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ABSTRACT

The following study examines how university teacher educators in Brazil and Chile perceive the integration 
of interculturality in the teaching and learning of English as a Lingua Franca (ELF) and English as an International 
Language (EIL). While both countries included English in the curricula as a foreign language, they have recently 
rethought the status of English in the education system—Brazil officializing it as ELF and Chile proposing it as EIL—
the extent to which this policy changes translate into pedagogical practice remains unclear. Drawing on semi-structured 
interviews with ten English teacher educators from both countries, this research investigates their beliefs about the 
challenges and opportunities of implementing ELF or EIL with an intercultural orientation. The findings reveal a 
disjunction between awareness of policy mandates and uncertainty about their classroom application, reflecting limited 
guidance and persistent reliance on native-speaker norms. By situating these insights within broader ELF/EIL and 
interculturality scholarship, the study highlights the need for clearer policy practice alignment and for teacher education 
programmes to provide explicit support in developing intercultural competence. In doing so, it contributes empirical 
evidence from Latin America, a region underrepresented in ELF/EIL research, expanding understanding of how global 
language paradigms are interpreted in local educational contexts.
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1.	 Introduction
As a result of globalization and technological de-

velopment, the increase in communication between in-
dividuals whose languages and cultural references differ 
from one another has been on the rise. Growing flows of 
migration have contributed to shaping societies that are 
increasingly multicultural and multilingual, which implies 
that people must have the ability to communicate effec-
tively in different linguistic and cultural contexts [1]. Ac-
cording to these authors [2–4], in this multilingual reality, 
when individuals whose languages differ from one another 
come together, English is usually the preferred means of 
communication [5]. Consequently, the use of English has 
become a complex phenomenon. It does not only belong 
to the inhabitants of English-speaking countries, but to the 
world as an international language [6]. English can be con-
ceived as the language of communication between people 
from different contexts and linguistic backgrounds [7,8], 
thus its global ownership [9]. As such, the spread of English 
has changed its status from being a homogeneous, standard 
language, spoken by inhabitants of a few powerful coun-
tries, to an international language or lingua franca, spo-
ken by a wide variety of speakers of different languages 
around the world [10]. In this regard, the teaching of English 
has evolved from instructing according to linguistic native 
speaker (NS) norms to considering the identities, values, 
and customs of those who use the language but not as their 
first tongue (L1) [11]. Bringing a language other than one’s 
L1 into the classroom means bringing students into contact 
with a world that is culturally different from their own [12].

According to Richardson [13], prospective teachers’ 
beliefs directly affect what and how they learn, as well as 
the educational approach they will use in their own prac-
tice. Therefore, universities are privileged spaces for the 
development of meaningful learning from the deontolog-
ical point of view, and for the civic and human training 
of future teachers as subjects inserted in a multicultural 
society [14]. English teacher education constitutes a crucial 
opportunity to challenge, transform and internalise prior 
beliefs regarding practices which are pivotal developing 
intercultural competence in the classroom and which can 
have lasting effects throughout the career [9,15,16]. Thus, the 
aim of this study is to analyse university English teacher 

trainers´ beliefs about the integration of interculturality in 
the teaching-learning of ELF or EIL, in Brazil and Chile.

In line with the conceptualisation made by Sharifi-
an’s [17] and Tajeddin et al. [18], in this study the concept of 
EIL refers to English as a language of intercultural com-
munication in the current multicultural context of societies. 
Similarly, the concept of ELF used here is that of Jenkin´s 
[5] referring to “a contact language used among speakers 
who come from different first language backgrounds, for 
whom English is not the mother tongue (L1), and who use 
it as a means of communication, often in international set-
tings”(p. 4).

Byram [11] points out that in teaching an IL, educators 
must be interculturally competent to ensure its planned in-
clusion in the curriculum. This considers not only learning 
English to communicate with native speakers (NSs), but 
with non-native speakers (NNSs), which means preparing 
learners to be intercultural speakers in multicultural con-
texts [19,20]. The inclusion of the intercultural approach in 
language teaching and learning has become a pivotal goal 
at the level of public policies [1,21,22], institutions that pre-
pare future teachers of English, and in-service language 
teachers, especially in the last two decades [23,24]. Accord-
ingly, the international view is more respectful of other va-
rieties of English, including varieties spoken by NNSs [25], 
which strain standard linguistic patterns and give rise to 
what is called lingua franca [26].

Moreover, Richardson [13] points out that beliefs cor-
respond to the understanding of premises or propositions 
about the world held psychologically by individuals as 
true. There is evidence that beliefs affect teachers more 
than the theory they have access to [27]. Furthermore, the 
beliefs of English teachers could have profound impacts 
on their practice and professional identity, especially in 
Brazilian and Chilean teachers who do not have English 
as their L1. It is essential that teacher training programmes 
support future teachers in the examination and evaluation 
of their own beliefs regarding their pedagogical practices 
during their training [28]. In this way, future teachers would 
be able to implement teaching practices that aim to devel-
op intercultural competence in their students as well as to 
reflect on current changes and challenges in their practices 
[29]. Gay [30] points out that beliefs influence elements such 
as students’ expectations, teacher identity construction pro-



377

Forum for Linguistic Studies | Volume 07 | Issue 12 | December 2025

fessional knowledge, classroom performance, and planning 
and evaluating. All these elements are crucial for teaching 
and learning. Additionally, Bandura [31] states that beliefs 
mediate knowledge and action, acting as filters that affect 
educational practices and interactions. Thus, the study of 
beliefs is relevant because i) they constitute a basis for the 
exercise of citizenship, promotion of human rights and 
equality, ii) it is possible that beliefs may influence future 
educational practices by either promoting positive attitudes 
towards diversity or limiting progress to minimal levels in 
educating in and for diversity, and, iii) teachers, in gener-
al, are not aware of their beliefs and how these affect their 
actions, which have been shaped by their own cultural and 
social backgrounds, previous experiences and personal 
characteristics [32].

The present study identifies discrepancy between 
educators´ understanding of linguistic policy mandates 
and their operational uncertainty regarding classroom im-
plementation. This pedagogical divergence underscores a 
critical gap in the alignment between official policy and 
its practical implementation. Drawing on the theoretical 
frameworks of ELF, EIL, and interculturality, this research 
provides a timely contribution by offering empirical date 
from two underrepresented contexts: Brazil and Chile. The 
findings from these specific Latin American nations illu-
minate how global linguistic paradigms are not uniformly 
adopted but are instead interpreted and operationalised 
within distinct local educational environments. This local-
ized analysis is crucial for enriching scholarly discourse 
and advancing the understanding of ELF and EIL within 
diverse global settings.

2.	 Theoretical Background

2.1.	English as a Lingua Franca (ELF) and as 
an International Language (EIL) 

The term international language can support a more 
inclusive approach to teaching English, framing it as a 
means for intercultural communication and exchange in a 
globalised and interconnected world. In this sense, and ac-
cording to Crystal [33], one of the consequences of the dis-
semination of English in a globalised world is that it does 
not belong to anyone in particular. In fact, with over 1.5 
billion speakers, it is the language that receives the greatest 

interest in being learned in the world due to linguistic and 
extra-linguistic factors [34]. ‘English is not a single language 
but a kaleidoscope of local varieties’ [8] (p. 171). The con-
ceptualisation of EIL is constructed as an inherently plural 
entity; i.e., it is not a monolithic language, but a plurilithic 
one [35]. Formally and functionally, English has multicul-
tural identities, in this context, the term English does not 
embrace this sociolinguistic reality; but the word Englishes 
does [36]. It is now clearly established that English is used 
by a greater number of NNSs compared to NSs; that is, NS 
use of English is in the minority which has direct impli-
cations on how it is successfully used and how it is taught 
[9,37]. The same authors point out that intercultural bilingual 
speakers have variable and fluid communicative practices 
that do not often follow monolingual NS norms, which are 
not possible to implement in all contexts.

The study of EIL focuses on the international func-
tions of the language and its use in the context of speakers 
with different linguistic and cultural backgrounds, involv-
ing intercultural communication [35]. According to these au-
thors, this approach has a non-normative orientation, which 
does not favour one variety of English for all speakers and 
contexts. The latter leads to pluralisation and relativisation 
of the target model of English, thus making pedagogical 
decisions difficult, as well as the design of programmes to 
prepare future teachers of English [38]. Conversely, English 
as a lingua franca empowers speakers of other languages 
to build knowledge from diverse cultural backgrounds. As 
Tarp [39] states, ELF holds a distinctive particular role in 
societies as a common language of communication varying 
among cultures, influencing the readiness to interact with 
others. Overall, either for ELF or EIL, English language 
teaching (ELT) has become a strategy that universities 
worldwide use to develop global citizenship and intercul-
tural understanding among diverse speakers, regardless of 
their worldview [40], thus emphasizing its global and inter-
cultural function [8].

2.2.	English Language Teaching (ELT) in the 
Classroom

Moving from a monolithic to a plurilithic view of 
English makes it difficult for pedagogical decisions to be 
included in the curriculum, and for the model of English 
to be implemented in the classroom to be pluralised [38]. 
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The shift in the sociolinguistic use of English has implica-
tions for learning objectives, for teachers, and for the cur-
riculum [41]. These implications are capturing researchers´ 
attention, leading to moving beyond the norms set by NSs, 
which are losing traction and being replaced by compre-
hension and intelligibility in intercultural and multilingual 
interactions [9,42].

Teachers are the main agents for transferring the ele-
ments and features of the language to their learners, either 
as ELF or EIL [43]. In this matter, teachers should be aware 
of contextual, pedagogical and cultural elements of the 
language, but also the linguistic features needed to build 
meaning in context. According to Dogancay-Aktuna and 
Hardman [35] awareness of meaning implied in communica-
tion can only be developed as learners integrate at least the 
basic patterns of the lexical-grammatical and phonological 
features of the language to be learned. In this regard, the 
prevailing emphasis on NS models in ELT challenges the 
development of the language used in multicultural contexts. 
On the one hand, it is essential to build a solid linguistic 
foundation for learning and using a language. On the other 
hand, it is equally important to engage students in meaning-
ful learning experiences. This can be achieved by providing 
learners with the tools they need to become proficient users 
of English. The goal is to enable effective communication 
across multiple varieties of the language, rather than being 
limiting students to the NS model, which is still commonly 
promoted in FL education. As Dogancay-Aktuna and Hard-
man [35] highlight, it is not feasible to ignore that English 
is a globally spoken language; therefore, it is necessary to 
consider standardised varieties, which could correspond to 
a starting point. English language proficiency is not based 
upon NS status but rather on one’s ability to adapt to and 
negotiate different contexts [44].

2.3.	English Language Teaching (ELT) in an 
Intercultural Context

English is ranked in fourth position in terms of the 
number of NSs worldwide; however, it is spoken by NNSs 
in around 100 countries [34], which means that it is a lan-
guage acquired/learned by more people outside the inner 
circle than inside this circle [45]. The unprecedented number 
of individuals communicating in English, NS and NNS, 
demonstrates that this language plays a fundamental role 

in terms of communication. In this context, English con-
stitutes the main language of intercultural communication 
in multicultural backgrounds, contributing to social adap-
tation and understanding of another culture [40]. Therefore, 
it is possible to state that ELF or EIL is not associated with 
a specific cultural or social context. Thus, it attempts to 
clarify cultural conventions and lead learners of English 
to compare one’s own cultural assumptions with those of 
others [46]. According to Kramsch [47] learning about the 
culture of others entails reflection on one’s own culture. 
Jin and Cortazzi [48] point out that intercultural learning 
refers to how we understand other cultures alongside our 
own through interaction. Consequently, the development 
of intercultural competences among teachers is increas-
ingly important. In many societies, teachers act as agents 
who bridge the cultural capital of their students with the 
worldviews of the cultures students are exposed to [49]. In-
tercultural education emphasises the dynamic character of 
culture, understood as a variable mixture of similarity and 
diversity. This challenge relates to the dynamic concept 
of culture itself, as a social construct that is continuously 
shaped and transformed through communicative interac-
tions [50,51]. It can be established that this conception of a 
dynamic culture is associated with a non-essentialist point 
of view. As noted by Barrett et al. [52], culture is not static; 
rather, it undergoes continual transformation influenced 
by political, economic, and historical forces, as well as 
through interactions with and the influence of other cul-
tures. Additionally, cultural evolution is driven by internal 
processes, wherein members of a cultural group actively 
contest and renegotiate the meanings, norms, values, and 
practices that constitute their cultural framework [52]. Ac-
cordingly, as Lopriore and Vettorel [53] declare, ELT has 
emerged towards a paradigm in which the language is 
learned and used in multilingual contexts within plurilin-
gual identities, allowing societies to negotiate understand-
ing in their communication. 

2.4.	Brazilian and Chilean Contexts

Regarding the status of languages in the two contexts 
investigated, Portuguese is the only official language ac-
cording to the Brazilian constitution (Art. 13th), despite de 
fact there are more than 200 languages spoken mostly in 
indigenous and immigrant communities around Brazil [54]. 
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In Chile, Spanish is a de facto language, as there is no doc-
ument that establishes it as an official one [55]. However, as 
Finardi [6] points out, this is a superficial analysis since in 
both countries, there are minoritized languages, which for 
decades have tried to remain ‘alive’ and are unlikely to be 
taught as an FL, given the pressure to include English (as 
the only mandatory FL in the curriculum) in the linguis-
tic repertoire at the educational level. In this context, the 
teaching of English in Brazil, until 2017, competed with 
the offer of other (European) languages in school and the 
focus was on the teaching of those languages as an FL [54]. 
It was only after the reform of the Brazilian Basic Educa-
tion Law (LDB) in 2017 that English was declared a lingua 
franca, and its provision became compulsory from basic 
education (6th grade) onwards.

In Chile, the Indigenous Law 19.253 of 1996 created 
the Intercultural Bilingual Education Programme, which 
aims to include the minority languages in the school cur-
riculum, allowing for the acceptance of the Minimum and 
Compulsory Content of the Indigenous Language Sector. 
However, this inclusion in the curriculum is relegated to 
educational settings where there is a majority of students 
from indigenous peoples. Therefore, it is not established 
in a cross-cutting manner in the educational system, unlike 
the ELT, which has been implemented nationally and in a 
compulsory manner since 2003 from fifth grade. As of this 
year, the Chilean Ministry of Education established that 
citizens would be bilingual in English, which was consid-
ered an FL. Notwithstanding this high ambition, the coun-
try did not become bilingual. More recently, in 2024, the 
Chilean Ministry of Education [56] proposed that English 
might be taught as an international language, making it a 
compulsory subject, beginning in the first grade of primary 
education, with an emphasis on interculturality.

3.	 Materials and Methods

3.1.	Research Design

This study adopted a qualitative research design to 
examine teacher educators’ beliefs regarding the integra-
tion of interculturality in the teaching and learning of ELF 
and EIL. The investigation was grounded in Byram’s [11] 
conceptual framework of interculturality, which delin-
eates essential features for fostering effective intercultural 

communication. The framework identifies four key com-
ponents: (1) knowledge about social groups and their cul-
tures, as well as the ways in which individuals interact and 
perceive one another; (2) attitudes, encompassing the will-
ingness and capacity to relativize one´s own cultural per-
spectives while acknowledging and valuing others, thereby 
moderating ethnocentric tendencies; (3) skills, which in-
volve the ability to interpret cultural phenomena and relate 
them to one´s own cultural context; and (4) critical cultural 
awareness, referring to the capacity to critically evaluating 
one´s own cultural practices and perspectives, along with 
those of others. This theoretical foundation informed the 
analysis of educators´ beliefs and practices concerning in-
terculturality in language education.

3.2.	Data Collection and Participants 

The researchers designed the semi-structured inter-
view based on the roles of teacher and learner in an ELT 
classroom, taking into account Byram’s [57] intercultural 
dimensions and the need for educators to be interculturally 
competent when teaching a language. Then, the interview 
was reviewed by experts in the field who provided feed-
back on the clarity, relevance, and structure of the ques-
tions. The suggestions were incorporated into the final 
script. After the interviews were transcribed, the research-
ers analyzed them individually first and then together to 
ensure there were no interviewers’ own cultural biases or 
assumptions. The interviews were conducted in person by 
the researchers between February to April 2025 at a state 
university in Brazil and at a private university in Chile. 
Before conducting the interviews, which lasted between 30 
and 45 minutes each, the informed consent form was read 
and signed by the participants. There were ten participants 
(five in each university). For the selection of the sample, 
the following inclusion criteria were considered: qualified 
as an English teacher, teacher trainer and with at least three 
years of practice in the profession. It is worth mentioning 
that the sample size is small; however, “there are ranges 
of opinion about obtaining appropriate sample sizes for 
qualitative research” [58] (p. 49). Even though the method-
ological limitation of the study is that the results cannot be 
generalized and applied to all different contexts, this qual-
itative research aims to explore experiences which provide 
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deeper understanding of the phenomenon studied offering 
insight into particular cases. As it is stated by Lichtman 
[59], generalization is not the main purpose of qualitative re-
search, nor to identify frequency but to explore meaning [60]. 

Consequently, this study intends to open a door to more 
studies related to this theme, which is impacting the teach-
ing and learning of languages worldwide. Table 1 shows 
the teachers’ characteristics.

Table 1. Sociodemographic participants feature.
Category/Country Brazil Chile Brazil Chile Brazil Chile

Gender Age Years of Teaching Experience
Female 3 3 40–60 30–60 3–20 3–10
Male 2 2 40–60 40–60 3–25 3–30

3.3.	Data Analysis

Data were analysed through qualitative content anal-
ysis [61], supported by NVivo 11 software. The process of 
category identification employed the methodology stated 
by McIntosh and Morse [62], who advocate for category 
generation as the main primary analytical strategy, ulti-
mately facilitating the development of theoretical con-
struction. The initial step involved the transcription of 
each interview. Afterwards, the researchers analysed them 
individually, keeping in mind the definitions of the key 
concepts considered when designing the interview, and 
then collaboratively, to ensure that no cultural biases or 
assumptions from the interviewers influenced the analysis. 
This analysis was focused on the question: What do the 
participants’ voices tell us? [63]. This process resulted in 
the generation of a considerable number of codes. Follow-
ing independent analysis, the researchers collaboratively 
examined the codes to identify patterns and similarities, 
systematically organizing and reorganizing them as need-
ed. Through this iterative approach, descriptive and ex-
planatory categories were constructed, each aligned with 
the central theme of the study. The concluding stage of the 
analysis focused on theoretical development, intended to 
delve into the beliefs of higher education teachers in Bra-
zil and Chile about the integration of interculturality in the 
teaching-learning of ELF or EIL, from the perspectives 

of the professors themselves. To enhance the reliability of 
the analysis, the researchers first developed their coding 
schemes autonomously. Subsequently, they engaged in 
a negotiated agreement process to reach a shared under-
standing and ensure consistency in the interpretation of the 
data [64]. The researchers have a similar level of expertise 
in the topic under study, which enhances the rigour of the 
analysis.

4.	 Results

4.1.	Overview of Themes

The analysis generated two overarching themes 
reflecting participants’ beliefs about integrating intercul-
turality into ELF/EIL teaching: (i) English in educational 
contexts, which captures essentialist and non-essentialist 
orientations, the role of teachers, and perceptions of lan-
guage policy; and (ii) Meaning construction, which en-
compasses values, intelligibility, and identity (Table 2). 
While participants acknowledged the policy shift towards 
ELF/EIL in both Brazil and Chile, their responses revealed 
ambivalence about its classroom implementation. Each 
interview excerpt presented in this section is identified ac-
cording to the following: country, CH (Chile) or BR (Bra-
zil) plus teacher (T), followed by the interviewee number, 
resulting in CHT.1 – BRT.1, to ensure a clear reference to 
the source of each statement within the analysis.

Table 2. Systematising results qualitative analysis.
Initial Deductive Theme Initial Inductive Themes Primary Inductive Category

Beliefs of teaching and learning English as 
a lingua franca or international language in 

an intercultural context

English in educational contexts
Essentialist and Non-essentialist views

Teachers' role
Language policy

Meaning construction
Values

Intelligibility
Identity
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4.2.	English in Educational Contexts

4.2.1.	Essentialist and Non-Essentialist Views

Brazilian and Chilean teachers point out that English 
is spoken worldwide; therefore, they mostly emphasize 
that there are not many significant differences between 
ELF or EIL. In fact, BRT.3 states that the labeling is more 
of a political issue because in Brazil, where they tend to 
identify English as an additional language, the implications 
in education policies differ significantly from other con-
texts, and BRT.2 states that,

I use the concept of English as an additional 
language because the terminology offers the mean-
ing of not having acquired English as a second, 
third, or fourth language (BRT.2).

These participants highlight the importance of not la-
beling the concept of using the English language but rather 
understanding its purpose in real-life situations. Similarly, 
Chilean teachers state that there are differences, but those 
variances are related to the purpose of teaching; for exam-
ple, CHT.5 highlights that,

if someone learns the language to become a 
teacher, they need to develop metalinguistic aware-
ness, which would be different from learning a lan-
guage to communicate with others (CHT.5).

By the same token, CHT.2 declares that the teaching 
method is aligned with the expected outcome, so teaching 
future teachers of English is different from teaching school 
students. Regarding those differences, the interviewees 
specified that adjustments should be made in case of teach-
ing and assessing EIL; however, even though the explana-
tions were clear in terms of cultural viewpoints, they were 
not explicit in terms of teaching practices. 

In Chile, all participants agree that English should 
be used as a vehicle to exchange knowledge with others 
and not just to exchange information. CHT.1 mentions that 
learning English for communicating with people would 
promote intercultural understanding, adding knowledge 
and comprehension of others. All these are needed in Chile 
since the country has received many non-Spanish-speak-
ing migrants over the last decade. CHT.2 points out that 
teaching EIL in an intercultural context is challenging and 

suggests that teachers should receive guidelines on how to 
teach and assess learning; it is stated that interculturality is 
more than having mixed diverse cultures in a classroom; 
CHT.3 points out that teaching and assessing EIL under an 
intercultural paradigm is a shift for which teachers are not 
prepared. 

Assessing pronunciation, for example, while 
integrating interculturality in the teaching of English 
as an international language is one of the issues en-
countered in practice due to the number of native va-
rieties of English that exist nowadays (CHT.3). 

Similarly, BRT.1 points out that it is challenging to 
even think about assessing the pronunciation of English 
spoken as a LF because of the number of different accents 
that should be accepted. The participant also mentions that 
changing the assessment paradigm would lead to the learn-
ing of an array of diverse accents by teachers and learners. 
Similarly, CHT.5 states that,

There is a difference between teaching English 
as an international language and teaching English 
as a foreign language, especially as it is taught in 
schools (…) English as an international language 
and lingua franca are more focused on communica-
tion and the idea of being aware of who you are and 
how you communicate yourself with others (CHT.5).

The interviewees reveal that the pedagogy for teach-
ing future teachers of English in countries outside of the 
inner circle has followed the model of native-speakerism, 
in which cultures are compared, and sounding like a NS 
is somewhat expected. Consequently, future teachers of 
English will reproduce the essentialist view of teaching 
and learning English which, according to Holliday [65] and 
Holliday et al. [66], promotes stereotyping of others without 
considering the cultural changes and dynamics that result 
of migration and social mobility around the world, a con-
sideration which is needed to accomplish 21st-century so-
cial and cultural needs.

Regarding the essentialist view of teaching the En-
glish language, Sellami [67] highlights that an intercultur-
al pedagogy provides a non-essentialist paradigm which 
assesses culture as a dynamic and multifaceted entity. In 
other words, intercultural pedagogy moves away from an 
essentialist view which bounds culture to its nationwide 
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borders, causing stereotypes and oversimplifications. The 
aforementioned is congruent with the interviewees’ per-
ceptions regarding the reproduction of teaching models in 
which the mastery of the language is expected in terms of 
correctness of pronunciation; as CHT.5 stated,

…English taught in schools has more empha-
sis on grammar, on how to say things more prescrip-
tively, not focusing on who you are talking to, but on 
how you express yourself in the English language 
(CHT.5).

Even though much has been said in terms of the use 
of the English language worldwide, it seems that the in-
tercultural paradigm under which teachers are supposed 
to position themselves is challenging their own structures. 
Therefore, the issue to address is not only related to class-
room practices but also to broader sociocultural aspects 
in relation to the application of public policies, ELT ped-
agogical resources and lesson planning [68]. In this regard, 
teachers’ beliefs should not be rooted in older paradigms 
but in a more ecological approach that considers language 
learning as a complex system in which various factors in-
teract. In light of this ecological approach, languages are 
not a fixed set of rules or an isolated cognitive process, but 
a living entity characterized by fluidity and influenced by 
its environment [69]. 

4.2.2.	Teachers’ Role

Teachers’ role inside and outside the classroom is 
highly relevant as it has direct impact on students’ intercul-
tural competences development in the long-term. In this re-
gard, Román et al. [70] state that teachers of English should 
acquire communicative competences to use the language 
in any situation, but also intercultural communicative com-
petences to foster communication, respect, and apprecia-
tion of diversity between different cultures represented in a 
classroom. 

According to BRT.1, teachers’ role in the integration 
of interculturality is a matter of including cultural aspects 
while teaching the language; the professor highlights that,

It is always necessary to include diverse cul-
tures and not focus on just one culture as the center 
of attention because even in our city, there are many 

different cultures (...) when teaching languages, there 
are always some cultural aspects to address (BRT.1).

On the other hand, BRT.2 argues that teachers should 
promote the development of interculturality in the class-
room, but that process will depend on the maturity of 
teachers’ knowledge of and experience with languages. As 
an example, the professor states that,

I teach English, right? And English is, al-
though we have this idea of English as a lingua fran-
ca (...) that English does not belong to any country 
anymore because there are more no native speakers 
than native speakers, we know that in the common 
sense, in the media, in the discourses, in teaching 
materials we know that English is too very attached 
to two major countries, right? Namely the USA and 
the UK, and I confess that in the beginning, I tried 
to mimic the British English (...) but now I say that 
my English is from Brazil, and I see that sometimes 
students come with this notion, they try to mimic the 
US English, or whatever, and it’s nice to help them 
realize that cultures and pronunciation varies from 
town to towns, even if we think about Brazil we see 
the language diversity that we have here, for exam-
ple (BRT.2).

Similarly, CHT.4 points out that the integration of 
intercultural competence in the teaching of English will 
depend on the teachers and the subject to be taught. It is 
stated that interculturality is not developed openly during 
classes, but indirectly, and it also depends on how profi-
cient learners are in the language. In this regard, the partic-
ipant says,

I regret that what we do with students is so 
limited. It does not reach higher analytical catego-
ries; we only get as far as application because we 
teach students the function of the language, how to 
survive using the language, but it is hard to do more 
in terms of reflection using the language (…) in the 
sense of interculturality, for example.

For the most part, the interviewees state that there 
are certain courses in which intercultural aspects may be 
developed. They see interculturality as a component to add 
in some English classes but not as an element to be inte-
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grated in the design and implementation of every class. 
Similarly, Flórez-Montaño et al. [71] found out that “different 
authors remark on the importance of the teachers´ role as 
facilitators and mediators, having in mind that students are 
the centre of the teaching process (...). They also say that 
teachers must be critical, reflective, and have a high inter-
cultural competence (...) and it was recurrent that teachers 
have the desire to teach under the principles of intercultur-
ality but not all the time (…)” (p. 174). This is especial-
ly significant given that teachers serve as influential role 
models for their students.   

4.2.3.	Language Policy

English is taught from initial levels in both countries, 
so English teacher education has been part of the teaching 
programmes offered by universities accordingly. In that 
regard, language policies have oriented the paradigm in 
which teaching programmes should be situated to prepare 
future teachers in these two nations. In Chile, the new ped-
agogical and disciplinary standards for the initial teaching 
training programmes, mandated nationwide, incorporated 
the teaching of culture and intercultural competence as a 
new standard to be developed in teacher education [72]. Af-
terwards, the curriculum proposes English to be considered 
an IL rather than an FL to be taught in universities and 
educational settings [56]. In Brazil, English was also consid-
ered an FL, but in 2018, the Brazilian National Curriculum 
Base established the status of English under the paradigm 
of ELF [73].

Based on the regulations mentioned above, it can 
be observed that political and economic decisions follow 
Chua and Baldauf’s [74] illustration of language planning 
policy in education, in terms of development and sustain-
ability; i.e., from a top-down approach resulting from the 
linguistic prestige of the language. Additionally, the status 
given to the language in both countries encouraged the 
conceptualization of either ELF in Brazil or EIL in Chile, 
both of which imply approaching teaching and learning 
from a paradigm different from the traditional EFL model.

Even though the mentioned countries have situat-
ed the teaching of the English language under a different 
paradigm, professors tend not to see the differences in the 
implementation of this new way of addressing the English 
language in practice. In this regard, BRT.2 states that the 

difference between EFL, ELF or EIL is just a matter of 
geographical location, but the learning of the language 
does not change. The participant adds,

I like to use the terminology of English as an 
additional language because English, as an interna-
tional language or others have political tendencies 
regarding who the language belongs to and which 
countries the language belongs to (BRT.2). 

Similarly, BRT.3 points out that there is no differ-
ence between the conceptualizations of EFL and EIL. Al-
though, the Brazilian government has labeled the language 
under the paradigm of ELF, the participant highlights that 

I do not see any difference in the way of teach-
ing and learning English how it would be different 
to say that English as a foreign language or English 
as an international language, or an additional lan-
guage maybe because of this, decolonial, rebel view 
that we have, but we need to continue teaching how 
to use the language properly (BRT.3).

As declared in previous paragraphs, Chilean educa-
tional public policies recently proposed a paradigm change 
from EFL to EIL [56]. As it was the case in Brazil, Chilean 
language policy in education was recognized as a top-
down approach. In this sense, CHT.5 points out that even 
though Chilean teachers should follow public policy guide-
lines for teaching, the mandate is not that clear in terms of 
practical terms. CHT.5 highlights that,

…I think it is easier to follow the government 
guidelines, in our case, because we have colleagues 
from different parts of the world and we all pro-
nounce words differently (…) we sometimes assess 
speaking performance in pairs, so we need to discuss 
what is correct in terms of speaking, you know what 
I mean, for the grade to give students.

In a similar line, CHT. 2 indicates that working with 
people from different parts of the world is somehow easier 
because it is a matter of accepting what is correct for oth-
ers, in terms of pronunciation and the use of words CHT.2 
highlights,

I am not sure of what is expected from us (…) 
I mean, we teach English and we include different 
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cultures, and it is not a matter of not following the 
government guidelines, but we need to teach the lan-
guage, and I am not saying that native speakers are 
always correct and we need to pronounce the words 
as they do, but it is a matter of learning to use the 
language.

4.3.	Meaning Construction

4.3.1.	Values

Some of the interviewees refer specifically to values. 
They perceive it as an essential concept when asked about 
the meaning of interculturality when teaching and learning 
a language that belongs to everyone. First, BRT.2 states 
that to understand other people’s English, respect and em-
pathy are required. Additionally, BRT.3 highlights the idea 
of social equality and declares that,

Interculturality is closely linked to the recog-
nition of others as someone as valuable, as someone 
as respectable, as someone as important as I am in 
society. 

The values expressed by the Chilean university 
teachers align with those of the Brazilian participants. 
For instance, participant CHT.1 emphasizes the concept 
of sharing, highlighting the view that individuals are not 
interconnected and engage in shared experiences across 
various aspects of life including perspectives, habits, and 
food. In line with two other participants, they also focus on 
social equality as the key element of interculturality, add-
ing that the economic factor is what makes us value some 
accents as more prestigious than others. Furthermore, they 
add that interculturality is not only the harmonious coexis-
tence of cultures that may or may not include different lan-
guages, but also a coexistence where mutually rewarding 
relationships, cooperation, integration, mutual knowledge, 
and mutual appraisal of each other’s differences are pres-
ent. 

To learn EIL involves the development of receptive 
and productive skills that equip learners with the ability to 
get and produce information to exercise local and global 
citizenship [6]. This means that the focus should be placed 
not only on linguistic aspects but also on cultural exchange 
in a multicultural world. CHT.5 relates interculturality to 

her role as a language teacher in a NNS English context, 
stating that if communication, sensitivity and empathy are 
the main goals, teachers do not have to expect a correct 
use of the English language, according to a normative per-
spective. Similarly, the participant affirms that it might be 
a futile exercise to attempt to teach all the cultural norms 
of English NS to students, but that it may be worthwhile to 
make them aware of these different cultural rules to rein-
force the idea of variety and to understand that culture and 
norms are not the same in every country. In this context, 
the stereotype concept emerges and is conceptualized from 
two different points. First, it is established that, as was 
previously stated, norms-or the way people behave-differ 
across nations, which is not a negative aspect per se. On 
the contrary, it allows people to be open-minded because 
there is an opportunity to be in contact with others’ points 
of view. Then, professors mention that each person who ar-
rives from a different country to ours is a migrant, regard-
less of the country where s/he comes from.

When the topic of migrants is worked in class, 
the impact on the students when asking what does 
the word migrant mean, how they see it, making them 
reflect on the stereotype of migrants that they have, 
which generally are going to be related to people ar-
riving in vulnerable conditions, but they do not real-
ize that suddenly a teacher from the Czech Republic 
is also a migrant, that s/he comes because of other 
reasons, that the motivation is different (CHT.1).

A person who has moved from their country of or-
igin to live in a different one is a migrant, and the reason 
why s/he moves does not matter. In short, when reflect-
ing on their concept of interculturality, participants from 
both countries underscore respect, empathy, equality, and 
mutual awareness as pivotal values in diverse societies. 
Notwithstanding, the participants’ discourse lacks concrete 
references to the use of English from the intercultural par-
adigm. Probably, the new intercultural praxis is not that 
clear to them, even though there exist some guidelines for 
teaching English with an intercultural perspective [57].

4.3.2.	Intelligibility 

Most of the participants referred to this concept ex-
plicitly when asked whether having an English NS pro-
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nunciation was desirable. Nonetheless, they also refer to 
having their L1 accent as something acceptable rather than 
beneficial or advisable, as they use the adjective accept-
able and the phrase does not matter when answering the 
question. In this respect, these participants also remark that 
this L1 accent is sustainable as long as communication is 
not jeopardized, especially in contexts and places where 
there is a considerable variety of accents, as exemplified 
by CHT.3.

Nowadays, any speaker you find in the street 
does not care about accents, because accents change 
everywhere, and if you can communicate, accent 
does not matter. 

The participants also refer to intelligibility and 
language assessment in their answers. On the one hand, 
BRT.1 states that,

even though intelligibility is more important 
than proximity to native speakers’ accents, the edu-
cational system places stronger emphasis on the lat-
ter, that is because when sitting an English language 
proficiency exam, grammar, vocabulary and pro-
nunciation might be deemed as more important than 
making oneself understood.

In this respect and by way of example, in the Inter-
national English Language Testing System (IELTS) exam, 
considered an important test for higher Education and 
global migration, the speaking skill rubric states that the 
highest scores are given to those who communicate orally 
in a manner that closely resembles that of a NS, with an L1 
accent that is nearly imperceptible. In this context, CHT.1 
establishes,

It depends on the context, because if I am not 
a teacher of English, the most important thing is to 
be understood. If I am in a foreign country, I have to 
be intelligible, it is the most important. But, if I am a 
teacher of English, I obviously have to handle more, 
I need to have more command of the language in this 
case, if I’m going to use it to teach.

On the other hand, BRT.2 affirms that language as-
sessment should consider intelligibility rather than linguis-
tic correctness and that there could exist a minimal core 
that will allow intelligibility amongst speakers of English. 

Throughout the interviews, other ideas arise concerning 
the emphasis on communication as opposed to the empha-
sis on linguistic correctness. In this sense, for example, 
BRT.3 mentions that the issue of whether to keep an L1 
accent depends on the reasons why your English language 
proficiency is being evaluated. This interviewee expands 
on this point by saying that, for example, if you are ap-
plying to a job in an international company, it is advisable 
to work on pronunciation so as not to sound too different 
and to facilitate communication, although not necessarily 
sounding like a NS of English. Similarly, BRT.5 discloses 
that Brazilian people do not have to sound like a NS but 
use the language to be understood; the teacher adds that 
pronunciation should not affect comprehension. Notwith-
standing, BRT.1 highlights that,

It is not necessary to sound like a native speak-
er, but that will depend on the context in which you 
are and who you are with, because of prejudices. 
Anyway, it is difficult not to consider accents when 
teaching and assessing students because there are so 
many accents that you need to take and follow one 
of them. Also, schoolteachers still focus on the idea 
of teaching students to sound like native speakers, 
which is to teach and learn a lot of grammar, pro-
nunciation (BRT.1).

Another powerful reflection is provided by BRT.5, 
who states that in the university where s/he is currently 
teaching, the teaching of English as a FL aims at empow-
ering future teacher of English not only to be able to com-
municate, but also to make English their own language, an 
international one, thus stressing the concept of ownership. 

To sum up, participants clearly lean towards intelli-
gibility rather than language correctness from an English 
native standpoint. However, in general, they perceive intel-
ligibility not as a desirable goal, but as an acceptable ele-
ment to be present in non-native English speakers. 

4.3.3.	Identity 

The identity of professors as well as their role as 
educators are aligned in terms of the challenges they en-
counter while trying to incorporate government guidelines, 
principles of teaching, and teaching methodologies to ful-
fill all students´ needs, as it is required for the development 
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of learners’ competences of the 21st century education. As 
BRT.3 expresses:

Being a teacher of English is not an easy task 
since it is mandatory to teach learners how to use 
the English language, but it is also needed to do 
more than that because we are educators, not just 
teachers.

This has been further confirmed by Archanjo et al. 
[75] who examined the identity of FL pre-service teachers in 
Brazil and Chile, and the results suggest that FL pre-ser-
vice teacher identity is shaped by notions of legitimization 
of the teacher’s role and language proficiency. It means 
that all educators of English would go through a long-term 
process of shaping their teaching view, identity, and the 
oriented praxis implemented when teaching. Regarding the 
teaching practices and how professors carry out their lec-
tures, BRT.3 declares that,

I am a teacher. I correct my students when they 
mispronounce things, not because I want them to 
pronounce like natives, but because I want them to 
be understood. Also, I need to follow teaching pro-
grammes and to do that I cannot explore on topics 
not related to what students are supposed to learn (...) 
in the end, even though I wish I could do more fol-
lowing the new paradigm mandated by the govern-
ment, I am a strict teacher, so I have to accomplish 
what is needed for my learners.

In the same line, BRT.5 establishes a connection be-
tween the accents when teaching a language and how to 
preserve them in communication when speaking with peo-
ple from other languages, because that action highlights 
people’s identity. Notwithstanding, the participant points 
out that,

I keep my accent when speaking English (…) I 
mean, if I speak with people from Mexico, Jamaica, 
or India, for example, they keep their own accent 
without any problem (…) but we all need to be aware 
of the comprehension, I mean, even if you have an 
accent, you also need to be concerned of the inter-
comprehension (BRT.5). 

Overall, the matter of teaching and learning the En-
glish language seems to be quite complex from the partici-

pants’ view in the sense that the metalinguistic knowledge 
tends to be a main focus, in which the integration of the 
new paradigm, i.e., interculturality is not seen as plausible 
until learners develop full awareness on how to handle the 
use of the language. As it is observed by Ubaque-Casal-
las [76], “even though English language teachers have kept 
alive an identity of themselves as subalterns by subduing 
to theoretical principles about teaching, conversations 
here documented those personal theories of language can 
co-exist, but mostly contradict hegemonic theoretical con-
structions imposed in the ELT field” (p. 206), which is also 
unveiled in the reflections observed in the interviews of 
Brazilian and Chilean university teachers.

5.	 Discussion 
When people who do not share the same language 

come together and need to communicate with each other, 
English is the language they usually turn to [1,3,4], without 
the need to reach consensus about the choice of language. 
In this multilingual and multicultural reality, societies have 
been compelled to incorporate this language into their edu-
cational curricula, resulting in a greater number of learners 
and, consequently, a higher proportion of NNSs than NSs 
[9]. Therefore, societies or governments seek strategies to 
transform citizens into bilinguals and thereby become part 
of this global village. Considering this search for strate-
gies, Brazil changed the approach within which the teach-
ing-learning of English is framed, and this happened a few 
years earlier [73] than the reform initiative proposed by the 
Chilean Ministry of Education [56]. In both countries, deci-
sions were made by language planners who, in some cases, 
are not linguists [6,55]. From educational policy, it is worth 
noting that the norm has been to impose English language 
instruction from the top down. Considering Chua and Bal-
dauf’s [74] proposal, it is possible to point out that these 
guidelines are at the supra-macro planning level and do not 
take into account the infra-micro and micro levels, where 
local communities and institutions can be found. In this 
context, investigating teacher educators´ beliefs is a key 
avenue for understanding the dynamics that shape peda-
gogical practices. EFL teachers’ beliefs critically interro-
gate and naunce current scholarly discourse on ELF, EIL, 
and interculturality be revealing fundamental sociolinguis-
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tic tensions in pedagogical practice. The central findings 
-the persistent tension between promoting global intelligi-
bility and the simultaneous reproduction of native-speak-
erist norms- directly challenges the notion of de-centering 
ownership in Global Englishes [77,78]. This adherence to a 
perceived linguistic standard suggests that while educators 
may accept ELF/EIL concepts, linguistic hegemony re-
mains a powerful force at the classroom, impeding the full 
operationalization of communication-focused paradigms 
[46]. Given their configuration nature, such beliefs can either 
facilitate or constrain the adoption of inclusive approach-
es. In this sense, teacher education programmes should not 
just teach future teachers their discipline but equip them 
with specific knowledge and skills to effectively commu-
nicate complex ideas and foster critical thinking. The exer-
cise of educators´ agency should empower them to engage 
with the diverse cultural and socioeconomic specificities 
of their students, thereby facilitating the co-construction of 
meaning within the learning environment.

These new paradigms, from the axiology of ELF or 
EIL are posed at the supra-macro planning level for inter-
cultural education and constitute a challenge for teacher 
educators and those in service. In this context, the pro-
fessors’ statements provide some insights regarding the 
implementation of the teaching of English in terms of the 
praxis and how they visualize the paradigm shift in practi-
cal terms. Even though educational public policies are well 
known by teachers, who they are trying to implement them 
as mandated, there is a mismatch between the language 
proficiency expected, the praxis, and the intercultural 
views of the purpose of teaching and learning the English 
language. Consequently, it seems that there are two distinct 
realities regarding how to implement the new approach 
proposed at the educational level; one refers to the guide-
lines provided by public policies, and the other relates to 
what is actually implemented in the classroom. This goes 
in line with what is indicated by Finardi [6] and Fuentealba 
et al. [55]. 

The results also suggest that although teachers are 
familiar with the guidelines mandated and proposed by the 
government both in Brazil and Chile, their implementation 
poses challenges when aligning language proficiency, the 
development of interculturality, and various learner-related 
variables such as culture, age, cognitive processes, among 

others. Likewise, there is no clarity regarding the theo-
retical and empirical foundations of the shift in approach, 
from teaching EFL to ELF (in Brazil) or EIL (in Chile). 
Curriculum design remains a key gap because policy is 
supposed to inform the curriculum of teacher education 
programmes, which prepare teachers for their profession-
al duties. However, this lack of knowledge may become a 
barrier that prevents teachers from positioning themselves 
within these new approaches, leading them to continue pri-
oritizing the native varieties of English, as it was also un-
veiled in a similar research carried out in Colombia [79].

Due to the diverse sociocultural and geographical 
movements in societies and the increasing use of English 
worldwide, examining teachers’ global understandings of 
the epistemological and ontological views of teaching and 
learning English globally is highly relevant. To this end, 
researching on teaching practices from a non-essentialist 
view is crucial so as to step forward the development of in-
tercultural strength while learning ELF or EIL that makes 
sense for all language users. Although awareness of what 
it means to teach English under the umbrella of intercul-
turality, either as ELF or EIL, cannot be directly taught, it 
can be enhanced through reflective processes that provide 
teachers with the opportunity to explore, question, and 
make informed decisions about their teaching practices in 
English. Such reflection encourages them to embrace their 
non-native identity in the language they teach and to crit-
ically examine their thinking, beliefs, and assumptions in 
light of the complexities of ELF and EIL, as stated by Lo-
priore and Vettorel [53].

Finally, teachers´ beliefs extend the discussion by 
highlighting a critical policy-practice disjunction, illus-
trating that the teacher´s ingrained belief system acts as a 
key impediment to the uptake of macro-level intercultural 
policies. The preference for a narrow standard often trans-
lates into a monocultural definition of language correct-
ness, thereby sidelining the development of intercultural 
communicative competence [80]. This necessitates a shift 
in scholarly focus toward transforming educators´ belief 
systems and integrating critical language awareness into 
teachers’ education to bridge the gap between theoretical 
ideals and classroom realities [81]. The ongoing contra-
diction between EFL educators´ academic acceptance of 
ELF/EIL concepts and their practical commitment to na-
tive-speakearism proves that the ideological struggle over 
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English ownership is ultimately won or lost in scholarly 
theory or policy documents, but within the untransformed 
belief system of the individual educator.

6.	 Conclusions
This study examined the beliefs of teacher educators 

in Brazil and Chile regarding the integration of intercul-
turality into ELF/EIL teaching. The findings reveal a per-
sistent gap between policy and practice: while participants 
were aware of curricular reforms that reposition English as 
a lingua franca or an international language, they reported 
uncertainty about how to implement these approaches in 
classroom contexts.

Three key insights emerge. First, native-speaker 
norms continue to exert influence, particularly in pronun-
ciation and assessment, despite participants stated prefer-
ence for intelligibility and intercultural awareness. Sec-
ond, interculturality is valued as an ethical orientation—
associated with respect, empathy, and equality—but is not 
systematically incorporated into pedagogy. Third, teacher 
identity plays a central role in mediating these tensions, as 
educators negotiate their positions as NNSs within global 
English discourses.

By situating these findings in Latin American con-
texts, the study contributes empirical evidence from a re-
gion largely absent in ELF/EIL research. It shows how top-
down reforms can generate awareness but not necessarily 
provide the tools needed for pedagogical change. For 
policy makers, this underscores the importance of clearer 
guidelines and resources to support implementation. For 
teacher education programmes, it highlights the need to 
explicitly address intercultural competence and identity 
negotiation as part of professional preparation.

Ultimately, the study demonstrates that advancing 
ELF/EIL with an intercultural orientation requires more 
than curricular mandates. It demands sustained investment 
in teacher education that bridges the policy–practice divide 
and empowers educators to enact pedagogies that reflect 
the pluricentric, dynamic, and intercultural realities of En-
glish today.
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