as an 
international rather than as a foreign language with an instrumental, rather than a formative 
role. As a result, people who cannot afford to go to private language institutes will be 
excluded thus increasing social inequalities and creating a social gap (Finardi, 2014).  
Yet, as these private language institutes, mainly franchised companies, tend to see English 
teaching as a matter of instruction and not so much as linguistic education, students are more 
likely to reproduce hegemony discourses and ideologies being less likely to critically 
appropriate the language. Finardi (2014) invites Brazilians to overcome the myth of having to 
speak like the native speaker by "appropriating" English, empowering Brazilian speakers of 
English and English teachers. To achieve this, language education is necessary and it can be 
predicted that to bring about this education in times of identity, linguistic and cultural 
hybridism coupled with affordances of the "digitalized" society is bound to create some form 
of paradigm disruption. 
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As the number of English speakers has grown significantly, "multiple Englishes" (Cope & 
Kalantzis, 2000; Finardi & Ferrari, 2008) have sprouted through linguistic and cultural 
contact. In this scenario, language education needs to consider the hybridity in language and 
in the classroom to question and critique hegemonic and neo-liberal discourses rooted in EFL. 
Aattos (2015) describes the tension between two attitudes regarding education: the 
globalizing one, which reproduces hegemonic power relations and ideologies, and the 
localizing one that seeks to empower students to defy hegemony and transform their locality. 
In this sense it is necessary to ask how English teacher education programs approach English 
with its ideological aspects in the education of critical citizens. 
For a long time, we have tried to standardize schools, behaviors and students' and teachers' 
performance (Bohn, 2013), excluding those that do not conform to the norm imposed by 
hegemony. In the case of EFL teaching, native speakers of English were seen as the “model” 
(Aedgyes, 1994). As a first step to break this paradigm in EFL education, Duboc (2015) 
suggests it is important to discuss views of languages in general and of English, as the global 
language, in particular once teachers’ beliefs about the language and their profession affect 
EFL education directly (Finardi & Prebianca, 2016). Finardi and Prebianca (2016) carried a 
survey to investigate the beliefs of pre-service English teachers in Brazil regarding their 
profession. Results of their study showed that most Brazilian EFL teachers see themselves as 
instructors rather than as educators. The aforementioned authors relate this result to the 
foreignity associated with English. Other factors mentioned by the authors and that may 
contribute to that result are the insufficient number of weekly hours dedicated to the teaching 
of foreign languages at schools, the underestimation of the subject by school directors and the 
hiring of native speakers of English who do not have proper professional qualifications to 
teach languages and that were hired solely on the basis of their “fluency” (Finardi & 
Prebianca, 2016). This belief that pre-service English teachers have shown in that study is a 
result of their prior experience as English learners and, as such, EFL teacher education is 
required to develop pre-service teachers’ ability to critically reflect on their experience in 
order to question and reconstruct those beliefs. However, it seems that EFL pre-service 
teacher education in Brazil is more focused on discussions on what and how to do in class 
rather than on why teachers do what they do. Consequently, the new teacher will work mainly 
applying methods to teach English as a tool for improving students’ professional skills 
(Ialago & Duran, 2008) without realizing that English teachers play a key role in the 
mediation of the global and the local contexts by deciding which teaching approach(es) and 
means to use (Aattos, 2015). Accordingly, it is necessary to recognize the non-neutrality of 
these professionals whose choices may determine whether or not students will be empowered 
by the English language to live the global and local dimensions of their reality (Finardi, 2017). 
If the teacher sees his/her practice as apolitical and neutral, students can be led to reject the 
language or to accept it without criticism, thus underestimating its own locality (Aattos, 
2015). 
One issue that emerges from the critical language education described above is how to 
reconcile the teaching of a language with both a critical (empowering) and an instrumental 
(purely linguistic) focus. We can relate the tension between the instrumental versus the 
empowering roles of language teaching with Warschauer's view of the restricted - broad 
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access to technology (Warschauer, 2003). Though only the broad (critical) access to 
technology leads to social capital development, the restricted (instrumental) access is 
necessary for the broad access to emerge. Can we say the same about language education? 
Should language teachers enable one first so as to foster the other? Can these two aspects of 
language education be reconciled and taught in tandem?  
Going back to the discussion on technology, another issue to consider is the integration of 
NICT in teacher education. Aonte Aór (2012) draws attention to the high rate of Brazilian 
school dropouts which may mean that schools are not aligned with a digital epistemology. 
Her research found that Brazilian teacher education programs seem to encourage a rather 
linear and segmented interpretation by following pre-established conventions through a 
content-focused approach in a traditional epistemology. Still regarding English teacher 
education in Brazil, several authors (Finardi et al., 2013; Fadini, 2016; Finardi & Dalvi, 2013; 
Finardi & Prebianca, 2014; Finardi & Porcino, 2015) state that it does not reflect the changes 
in social processes, especially regarding the use of NICT in pedagogical practices. According 
to these authors, NICT are already part of students' daily lives permeating almost all their 
activities while at school and in academic contexts, NICTs are still seen and used mainly in a 
peripheral way (Finardi & Porcino, 2014).  
Teixeira and Finardi (2013), for example, investigated the integration of NICT in the 
pedagogical practice of university professors concluding that the lack of integration of NITC 
into their pedagogical practice was not justified by the restricted access to NICT, but rather 
by the use made of NICT, in other words, by the lack of ample (critical use) use of technology. 
Paiva (2013) reminds us that teachers/professors should give the example of NITC 
integration, especially in the case of teacher education programs. Unfortunately, this is not 
what seems to happen as shown in an analysis of an English Language Teaching Program in 
Brazil (Fadini, 2016). 
Another resistance factor for the integration of NICT in education is related to the disruptions 
in student-teacher relations (Bohn, 2013). In the infoera the teacher is no longer the only 
source of information. In order to be able to teach, it is necessary to have not only technical 
skills to use digital technology, but also and more importantly, digital literacy to navigate 
through the practical, cultural and critical aspects of education and technology (Ferraz, 2014). 
Rojo (2009) states that digital media generates new social practices and the school needs to 
prepare students to exercise their citizenship in and through them. Paiva (2013) suggests that 
all teachers should master the necessary tools to foster collaboration and empowerment 
among students and adds that teacher education programs should provide this training. 
According to Lankshear and Knobel (2007), NICT can mean transformation in literacy 
practices only if they take into account their values and not only their tools. 

Therefore, teachers find themselves at a very challenging and maybe uncomfortable situation, 
where they have to be teachers and students at the same time in order to learn these new 
values from their own students because most of them already live the new ethos (2007). 
Teachers who are able to understand their own identity and culture as hybrid are more likely 
to promote a better integration and enhancement of differences between each other but also 
within oneself. In this sense, Aerlo and Ferraz (2016) argue that critical thinking should be 
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promoted by EFL teacher education programs not only related to English but also to students’ 
and their cultures. As Pennycook (2006) says, identity is formed through linguistic 
performance, therefore, EFL classroom interactions and EFL teacher education environments 
are part of students’ and teacher’s continuous identity constructions. So, global discourses 
reverberated in these contexts, many times through methodologies and materials produced by 
hegemonies, must be critically looked at through local lenses. As a result, EFL may represent 
a possible way to subvert the standardization of schools opening up space to legitimize local 
knowledge (Aaciel, 2013). With that aim, we agree with Gimenez and Cristovão (2004) 
when they suggest a curricular review of EFL teacher education programs to better articulate 
the relationship between the participants in the community of practice once the inclusion of 
these voices may narrow the gap between the academia and the school (Aoreira, 2015), 
between theory and practice in education (Finardi & Dalvi, 2012) and between global and 
local contexts. 

6. Conclusions 

In the complex conjuncture of globalization, we understand that the phenomena of cultural 
hybridization and the emergence of NICT directly affect language education in general and 
EFL teacher education in particular. It is necessary to break with some deep-rooted paradigms 
that view linguistic education as instrumental, neutral and apolitical by offering opportunities 
to discuss the ideology of hegemonic discourses. In order to practice an ecology of 
knowledge (Santos, 2006), universities should strive to perceive other points of view, 
listening to the excluded and invisible voices in their locality as a way to fight against the 
homogenization of local practices according to global hegemonic perspectives. For this, and 
according to Fadini (2016), we suggest a review of EFL teacher education programs' 
curricula in order to promote teacher education in a critical, reflexive and digitally literate 
fashion so as to equip teachers to provide an appropriate language education and mediation 
for the current context of new social practices. 
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Notes 

Note 1. Figurative term used to refer to something that resembles an interconnected, 
subterranean network of roots and as such is interconnected and non-hierarchical. 

Note 2. For more examples of unequal opportunities afforded by globalization, please check 
the United Nations’ Human Development Report (1999, p. 31). 

Note 3. The term “glocal” was first used in the field of Aanagement/Aarketing and later 
expanded to other areas such as Sociology (Robertson, 1995). 

Note 4. Brazilian sign language also has the status of an official language though it is neither 
spoken nor known by most Brazilians. 
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