
MEMORIAS
NOV 15th 2017

Research in

R
Action
A

XIII



 

 

 

 
 

 

Institución Universitaria Colombo Americana – ÚNICA 
 
 

 

 

 
MEMORIAS 

CONGRESO DE INVESTIGACIÓN RESEARCH IN ACTION 
Versión XIII 

 

Noviembre 15 de 2017 
 

 

Sala Tayrona 
 

Centro Colombo Americano 
 

 

Bogotá D.C. 
 
 

Mayo de 2018 
 
 

 
 
 

 



Facultad de Educación 

Programa de Licenciatura en Bilingüismo con Énfasis en español e Inglés 

Reg. SNIES: 106242 

Vigilada MinEducación 

Bogotá D.C. 

2018 

Memorias Congreso de Investigación Research in Action XIII 

Realizado en Bogotá el 15 de Noviembre de 2017 

Institución Universitaria Colombo Americana – ÚNICA 

Dirección de Investigaciones 

Calle 19 No. 2ª-49 Segundo Piso 

Teléfono: 2811777 Ext. 1291 

dir.investigaciones@unica.edu.co  

www.unica.edu.co 

ISSN: 2619-4775 (En línea)

Apoyo en Edición: Cristine Khan y Constanza Amézquita 

Prohibida la reproducción parcial o total de esta obra sin autorización de la 

Institución Universitaria Colombo Americana – ÚNICA. 

mailto:dir.investigaciones@unica.edu.co
http://www.unica.edu.co/


 

 

 
TABLA DE CONTENIDO 

 

PRESENTACIÓN ………………………………………………………….…………..5 
 
PROBLEMATIZING FORMATIVE RESEARCH IN THE UNDERGRADUATE 
PROGRAMS IN LANGUAGE TEACHING  
Francisco Pérez Gómez & Carlo Granados-Beltrán 
Universidad Pedagógica Nacional e Institución Universitaria Colombo Americana – 
ÚNICA …………………………………………………………………………….…… 9                                                                  
 
 
MEANINGFUL LEARNING EXPERIENCES IN SPEAKING THROUGH 
ASSESSMENT AND EVALUATION  
Lady Nataly Camargo Pineda y Tatiana Andrea Vera García 
Universidad Distrital Francisco José de Caldas…………………………….…..….13 
 
 
COMPONENTE DE LINGÜÍSTICA PARA EL PROGRAMA DE LICENCIATURA EN 
EDUCACIÓN BILINGÜE ESPAÑOL-INGLÉS DE LA INSTITUCIÓN 
UNIVERSITARIA COLOMBO AMERICANA- UNICA 
Sandra Liliana Rojas Molina 
Institución Universitaria Colombo Americana - ÚNICA………………….……..…24 
 
THIRD GRADERS’ CO-CONSTRUCTION OF SPEAKING SKILLS THROUGH 
TASK BASED LEARNING APPROACH AND COOPERATIVE LANGUAGE 
LEARNING 
Leidy Natalia Muñoz Carranza  
Universidad Pedagógica Nacional…………………………………………..……....34  
 
BRIDGING COLLECTIVE CONSCIENCE THROUGH COOPERATIVE 
INTERACTIVE LEARNING - BASED ENGAGEMENT 
Sebastián Nizo Borráez 
Universidad Distrital Francisco José de Caldas………………………………..….46 
 

SHAPING NARRATIVE WRITING SKILLS THROUGH READING AND CREATING 
PICTURE BOOKS 
Carolina Vargas Daza 
Universidad Pedagógica Nacional ……………………………………….……..….60 
 

TEACHING PRACTICUM AS PROFESSIONAL DEVELOPMENT: EMOTIONS ARE 
PART OF THE PROCESS 
Angie Carolina Preciado Herrera y Xiomara Cetina Martinez  
UNIMINUTO …………………………………………………………………..……….68 



 

 
 
VOICES FROM THE FIELD: A SYSTEMATIZATION OF EXPERIENCES FROM 
THE SPECIALIST PROGRAM IN BILINGUAL EDUCATION 
Josephine Ann Taylor 
Institución Universitaria Colombo Americana – ÚNICA ……………………….….75 
 

IMPACT OF FAMILY PARTICIPATION IN VOCABULARY ACQUISITION FOR 
LEARNING ENGLISH AS A FOREIGN LANGUAGE  
Leofredis Mosquera Rentería 
Universidad Libre………………………………………………………………..….….91 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

5 

 

 

 

 

 

 

 

 

PRESENTACIÓN 
 
Para la Institución Universitaria Colombo Americana - ÚNICA la investigación 
constituye uno de los pilares más importantes en el desarrollo del proceso de 
formación de docentes, junto con la práctica pedagógica y los contenidos curriculares. 
En virtud de ello y partiendo del axioma que señala que, “para ser un buen educador, 
se debe ser un buen investigador”, en ÚNICA existe un compromiso institucional con 
la formación en investigación.   
 
La investigación en ÚNICA se concibe desde las siguientes modalidades: 
Investigación formativa, investigación propiamente dicha y actividades de 
investigación, extensión y proyección social.  
 
La investigación se asume como una actividad organizada y rigurosa, a través de la 
cual el estudiante dispone de las herramientas conceptuales y metodológicas que le 
permitirán asimilar, transferir, aplicar y producir el conocimiento y, proponer y llevar a 
cabo acciones que contribuyan a la solución de los problemas que se afrontan en la 
realidad del ejercicio de la docencia.  
 
En consecuencia, los proyectos de investigación desarrollados en la institución se 
inscriben en el campo de los saberes pedagógicos, lo que permite adelantar la 
reflexión sobre la planeación, la organización y el desarrollo de los procesos 
curriculares en los diferentes niveles y ámbitos educativos. Así, se pretende construir, 
ampliar o re-significar el saber pedagógico en relación con las prácticas formativas y 
las interacciones que se generan en los procesos de construcción y apropiación del 
conocimiento, las estrategias de enseñanza, las dinámicas, ritmos y estilos de 
aprendizaje, los modelos, enfoques y procesos curriculares mayoritariamente 
aplicados a entornos bilingües o de la enseñanza del inglés como segunda lengua. 
 
Con la intención de contribuir a la reflexión y solución de los problemas educativos 
del país, las políticas de investigación de la Institución Universitaria Colombo 
Americana - ÚNICA han sido formuladas de manera coherente con el marco 
normativo y legal colombiano; así que parten del reconocimiento del valor que le 
imprime a una sociedad la generación de saber, acorde con el Sistema Nacional de 
Ciencia y Tecnología que asume que: “el conocimiento y sus múltiples aplicaciones 
son elementos centrales para el desarrollo económico y social de las sociedades 
contemporáneas” (CONPES, 2000).  
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A partir de la idea anterior, los lineamientos para las políticas de investigación 
institucionales se enuncian de la siguiente manera:   
 

1. La investigación se reconoce como una de las bases fundamentales para el 
conocimiento, por lo que es competencia de la Institución Universitaria Colombo 
Americana- ÚNICA, a través del Departamento de investigaciones, promover la 
producción, formación y participación en investigación de los distintos actores 
de su sistema, así como su dialogo abierto y permanente con los escenarios de 
la docencia y la proyección social.  

2. La investigación en ÚNICA está concebida para fortalecer el desarrollo 
académico de los programas, así como la identidad de la institución en materia 
de pedagogía.  

3. La Institución Universitaria Colombo Americana - ÚNICA desarrolla acciones 
enfocadas a la articulación de la producción científica con el campo de la 
pedagogía y actividades relacionadas con la Responsabilidad Social, que es el 
contexto en el cual está inmersa. 

4. ÚNICA apoya la creación de grupos, proyectos y participación en redes de 
investigación de diversa índole, basándose en las problemáticas educativas en 
un contexto nacional e internacional.  

5. ÚNICA vela por el desarrollo ético y responsable de la investigación en todos 
los sentidos; a su vez que garantiza la propiedad intelectual de los productos 
de investigación relacionados en sus procesos.  

 
Como muestra del compromiso de ÚNICA con dichos lineamientos, la Institución 
Universitaria Colombo Americana ha logrado consolidar un grupo de investigación 
denominado Innovation on Bilingual Education – INNOBED reconocido por 
Colciencias en categoría B1. Su misión es contribuir al mejoramiento cualitativo de la 
educación en Colombia a través de la generación de conocimiento en las áreas 
relacionadas con el  bilingüismo, la formación docente, el desarrollo y uso de  
tecnologías de información y comunicación en el sector educativo, el desarrollo, 
aplicación y evaluación de  innovaciones del proceso enseñanza aprendizaje, la 
relación de la ética y los valores en el sistema escolar y la generación de propuestas 
que agreguen valor en  la administración y el liderazgo educativos. 
 
ÚNICA también ha logrado posicionar el Congreso semestral de investigación en el 
área de educación bilingüe titulado Research in Action como un escenario para la 
interacción de investigadores en el área de la educación bilingüe a nivel nacional y la 
socialización de los resultados de sus proyectos de investigación. Este Congreso se 
lleva a cabo en la Sala Tairona del Centro Colombo Americano, sede centro. A éste 
asisten investigadores consagrados y en formación vinculados a diversas 
universidades del país entre las cuales están la Universidad Jorge Tadeo Lozano, la 
Universidad Nacional de Colombia, la Universidad Distrital Francisco José de Caldas, 
la Universidad Pedagógica Nacional, la Universidad de la Salle, la Universidad 
Antonio Nariño y la Corporación Universitaria Minuto de Dios – Uniminuto. 
 

                                                             
1  De acuerdo con los resultados de la convocatoria de Colciencias para la medición de grupos de 
investigación, desarrollo tecnológico o de innovación y de reconocimiento de investigadores del sistema 
nacional de ciencia, tecnología e innovación, año 2017. 
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En estas memorias se recopilan las ponencias presentadas en la versión XIII del 
Congreso semestral de investigación Research in Action, organizado por la Institución 
Universitaria Colombo Americana –ÚNICA el 15 de noviembre de 2017. Se destacan 
las universidades a las que están vinculados los ponentes incluidos en estas 
memorias: Universidad Distrital Francisco José de Caldas, Universidad de la Salle, 
Universidad Antonio Nariño, la Universidad Pedagógica Nacional, y la Corporación 
Universitaria Minuto de Dios – Uniminuto. Cabe señalar que se compilan los 
documentos orginales presentados por los ponentes y, en este sentido, lo expresado 
por los autores no representa la posición de la institución Universitaria Colombo 
Americana – ÚNICA. 
 
 
 
 
 
 
MARIA LUCÍA CASAS PARDO 
Rectora 
 
 
 
 
 
CONSTANZA AMÉZQUITA QUINTANA 
Directora de Investigaciones 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

8 

 

 
 
 
 
 

 

 

“Investigar es ver lo que todo el mundo ha visto, y pensar lo que nadie más ha 
pensado”. Albert Szent-Györgyi 

 

 “Nada tiene tanto poder para ampliar la mente como la capacidad de investigar de 
forma sistemática y real todo lo que es susceptible de observación en la vida”.  

Marco Aurelio 
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PROBLEMATIZING FORMATIVE RESEARCH IN THE UNDERGRADUATE 

PROGRAMS IN LANGUAGE TEACHING 
 

Francisco Pérez Gómez & Carlo Granados-Beltrán 
Universidad Pedagógica Nacional e Institución Universitaria Colombo Americana - 

ÚNICA 
 

 
Statement of the problem  
 

Since 2010, Universidad Pedagógica Nacional (UPN henceforth) practicum 
mentees have had to carry out an action research study which is a graduation-
conducive factor. This thesis derives from a research proposal that they devise in their 
Classroom Projects course in their eighth semester. Subsequently, while they are 
doing their ninth semester they start applying that proposal in a primary or secondary 
school in what is known locally as Assisted Practicum, and at the end of this, with the 
guidance of a mentor, they should work on the first four chapters of their thesis (setting, 
characterization, diagnosis, problem statement and research methodology). To be 
able to graduate, the student-teachers in case have to finish off the remaining chapter 
of their thesis (data analysis, findings, conclusions, and pedagogical considerations) 
and submit it to a juror, who will ultimately decide whether or not they can defend it at 
a dissertation (Universidad Pedagógica Nacional, 2001).  

 
Advisors and Mentees claim that jurors delay the dissertation process, in the 

best case scenario or what is worse, deny them that possibility by remarking that the 
thesis does not meet the innovation and impact criteria, among others. Even though 
jurors are so adamant in terms of innovation and impact, in making an initial revision 
of official practicum guidelines, we just find them listed up but not fully explained. We 
do not know whether jurors, advisors, and mentees agree in their understanding of 
innovation and impact.  

   
At Institución Universitaria Colombo Americana (ÚNICA henceforth), practicum 

mentees have to develop a research project as a graduation requirement. The 
elaboration of this project starts in the course Research Project I in which they have 
to present the proposal including introduction, rationale, research problem and 
question, objective, state of the art, theoretical framework, methodology and 
references. The project is then executed in the subject Research Project in which 
students apply the data collection techniques, analyze data and produce the final 
document (Institución Universitaria Colombo Americana ÚNICA, 2016).  

 
The criteria to assess the thesis include clarity in the argument, methodological 

coherence, relevance and pertinence, and originality and innovation. Even though, 
assessment of thesis at ÚNICA does not make such an emphasis on innovation and 
impact as at Universidad Pedagógica, there is another common issue present in the 
topics selected for theses since they do not always seem to be original and innovative, 
but rather focused on the application of theories, methods, strategies or solutions to a 
sometimes real or sometimes ‘created’ problem perceived in the population. Such 
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topics include: lack of vocabulary, lack of motivation, anxiety problems, lack of 
strategies, incapacity to interact, among others.   

 
Furthermore, if we contrast both settings in terms of the choice for the 

methodological design, at UPN students are required to use an action research 
design, regardless of practicum context, population, or choice of topic. At ÚNICA, even 
though students are free to select the methodology they deem suitable for their 
projects, they end up carrying action research project due to a perceived simplicity and 
practicality for graduation purposes.  

 
The convenience of using action research as a methodology in language 

teaching programs is the promotion of practicum mentees’ reflection to improve their 
practice; also data collection is eased as student teachers can collect data at the same 
time they are leading their classes. Besides, action research bridges the gap between 
being a teacher and being a novel researcher. Nonetheless, the routinization of action 
research in ELT contexts, either by policy or by habit, brings about three 
inconveniences. First, a mistaken idea of the problem as always something 
pathological to be solved; second, a monolithic identification of a problem irrespective 
of context and participants; and third, ascribing a fictitious problem to the population 
owing to time pressures for graduation. These factors contribute to a misinterpretation 
of the essence of action research by granting a lot of emphasis to causality instead of 
attempting to grasp participants’ settings, attitudes and beliefs (Granados-Beltrán, 
2018, in print).  

 
It is widely known that there are different contexts where the practicum mentees 

have diverse modalities for developing their theses; for instance, internships, 
exchange programs, classroom projects, instructional design or pedagogical 
interventions, or degree option courses. For the contexts under study, the thesis 
project is intrinsically bound to the teaching practicum either by policy or habit, which 
might be practical for mentees as they already have a defined population based on 
setting they have characterized and analyzed in terms of needs. However, bearing in 
mind the transformative nature of action research, because of time constraints, we run 
the risk of not truly seeing any transformation in the context where the implementation 
is conducted.  

 
Conversely, one advantage of connecting the thesis to the practicum is raising 

mentees’ awareness about the inextricable link between research and pedagogy; 
notwithstanding, in most cases, student-teachers feel overwhelmed when trying to 
cope with teaching their courses, implementing their proposals, and writing their thesis 
documents; while doing this balancing act, they are prone to neglect one or the other 
(Méndez, P. & Pérez-Gómez, F., 2017).  

 
This project aims to approach the issues previously described by consulting the 

different stakeholders with the purpose of, first, identifying what innovation and impact 
could be for an undergraduate research project; second, to widen the spectrum of the 
research design choices for students, including action research; and finally, to explore 
possibilities of doing research at an undergraduate level not necessarily embodied 
within the practicum contexts.  
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Objectives  
 
General 
 
To characterize formative research in two undergraduate BA programs in Language 
Teaching at Universidad Pedagógica Nacional and ÚNICA.  
 
Specific  
 

• To contrast visions of jurors, advisors and practicum mentees about the notions of 
impact and innovation in formative research in both settings.  

• To unveil the criteria that jurors remark the most when issuing a written concept 
about a thesis. 

• To identify the advantages and disadvantages of connecting the execution of the 
thesis proposal with the contexts of the teaching practicum.  

• To identify the advantages and disadvantages of utilizing action research as a 
‘sole’ method of inquiry in language teaching.  

 
Settings and population 
 

The study will be carried out at the Language Program in Teaching English and 
Spanish at Universidad Pedagógica Nacional (UPN) and the BA Program in Bilingual 
Education at Institución Universitaria Colombo Americana (ÚNICA). The data sources 
for this project are eight thesis advisors, six jurors, and ten practicum-mentees from 
both institutions; also, another source of data is the official documents related to the 
teaching practicum and thesis guidelines. 

 
Research methodology  
 

The research paradigm we follow is qualitative since it allows uncovering the 
meanings the participants construct about a human or social problem. This study is 
interpretive in nature because it attempts to understand contexts, situations and ways 
in which the population studied tackles a specific problem or issue (Creswell, 2007; 
Denzin & Lincoln, 2005). In this way, participants are able to tell their experiences and 
are given voice in case they have been silenced.  

 
We selected the design of a case study as an empirical research method which 

inquires about a contemporary phenomenon in a real context (Hancock & Algozzine, 
2006). For this project, the phenomenon is formative research in two BA programs in 
Language Teaching by means of an analysis of theses criteria of impact and 
innovation, methodological use, and the connection to the teaching practicum. This 
will be a descriptive case study that attempts to present a complete description of a 
phenomenon within its context (Hancock & Algozzine, 2006, p. 33). This case study 
will follow an instrumental approach for its main goal to better comprehend a specific 
problem, in this case some features of formative research at undergraduate level.  

 
Data collection 
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We will gather information by means of interviews to practicum mentees, thesis 
advisors, and thesis jurors. Moreover, official documents related to both the practicum 
and thesis writing will be analyzed for content. Also, we will administer surveys to 
practicum mentees from other institutions to identify similarities and differences in the 
problems described.  
 
References 
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approaches. Thousand Oaks: SAGE Publications. 
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Performances within an Inquiry-Based Practicum. English  Language  
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Universidad Pedagógica Nacional. (2001). Documentos Pedagógicos No. 9. 
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MEANINGFUL LEARNING EXPERIENCES IN SPEAKING THROUGH 
ASSESSMENT AND EVALUATION 

 
Lady Nataly Camargo Pineda y Tatiana Andrea Vera García 

Universidad Distrital Francisco José de Caldas 
 
 

Introduction 
 
This research report illustrates how reflections on assessment and evaluation 
practices have constructed meaningful experiences, which strengthen eleventh 
graders’ speaking development. Therefore, the purpose of this ongoing study is to 
discover and understand how evaluating and assessing speaking tasks provide 
meaningful learning experiences. Additionally, the goal is to search for answers on 
how an innovative pedagogical intervention based on the Task-Based Teaching and 
Learning approach promotes students’ meaningful learning and oral experiences.  
 

Throughout an analytic summary of some articles, research studies, and 
inquiries on the field of the English as a Foreign Language (hereinafter EFL) teaching, 
it was noticeable that meaningful learning experiences through assessment and 
evaluation practices have been studied broadly.  

 
Therefore, different authors guide this research theoretical construct. Oral 

production is defined in accordance with the Common European Framework of 
Reference (henceforth CEFR, 2000), White & Ranta (2002), and Peña & Onatra 
(2009). Additionally, meaningful learning is introduced based principally on the 
Ausubel’s Assimilation Theory (1963). Further, the definition of evaluation and types 
of it in the English learning and teaching field are presented from the perspectives of 
Butler & McMunn (2006), Genesee and Upshur (1996), and Ministerio de Educación 
Nacional (hereafter MEN, 2016). Lastly, assessment is used we deal with the 
according to Brown (2004) and the assessment of language through tasks and 
speaking assessment on the basis of McKay (2006). 
 

 
Topic and Context Introduction 

 
Students at a state school in Bogotá are not involved in experiences that allow them 
to strengthen their speaking abilities, which makes them unaware of the usefulness of 
assessment and evaluation to promote and improve their oral performance by means 
of these practices. With this in mind, assessment (teachers’ assessment and 
evaluation and students’ self-assessment), oral production, and meaningful learning 
become relevant concepts within the development of this study.  

Those students are a group of eleventh graders from the state school called 
Colegio Técnico República de Guatemala in Bogotá, which is recognized as an 
institution focused on educating children and teenagers as future citizens capable of 
increasing their own opportunities within their social, personal, and cultural contexts in 
relation to working and professional areas (Consejo Directivo Colegio Técnico 
República de Guatemala, 2016). 
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Methodology 
 
This research project is currently in the stage of an ongoing pedagogical intervention. 
As a result, an action plan that could help address a learning need has been initially 
constructed. This action plan is based on the principles of Task-Based Teaching and 
Learning (hereafter TBTL) which is described as an approach to promote language 
learning as a process of communication using tasks (Nunan, 2004). For this, learners 
follow a series of stages: pre-task, during-task, and post-task through which they will 
be provided with the chance to relate knowledge and language use to habitual 
situations in real life.  
 

Thus, the methodological intervention is carried out into three cycles in which 
apart from planning, acting out, and assessing and evaluating a task through 
materials. This includes scheming guides, PowerPoint presentations, and rubrics 
designed by the pre-service teachers-researchers in charge of this study; students’ 
will be constantly reflecting on their learning process through different written and 
visual devices. 

 
Consequently, Zohrabi (2013) states, “it is believed that using different types of 

procedures for collecting data and obtaining that information through different sources 
(learners, teachers, program staff, etc.) can alter the validity and reliability of the data 
and their interpretation.” Therefore, in searching for these valid and reliable 
components, the techniques and instruments to develop this study are surveys using 
closed-ended questions, needs analysis, questionnaires, follow-up tests, students´ 
logs, rubrics, and audio/video recordings chosen based on mixed research in 
education research that, “focuses on collecting, analyzing, and mixing quantitative and 
qualitative data in a single study. Its central premise is that the use of quantitative and 
qualitative approaches, in combination, provides a better understanding of research 
problems than either approach alone” (Creswell & Plano, 2011).  

 
Participants 

 
The sample population is a group of 10 students from eleventh grade between 16 and 
18 years old at the school, Colegio Técnico República de Guatemala. These students 
are in need of strengthening their oral abilities in English and their greater 
consciousness of their learning process. This sample corresponds to the typical-case 
sampling determined by Johnson and Christensen (2008) as the description of 
average cases to study in a common area. Based on this, the students involved in this 
project are similar: they are all placed in a A2.2 English level according to the CEFR, 
and they have already signed a consent form in which they express their interest in 
participating and accepting in the data collection from, students’ logs, and some other 
means and the impression of their experiences throughout this process. In addition, 
the pre-service teachers-researchers who develop this study are also considered part 
of the study participants. 
 

Type of Research  
 
This project is identified as an action research, that is to say, the study attempts to, 
“intervene in a deliberate way in a problematic situation in order to bring about changes 
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and, even better, improvements in practice” (Burns, 2010). It focuses on providing 
solutions to a current problematic situation that occurs, in this case, within an EFL 
eleventh graders class in which we currently develop pedagogical practicum. Besides, 
this research is also considered under action research because action is taken while 
the research is made, i.e. the teachers-researchers are recognized as part of the 
population, an action is planned and applied through the theory reflected on the 
consequent situation and with the information obtained, the researchers can plan their 
next action (Burns, 2010). 
 

Theoretical Framework and Literature Review 
 
This section presents a concise discussion of the theoretical foundations that support 
this research proposal. Consequently, we cope with the definition of oral production, 
meaningful learning, assessment and evaluation as the four main interrelated 
concepts that encompass this proposal. 
 
Oral Production 
 

According to the Common European Framework for Languages (CEFR) (2000), 
oral production is related to the production of an oral text for one or more listeners, 
such as giving information to an audience in a public address. This may involve 
reading a written text aloud, speaking from notes, acting out a rehearsed role, 
speaking spontaneously, improvising […] or singing a song. Nevertheless, oral 
production is not just speaking, in keeping with Peña & Onatra (2009), “speaking is 
something students do when they drill particular language patterns, but the oral skill is 
much more than this. It involves speaking and listening as a two-way process where 
responding is expected.” Therefore, Krashen (as cited in, White & Ranta 2002) claims 
oral answers are “acquired knowledge results from the input processing of the 
Language Acquisition Device which proceeds subconsciously when L2 input is 
comprehended and the learner is in a positive affective state.” Based on this, speaking, 
listening, and the role of listening as input are all significant parts within the 
development of oral production. 
  
Meaningful Learning 
  

Nowadays, English language teaching practices have been lead worldwide by 
methodologies which construct meaningful experiences in educational contexts. 
Based on this, the Ausubel’s Assimilation Theory, which underlines the difference 
between rote learning and meaningful learning, defines this latter as, “the construction 
and reconstruction of meanings by learners which requires that they actively seek to 
integrate new knowledge with knowledge already in their cognitive structure” (1963). 
This type of learning is different from root learning in how it is related to memorization. 

 
That construction and reconstruction of meaning mentioned above arises in the 

mind, so that it has close relation to the learner's cognitive structure. In accordance 
with Jenkins ( as cited Rivers, 1983, p.69): “the mind remembers what the mind does, 
not what the world does.” That is to say, the mind processes the experiences it has 
perceived through senses to interpret them and store these interpretations.  
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Then, in the educational context, the experiences learners live and their 
interpretations strongly relate to the way students are assessed. From here, Wolpert 
(2012) discusses the concept of meaningful assessment by stating “assessment must 
have value other than because it's on the test, it must intend to impact the world 
beyond the student "self," whether it is on the school site, in the outlying community, 
the state, country, world, etc.” (2012). On top of that, the same author affirms that, 
“tests must assess other skills than merely content” (2012); it requires students to be 
capable of comprehending and working based on the interpretation of their 
experiences. 

 
 
 Assessment 

  
In line with McMunn (as cited in Butler & McMunn, 2006, p. 2), “classroom 

assessment is an ongoing process through which teachers and students interact to 
promote greater learning”. Therefore, assessment can be implemented by students 
through an introspective observation that allows them to understand their needs, 
progress, and other aspects and for teachers, through multiple strategies that let them 
get information about students’ performance and provide them with appropriate 
feedback. The way in which assessment should be developed is stated by McKay 
(2006, pp. 98) who claims, “the performance of students should be seen as a whole 
against criteria instead of comparing performance to the average performance of all 
learners” that is to say, assessing by considering students’ individual features instead 
of turning their differences into negative traits. In addition, the relevance of carrying 
out this process in ELF contexts is pointed out by O’Malley and Valdez (1996) who 
assured that assessment has six different purposes such as “screening and 
identification”; “placement”; “reclassification or exit”; “monitoring students’ progress”; 
“program evaluation”; “accountability.” 
  

Types of Assessment 
  
On one hand, Brown (2004) defines assessment as formal or informal and 

formative or summative. Thus, the author refers to informal assessment as incidental 
and unplanned comments and responses teachers do during the lesson, such as 
‘Good job!’ pronunciation suggestions, and pieces of advice regarding reading 
techniques. In contrast, formal assessment relates to exercises or procedures 
specifically designed to tap into a storehouse of skills and knowledge i.e. planned 
items teachers come up with to know if students have achieved specific goals, for 
instance, rubrics and tests. 

 
Formative assessment has to do with evaluating students in the process of 

‘forming’ their competencies and skills. Therefore, in this process, teachers should be 
capable of giving clear feedback in order for students to understand, internalize, and 
strengthen their abilities. Summative assessment aims to measure or summarize what 
a student has grasped and typically occurs at the end of a unit of instruction. On top 
of that, McKay understands formative assessment as a process in which “teachers are 
collecting information about learners’ strengths and weaknesses in order to provide 
feedback to them and make further decisions about teaching” and summative 
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assessment” as “the collection of information teachers do at the end of a period time 
to report students’ progress” (2006, p. 140).  

 
On the other hand, O’Malley and Valdez (1996) state another type of 

assessment called authentic assessment and defined as “the multiple forms of 
assessment that reflect students’ learning, achievement, motivation, and attitudes on 
instructionally-relevant classroom activities. Examples of authentic assessment 
include performance assessment, portfolios, and students’ self-assessment.” 
   
 

Assessing Speaking 
  
According to McKay (2006) there are different factors that should be kept in 

mind when selecting and assessing oral tasks, which include: “motivation”, students’ 
encouragement to participate genuinely; “usefulness of oral language assessment 
tasks”; “the topic of the interaction”; “the level of formality;” and “the number”, “gender”, 
and “status” of the participants.   

 
On the basis of Luoma (2004), assessing speaking is a process of many stages 

and it might require following certain steps within a cycle, the cycle of assessing 
speaking. According to the same author: 

 
The cycle starts when someone realizes there is a need for a speaking 
assessment. This leads to a planning and development stage during which, in 
a shorter or longer process, the developers define exactly what it is that needs 
to be assessed, and then develop, try out and revise tasks, rating criteria and 
administration procedures that implement this intention (2004, p. 4). 
 
Some of the stages mentioned could be summarized or shorter, though they 

will need developers’ guarantee in terms of quality, validity, and reliability during the 
process. 

 
Moreover, based on a study carried by Tokoz-Goktepe (2013), at the time of 

assessing speaking, it is essential to highlight some problems such as insufficient 
language and content knowledge, limited contact with English outside the classroom, 
and the misdirected methods and materials used in the classroom. Thus, teachers 
should build a supportive climate by considering the factors stated in this finding to 
encourage learners to participate in classroom activities. 

 
 

Assessment of Language through Tasks 
  
According to McKay (2006, p. 102), “many classroom language teaching tasks 

can be used for assessment, so that, teachers might observe students’ performance 
through the task, carrying out on-the-run assessment.” On the ground, when 
assessment is based on tasks that pursue specific teaching and learning goals, 
teachers find major possibilities available for how to assess students. In addition, that 
tasks and assessment selection imply different considerations such as keeping in mind 
students’ age, interests, motivation, and social and personal characteristics. It is also 
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important to understand the students’ abilities for language use, reliability of 
assessment choices, ‘bias for best’, and the engagement of students intellectuality 
(2006, p. 109). 

 
Additionally Peña & Onatra (2009) demonstrate that students used more 

confident speaking skills in class with the usage of TBTL as an approach for teaching 
and learning English. The authors state three main reasons why it occurs. First, 
mistakes often associated with language usage were neither negative nor positive 
elements of a particular task and it was considered that those mistakes evidenced 
learning. Secondly, students used various strategies to maintain communication; they 
tended to invent, transfer, and overgeneralize which showed that they simply did not 
want to lose track of their ideas so that they used these strategies as valuable 
resources. Finally, they concluded that short lapses of participation during the task did 
not guarantee the same results in longer participations. 
 
Evaluation in EFL 

  
According to Buttler & McMunn, “evaluation is a judgment regarding the quality 

or worth of the assessment results and it is based on multiple sources of assessment 
information” (2006, p. 2). That is to say, evaluation focuses on placing a value on 
collected information which can be taken from sources such as students’ portfolios, 
projects, self-peer assessment, and classroom tests (McKay, 2006). However, Rea-
Dickins & Germaine (1992) state that evaluation should not be only perceived as an 
isolated estimation, but also as a means to identify students’ and teachers’ strengths 
and weaknesses or even methodological mistakes during the learning process. In 
consequence, the relevance of taking this second perspective falls on understanding 
evaluation as a tool for improving instead of a pointless qualitative record. 

 
Moreover, on the authority of Genesse and Upshur (1996, p. 4), “evaluation is 

related to decision making,” so it encompasses three specific steps: “collecting 
information”, gathering written observations, students work; “interpreting information”, 
analyzing, observing and interpreting information; and “making a decision”, 
reconsidering what has been done in order to strengthen processes. 

  
General Concept of Evaluation in Colombia 
  
According to the Colombian Ministry of Education (MEN) “evaluation is a tool 

the Colombian educational system uses to value a learning process from evidences 
that guarantee a pertinent and meaningful educational process for the students and 
the society” (2016). Therefore, this educational system recognizes evaluation as the 
representation of what students have learned and the mastery of certain knowledge 
when doing tasks based on previous concepts acquired. 

  
EFL Evaluation in Colombia 

  
Throughout the Curricular Guidelines for Foreign Languages arranged by the 

MEN (2006), it specifies that the terms “assessment” and “evaluation” are usually 
misunderstood in Spanish. Consequently, these have been interpreted according to 
Traill who states that “assessment is an observation process in which is evidenced 
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students’ individual learning progress” or rather, what, how, and why students have 
acquired some knowledge and strengthen certain skills”. Furthermore, the same 
author claims that “evaluation entails the process of grading teaching appropriateness 
and effectiveness when students learn on the basis of objective and authentic 
estimations”. On account of this, evaluation in the EFL context is a component of the 
process and the process itself. 

 
 

Analysis 
 
The following analysis is part of some preliminary results that have been obtained from 
the needs analysis made at the beginning of the intervention and the interpretation of 
a questionnaire students answered during cycle 1-pre-task stage. These data 
instruments have been used in order to keep track of students’ perspectives, progress, 
and outcomes during the sessions. 
 
Needs Analysis 

 
In order to approach the problematic situation, a needs analysis was designed 

and applied in order to identify students’ perceptions in regards to meaningful learning, 
assessment, evaluation, and the ways whereby their head English teacher has been 
assessing and evaluating their learning process. We asked the whole class to answer 
it and then, we outlined an inference chart in which we codify the data collected. 
  

As a result, the learners’ needs analysis informed some perceptions students 
have in relation to meaningful learning. On one hand, they consider meaningful 
learning as a valuable learning which contributes to their academic and professional 
lives. On the other hand, some learners consider meaningful learning as a long-term 
memory learning that can be used in different contexts and is developed through life 
experiences. According to Rivers (1983): “the mind does not just register impressions 
(visual, auditory, tactile, or kinesthetic), […]. Rather, the mind takes what it 
experiences (not everything, but what fits its perceived purposes) and then processes 
these experiences in many different ways.” Because of this, if an activity has as 
purpose to enrich the process of learning practical skills e.g. oral skills, students 
probably will use the experience obtained from that activity as a means to scaffold and 
accomplish multiple contexts tasks that require the use of those specific abilities. 

 
In addition, the same needs analysis highlights that students conceive 

evaluation as a tool to know their weaknesses and strengths in terms of learning even 
though they do not perceive their head teacher’s verbal and written comments (in 
regards to the activities done in class) as part of assessment and evaluation. 

 
Similarly, throughout this needs analysis, students put into words some of the 

assessment resources their English teachers use. Students expressed that these 
online platforms and workshops are usually related to the class topics but are not 
directly related to their lives. In line with Lethaby (2014), teachers should help learners 
activate what they already know about what teachers will teach in order to help them 
add new information to their existing knowledge rather than ask them to create new 
ones. Consequently, the need to shape a strong relationship between meaningful 
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experiences and learning in the EFL class is noticeable for students when the goal is 
to encourage them to practice and produce in a learning language process. 
 
S.1.1. Pre-Task 
 

To construct this questionnaire, nine questions were formulated based on five 
concepts that encompass what was expected to collect from students’ responses. 
These ones provided us with students’ preliminary perceptions in regards to 
motivation, language knowledge, planning, relevance (how meaningful it is) and 
assessment to answer the following five global questions that allow making the current 
analysis: 
 

1. What are the students’ prejudgments towards English as language learners? 
(motivation) 

2. How much do students know about pieces of grammar required to develop 
the first oral task? (language knowledge) 

3. Is it relevant for this group of students to plan an oral performance? (planning) 
4. What the students’ point of view is in regards to talking about their 

experiences during English language activities? (relevance) 
5. What do they think about using parameters to develop their oral 

presentations? (assessment) 
 

According to students’ responses, learning English is an opportunity to succeed 
academically and professionally in the future and that is why they are actually 
encouraged to learn the language. Nevertheless, some of them do not think they are 
capable of speaking and dealing with an oral activity because they believe that they 
lack vocabulary, fluency, and pronunciation. Consequently, students’ are highly 
motivated in learning the target language not a perceptible set of processes teachers 
can identify by means of students’ pieces of writing. In keeping with Dulay, Burt, and 
Krashen (as cited in Madrid & Pérez, 2001) state: "when a student is exposed to a 
new language, the first internal hurdles are posed by the individual’s emotional state 
and motivations ... filtering sources are the individual anxiety levels, peer identification, 
and general motivation to learn a language.”  

 
Similarly, in order to develop the first session of this intervention, students 

needed to understand simple grammar structures such as the past simple and the 
present perfect tenses. Therefore, we wanted to build on their previous knowledge   by 
asking them what they knew about those topics. In consequence, we realized they 
discern appropriately the tenses even though they tended to confuse their functions. 
Using previous knowledge is important while developing tasks, in accordance with  
Rodríguez & Rodríguez (2010): 

 
Students will use prior knowledge in order to achieve their goal; if any new 
information is needed (e.g. linguistic forms or vocabulary), the teacher will act 
as a knower who provides it so that students do not interrupt the process and 
achieve the expected outcome 
. 
Besides, students’ answers reflect their consideration about the benefit of 

planning oral activities. For all of them, outlining what they are going to the say and 
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the sources they are going to use make them effort to do their best. Usual tools these 
students use to plan are Google Translator and songs. Planning is essential when 
working with tasks so that it is important learners recognize it. On the basis of British 
Council (2004), planning entails to give students a model, the possibility of taking 
notes, and time preparing for the task. 

 
Regarding students experiences, this group of eleventh graders stated that it 

was meaningful and easier for them to talk about different events of their as it provides 
them with self-confidence and detailed information. Finally, in terms of assessment 
there are opposite opinions. On one hand, students consider important to know what 
they exactly have to do in order to organize their ideas and achieve specific goals. 
However, others consider that the grade they receive is solely justified just on their 
wrong performance  
   

Conclusions 
 
 
Students are not provided with meaningful activities that allow them to strengthen their 
speaking abilities. In this way, working with them through tasks is valuable when these 
are related to their lives and future plans or goals. 
 

Encouraging students to use their personal experiences probably will enhance 
their oral production in English classes because it will allows them to relate previous 
knowledge (old life events) to new knowledge (how to express what I have lived) and 
perform better when using the spoken language and talking about familiar topics
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Sandra Liliana Rojas Molina 
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Introducción y planteamiento del problema 
 

El presente documento busca dar a conocer los resultados de un trabajo de 
investigación en la Institución Universitaria Colombo Americana (UNICA), cuyo 
objetivo fue el de aportar a la reflexión y contribuir a la optimización de los 
contenidos y metodología del componente lingüístico del programa de licenciatura 
en bilingüismo con énfasis español-inglés, a través de la formulación de una 
propuesta de reestructuración curricular en dicha área. Una mirada diagnóstica de 
la situación llevó a concluir que no existe un objetivo general para el componente, 
que se presenta dispersión y redundancia de contenidos, que no existe una reflexión 
en torno a la didáctica de la lingüística para futuros profesores de inglés y, 
finalmente, que se carece de herramientas para potencializar la instrumentalidad de 
la lingüística como parte del programa.  

 
La investigación parte, entonces, de la siguiente pregunta de investigación:   
¿Qué insumos teóricos y empíricos pueden ser utilizados para documentar una 
propuesta de restructuración del componente de lingüística del programa de 
educación bilingüe en  la institución universitaria Colombo Americana (UNICA)? 
 
Insumos Teóricos 
 

La reestructuración curricular de un área comienza por entender que el 
currículo es intrínseco a la naturaleza misma de la educación e involucra diferentes 
aspectos como la estructura y el contenido del programa de estudios, la estructura 
y el contenido de las asignaturas, las experiencias de aprendizaje de los estudiantes 
y las dinámicas de aprendizaje (Fraser y Bosanquet, 2006). Hoy el currículo debería 
propender por buscar la generación de conocimiento en el campo disciplinar, así 
como la trasformación  tanto de la sociedad como de los individuos que hacen parte 
de ella. Es necesario que a través de la concepción del currículo se pase de un 
panorama transmisionista de la educación a uno más cercano a las actuales 
aproximaciones transformacionales, las cuales propenden por el desarrollo de 
habilidades para preguntarse y descubrir, y en donde la atención deje de centrarse 
en lo que el estudiante debería saber, y se enfoque en lo que puede hacer y ser con 
lo que sabe (McEneaney, 2003).  
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En el área de lingüística, en particular, esta aproximación al currículo se logra, 
entre otras estrategias, a partir de la explicites en la comunicación de la pertinencia 
y relevancia de esta área de conocimiento en el programa que nos ocupa. Así 
entonces, la inclusión de un eje de lingüística se justifica desde dos perspectivas: la 
institucional y la académico-teórica. Desde el punto de vista institucional e 
internacional, la UNESCO (2003) establece una clara posición a favor del 
reconocimiento y la conservación de las lenguas minoritarias como parte de un 
capital cultural inalienable que merece ser protegido. Dicha protección 
necesariamente involucra la lingüística, ya que perspectivas como la de “ecología 
de los lenguajes” (Mufwene, 2004), los derechos humanos lingüísticos (Skutnabb-
Kangas, 1994) o el imperialismo lingüístico (Phillipson, 1992) y, con él, el estudio 
del inglés como lengua franca global y de poder, pueden convertirse en temas de 
estudio necesarios para un futuro docente. Así mismo, el Consejo Americano para 
la Enseñanza de Lenguas Extranjeras (2013) (ACTFL por sus siglas en inglés), 
contempla dentro de los estándares de evaluación el de lenguaje, la lingüística y de 
comparaciones, cuyos propósitos son entender las lenguas objeto de estudio desde 
su parte estructural y social, así como las similitudes y diferencias entre las mismas.  

 
En Colombia, el Ministerio de Educación Nacional (MEN) formula el 

Programa Nacional de Bilingüismo 2004-2019, el cual tiene como meta “mejorar el 
nivel de competencia comunicativa en inglés de los estudiantes de básica y media, 
así como de los docentes del área” (MEN, Colombia 2004-2019). El Marco Común 
Europeo, como base orientadora nacional en el diseño de estándares, cursos de 
lengua extranjera, metodologías, formas de evaluación entre otros, también 
menciona las competencias lingüísticas, sociolingüistas y pragmáticas como 
fundamentos para “promover y garantizar la calidad de la formación que ofrecen los 
programas de licenciatura en el país” (MEN, 2005).   

 
Además de las instancias institucionales, la inclusión del componente 

lingüístico se justifica a través de posturas académicas como las de Cuenca (1994),  
Pastor (2001)  o Jiménez (2011) quienes afirman que un aprendiz de segunda 
lengua o lengua extranjera debe conocer desde la descripción gramatical de las 
lenguas, de lo que se considera ejemplar o estandarizado (especialmente ahora que 
se ha vuelto a volcar la mirada a la enseñanza explícita de la forma) hasta los 
elementos que permiten comprender otra cultura y la interacción social en ella. 
Jiménez (2011, p.22) afirma, además, que la didáctica de la lengua no puede ser 
mejorada sistemáticamente sin tener en cuenta el conocimiento sobre el lenguaje 
que nos ofrece la lingüística. Johnson (2008) citando a Canale y Swain (1980) 
identifica tres tipos de análisis lingüístico en forma de competencias: la sistémica, la 
sociolingüística y la estratégica, las cuales deberían hacer parte de la preparación 
del futuro docente. Otra postura teórica que justifica la inclusión de la lingüística en 
un programa como el que ocupa este trabajo tiene que ver con la aproximación 
consiente al lenguaje y la lengua. Cuando, como en el caso de nuestro contexto, 
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trabajamos para bilingües consecutivos, es decir para aquellos que adquieren una 
segunda lengua cuando han adquirido ya la primera o gran parte de la primera, el 
aprendizaje deber ser consciente. En el nivel lingüístico, es importante desarrollar 
cierta conciencia metalingüística con diferentes grados de explicites para poder 
apropiar y utilizar bien las lenguas que aprendemos en diferentes situaciones y 
luego poder enseñarlas (Rodríguez, 2012), dicha conciencia metalingüística se 
debería trabajar en el eje de lingüística de un programa de pregrado que prepara 
profesores de lengua.  

 
Además de conocer la justificación de la inclusión del componente de 

lingüística en el programa, es necesario definir las áreas de estudio a las que se 
hace referencia.  El aula de lingüística debería considerarse desde una perspectiva 
tridimensional: la del objeto por conocer: la(s) lengua(s); el sujeto cognoscente: el 
hablante/estudiante; y los contextos sociales pertinentes a uno y otro. Si tomamos 
la primera dimensión, estaríamos hablando de la lingüística descriptiva o teórica, la 
cual definen Marlett y Salamanca (2002) como la teoría científica que se ocupa del 
estudio de la facultad universal y privativa que es el lenguaje humano. En esta 
dimensión se toma entonces la lengua como objeto y se sistematiza su estudio 
distinguiendo diferentes niveles de análisis que podrían centrarse en seis: la 
fonética, la fonología, la sintaxis, la morfología, la semántica y el análisis del 
discurso (Marlett y Salamanca, 2002). Al considerar la segunda y tercera dimensión, 
estamos definiendo la lingüística desde su dimensión social, y esta nos obliga a 
pensar, como afirma Woolard (2012, p.19) citado por Garrido (2012), que toda 
definición de una lengua es, de manera implícita o explícita, una definición de los 
seres humanos en el mundo.  

 
La lingüística aplicada se define como “una disciplina científica, mediadora 

entre el campo de la actividad teórica y práctica, interdisciplinar y educativa, 
orientada a la resolución de los problemas que plantea el uso del lenguaje en el 
seno de una comunidad lingüística (Gargallo, 1999). González Nieto (2001) 
presenta también una lingüística para profesores que se centra en la relación de los 
conocimientos de la teoría lingüística en sus más diversas manifestaciones con la 
enseñanza de la lengua y sus implicaciones. Se aborda en esta reflexión el término 
Lingüística aplicada a la enseñanza de las lenguas, ya que dicho enfoque permite 
tanto el reconocimiento de los aspectos académicos evidentes en el devenir de la 
profesión dentro del salón de clase (el uso de la(s) lengua(s), su adquisición, la 
pedagogía, los aportes de la sociolingüística a la enseñanza de lenguas, la 
influencia de las teorías psicolingüísticas en la didáctica de lenguas, el lenguaje 
como hecho cultural, el discurso del profesor, entre otros), como el reconocimiento 
de los componentes sociales del lenguaje desde una perspectiva crítica; es decir, 
aspectos como las lenguas en contacto, la identidad lingüística y el análisis de las 
implicaciones de políticas lingüísticas, entre otros. En este sentido se pretende que 
un programa de lingüística a nivel de pregrado tenga como meta tanto el 
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conocimiento de la lengua en su estructura y en su correlación con otras disciplinas 
– lingüística teórica / descriptiva, como la propuesta de soluciones que resuelvan 
problemas reales surgidos en torno al lenguaje y las lenguas en el salón de clase – 
lingüística aplicada a la enseñanza de lenguas. 

 
Metodología 
 

La aproximación metodológica a este estudio puede enmarcarse en el 
paradigma cualitativo fenomenológico (Creswell, 2007;  Marshal & Rossman 2006; 
Wallace, 1998; (Moustakas, 1994), ya que éste se ajusta a la naturaleza de los 
problemas epistemológicos que conciernen a las experiencias humanas, recurre a 
la subjetividad de quienes colaboran haciendo conocer sus valores, creencias y 
experiencias en relación con el fenómenos de estudio, en este caso, las 
relacionadas con el proceso de enseñanza y aprendizaje de lingüística descriptiva 
y aplicada a la enseñanza de lenguas. Los participantes fueron 7 egresados de 
UNICA que han correlacionado su aprendizaje de lingüística en el pregrado con su 
praxis en la enseñanza del inglés como lengua extranjera, y 8 profesores que han 
tenido a cargo asignaturas del eje de lingüística en el programa de UNICA y en 
programas afines. Con respecto a los instrumentos de recolección de datos y 
además de los insumos teóricos alrededor del aprendizaje, la lingüística y la 
didáctica de la misma, en un primer momento se recurrió a una encuesta con el fin 
de obtener información para la elaboración de una entrevista semiestructurada, y 
en un segundo momento, ya con la identificación de temas y categorías y algunas 
conclusiones preliminares de dichas entrevistas, se recurrió a la elaboración y 
pilotaje de una unidad temática, cuyo análisis permitió validar posturas y brindar 
resultados finales.   
 
Propuesta de Reestructuración Curricular. 
 

Después de analizar los datos surgidos de la recopilación teórica, las 
entrevistas y el pilotaje de una unidad temática, los siguientes son los principios que 
se proponen de manera sucinta como fundamento para la reestructuración del eje 
de lingüística del programa:   
 
1. Claros Objetivos para el área: El eje de lingüística del programa de licenciatura 
en bilingüismo con énfasis español-inglés de UNICA busca: 
 

a. Ofrecer a los estudiantes espacios de sensibilización para que 
reconozcan en la lingüística teórica un área de conocimiento útil para 
mejorar procesos cognitivos y apropiarse de la lengua y el lenguaje 
como los objetos de estudio de su quehacer; y en la lingüística 
aplicada a la enseñanza de lenguas una serie de herramientas que les 
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permiten pensar crítica y constructivamente las situaciones diarias de 
su tarea actual como aprendiz y futura como docente. 

b. Compartir con los estudiantes contendidos y metodologías efectivas 
para aplicarlas, por un lado, a los procesos de decodificación, 
inferencia y producción de textos de índole académico tanto en 
español como en inglés, y por otro, a los procesos de aprendizaje de 
una segunda lengua.  

c. Servir de vehículo para afianzar competencias cognitivas, 
metacognitivas, afectivas, académicas, profesionales, investigativas  y 
sociales. 

d. Incrementar el repertorio lingüístico de los estudiantes. 
e. Crear experiencias significativas de aprendizaje a través de la 

promoción de tareas de enseñanza, investigación y extensión.  
 

 
2. Incorporación de Asignaturas en Todos los Semestres del Programa. Dada 
la ya referida importancia que tiene la lingüística para la formación de futuros 
profesores de lengua, el hecho de que se pretenda trabajar con dos objetos de 
estudio: el español y el inglés, la multiplicidad de contenidos pertinentes, las 
posibilidades de transdisciplinariedad en todos los estadios de formación y la 
necesidad de que no se vea fragmentado el trabajo; se propone que todos los 
semestres del programa incluyan el trabajo en el área.  
 
3. Inclusión de Contenido en Tres Grandes Fases. Se propone diferenciar los 
contenidos en tres fases distribuidas en un programa de diez semestres con 
tratamiento escalonado y equilibrado en el uso del código de instrucción, así como 
con un trabajo transdisciplinar con las asignaturas de los semestres involucrados.  
 
Una fase inicial o de familiarización a realizarse en dos semestres (primer y 
segundo semestre). Durante esta fase el estudiante comienza su sensibilización con 
el proceso de comunicación, los tipos de lenguajes, el lenguaje como facultad 
humana y objeto de estudio, y en sus conceptos y usos de manera más concreta y 
dirigida. El estudiante hace un recorrido histórico de la lingüística, las perspectivas 
lingüísticas y las tipologías de lenguas. Así mismo, el estudiante inicia su 
exploración al mundo de la estructura de las lenguas (español e inglés) desde su 
fonética, fonología, morfología, sintaxis, semántica, pragmática y discursividad. Esta 
exploración le proporcionara las herramientas conceptuales necesarias para 
trabajar de manera más profunda y aplicada cada uno de los niveles de análisis en 
los semestres posteriores.  
 
Una segunda fase de la estructuración de contenido es la intermedia o de 
consolidación, que comprende cuatro semestres (desde tercer a sexto semestres). 
Esta fase intermedia tiene como objetivo lograr que los estudiantes profundicen en 
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los niveles de análisis de las dos lenguas objeto de estudio español e inglés y que 
comiencen su acercamiento a la didáctica de dichos niveles, es decir a la didáctica 
de los sonidos, el vocabulario y la gramática, principalmente. Otros objetivos a 
alcanzar en esta etapa son el de potenciar el repertorio metalingüístico de los 
estudiantes, así como mejorar su competencia lingüística y comunicativa en lengua. 
Sin duda, trabajar con la fonética y fonología, la morfosintaxis, la semántica, la 
pragmática y el análisis del discurso en las lenguas involucradas permite, por un 
lado, discutir sobre las lenguas mismas y fortalecer el desarrollo metalingüístico 
importante para todo docente de lenguas y, por otro, optimizar su propia 
competencia lingüística y comunicativa.  En esta fase, el análisis contrastivo cobra 
relevancia y no se pretende estigmatizar ni dogmatizar el uso de ninguno de los dos 
códigos de instrucción.  
 
Finalmente, se propone una fase avanzada o de aplicación que hace parte de las 
asignaturas de los cuatro últimos semestres del programa (séptimo a décimo 
semestres). Esta se centra en lo que en este documento se ha llamado lingüística 
aplicada y la cual requiere la consolidación de ejercicios de observación, 
investigación y práctica en aula que permitan al estudiante identificar problemas 
reales en contextos reales y utilizar los conocimientos de las asignaturas para su 
análisis, discusión y resolución. Esta última fase compromete el uso del inglés como 
principal vehículo de instrucción, aunque no se estigmatiza el uso del español, ya 
que se busca que los estudiantes continúen incorporando conocimientos y 
experiencias que les permitan convertirse en formadores realmente bilingües.  
 

Vale la pena anotar que la propuesta de dividir el contenido en fases se 
alimenta y alinea con la propuesta curricular del Concejo de Europa (Council of 
Europe, 2010), ya que la primera fase estaría estrechamente relacionada con la 
dimensión existencial (¿Quién soy yo en relación con el lenguaje y las lenguas?), la 
dimensión experiencial (¿Quién soy yo en mi uso de las lenguas?) y la dimensión 
educacional (¿Quién soy yo como docente de lenguas?). 

 
3. Unidades didácticas como fórmulas para la estructuración de contenidos 
por asignatura con las siguientes características: 
 
Las 7 Cs: Se busca que todas las asignaturas busquen trabajar competencias 
relacionadas con objetivos de Contenido, Comunicación, Cognición, Cultura 
propuestos por la aproximación CLIL (Content and Language Integrated Learning) 
trabajada por Coyle, Hood, & Marsh, (2010), pero además proponer el trabajo con 
otros tres objetivos. Objetivo relacionado con la Construcción de paz a través del 
lenguaje para que los estudiantes se aproximen explicita y conscientemente al 
análisis de los mecanismos lingüísticos con los que cuentan las lenguas (inglés y 
español) para humanizar y deshumanizar. Este objetivo permite que las asignaturas 
del eje se conviertan en espacios no sólo de reflexión en torno a la relación entre 



 

30 

 

 30 

lingüística y paz, sino en laboratorios para proponer acciones concretas de 
materialización de dicha relación. Objetivos de Correlación con la L1/L2: la 
investigación muestra como la dogmatización y/o estigmatización de alguno de los 
códigos no es conveniente para el trabajo en aula, por tanto, este objetivo busca 
que la planeación de las unidades considere la incorporación del trabajo con L2 en 
los estadios iniciales de formación y con L1 si el código en aula es preferentemente 
inglés en estadios más avanzados. Objetivo de Correlación transdisciplinaria: este 
objetivo busca que la unidad temática haga esfuerzos por concretar el trabajo 
conjunto con las asignaturas, idealmente del mismo semestre y a través de 
proyectos conjuntos.  
 
Trabajo por proyectos y tareas.  La propuesta busca que se trabaje por proyectos 
y tareas que culminen con desempeños auténticos que evidencien competencias 
relacionadas con la enseñanza, la investigación y el trabajo comunitario. Los 
proyectos deben estar ligados a la realidad lingüística de los estudiantes (análisis 
crítico de partes de textos escolares, proyectos interdisciplinarios, textos o videos 
que aborden problemáticas sociales, trabajos que aborden asuntos lingüísticos de 
la institución o de estudiantes de la carrera en otros semestres).  
 
Problematización del conocimiento. Esta es una estrategia didáctica que 
posibilita el manejo de los diversos, y a veces difusos, fenómenos de la realidad. 
Los problemas/ casos sirven de insumo para conocer lo que se siguen preguntando 
los conocedores en el área pero, y sobre todo, lo que se están preguntando los 
estudiantes frente a su rol como aprendices y docente de lenguas. La consideración 
de las preguntas de los estudiantes está valorando, así mismo, el conocimiento 
empírico y no empírico que estos poseen como usuarios de lengua. Paralelamente 
a la realización de esta investigación, se han recopilado ya 45 preguntas, una de las 
cuales fue el insumo para el problema propuesto en la unidad temática del pilotaje 
y las otras 44 esperan ser trabajadas en las asignaturas del eje.  
 
El contexto universitario y extrauniversitario como promotor de aprendizaje. 
El trabajo con la lengua y los lenguajes no puede limitarse a los libros de texto y a 
los ejercicios en clase. Es necesario que los estudiantes vivan experiencias fuera 
de la institución, ya sea a través de visitas a instituciones nacionales o 
internacionales con sede en Bogotá (Instituto Caro y Cuervo, Real Academia 
Colombiana de la Lengua, Centro Colombo Americano, Consejo Británico, 
Embajadas, Consulados, Centros de aprendizaje de otras lenguas, Ministerio de 
Cultura y de Educación, etc.) o a través del inicio de prácticas docentes en aulas 
reales en instituciones educativas a nivel local.   
 
Rol facilitador del docente y activo del estudiante. Se propone que el docente 
se convierta en facilitador, tutor, guía, y coaprendiz de un proceso de apropiación 
de conocimiento en el que se reconozcan problemas reales y se discutan 
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mecanismos para que a través de la participación activa de los estudiantes se logre 
llegar a la resolución de los mismos.  
 
Experimentación de todos los tipos de evaluación. La evaluación formativa 
también desvanece la visión tradicionalista de la evaluación como tarea exclusiva 
del docente y considera que tanto los pares como los estudiantes mismos pueden 
desarrollar criterios para realizar dicha tarea; es por ello que esta propuesta incluye 
la autoevaluación, la coevaluación y heteroevaluación. 
 
Trabajo con la tecnología en el eje de lingüística. La didáctica de las asignaturas 
en el eje de lingüística se beneficiaría especialmente de un trabajo sistemático 
alrededor de a) El desarrollo de habilidades de acceso, evaluación, organización y 
transformación de la información en entornos digitales, no sólo para el trabajo de 
los estudiantes sino para su trabajo posterior como docentes; b) La elaboración de 
una base de datos con las posibilidades en la red para acceder y trabajar los 
fenómenos lingüísticos c). La exploración de las tecnologías lingüísticas 
(componentes, herramientas técnicas y aplicaciones de software) que procesan el 
lenguaje humano natural. 
 
Consideraciones finales 
 

La lingüística teórica o descriptiva y la lingüística aplicada a la enseñanza de 
lenguas son campos de conocimiento esenciales para un futuro docente de lenguas. 
La calidad en la enseñanza de las asignaturas de este eje requiere un trabajo 
continuo de investigación y puesta en marcha de principios teóricos, metodológicos 
y didácticos que garanticen su vitalidad y cualificación. Gracias a la indagación 
teórica, a la mirada acuciosa de los participantes en las entrevistas y a los resultados 
del pilotaje de la unidad temática, la presente propuesta inicia dicho camino de 
información, reflexión y acción pero, propone al mismo tiempo, algunos temas que 
merecerían indagación posterior.  

 
Es importante continuar con el diseño de otras unidades temáticas y su 

pilotaje. Así mismo, se propone iniciar el trabajo sistemático de un proyecto 
institucional de lectoescritura en las dos lenguas objeto de estudio. Se hace 
necesario un trabajo decidido para lograr proyectos horizontales por semestre que 
garanticen pasar del “dicho al hecho” con respecto a la comunicación efectiva entre 
asignaturas, a la flexibilidad curricular y a la visión menos fragmentada del mundo 
por parte de los estudiantes.  

 
Finalmente se propone una mirada sistemática a lo que se conoce como 

gamificación o el uso de estrategias, modelos, dinámicas, mecánicas y elementos 
propios de los juegos en contextos ajenos a éstos, con el propósito de transmitir un 
mensaje o unos contenidos o de cambiar un comportamiento, a través de una 



 

32 

 

 32 

experiencia lúdica que propicie la motivación, la implicación y la diversión (Gallego, 
Molina & Jorens, 2014),  ya que un proyecto de extensión solidaria llamado 
herramientas pedagógicas llevado a cabo en la institución, ha evidenciado el 
potencial pedagógico y didáctico del juego, pero también la carencia de 
conocimiento con respecto a su elaboración para fines de aprendizaje lingüístico y 
uso apropiado en el aula.  
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TASK BASED LEARNING APPROACH AND COOPERATIVE LANGUAGE 

LEARNING 
 

Leidy Natalia Muñoz Carranza 
Universidad Pedagógica Nacional 

 
 

The participants in this researcher are 3rd grade students from “Colegio Prado 
Veraniego IED”. In the context of the school, the researcher will keep in mind the 
Institutional Educational Project (PEI), the mission and the vision of the institution 
and the surrounding area as well. In addition, it is important to consider the 
population. The students will be characterized in relation to three principal aspects: 
the cognitive, the affective and the sociodemographic. 

 
 Local Context 

 

 Colegio Prado Veraniego IED has two branches: branch A is for high school, 
and the research takes place in the branch B which is in “Prado Veraniego” Carrera 
53 a # 128-51. This neighborhood is in the locality 11 in Suba in the north of Bogota 
city. The neighborhood has economic activity in the industrial and commercial 
sectors, but the most relevant activity rests in the automotive sector (Durán , López 
, Ortiz, Torres, & Pardo, 2013). Despite its appearance, the neighborhood is very 
calm, but still has some safety issues mostly in drug consumption and theft. In many 
ways these problems affect Colegio Prado Veraniego IED in both branches. 
 
 Institutional Context 
 

The institutional educative project, “Proyecto Educativo Institucional” (PEI) 
has as motto “Comunicación con calidad hacia el desarrollo humano” 
(Communication with quality towards human development). The mission is to 
generate and strengthen cognitive social and practical processes in the educational 
community oriented towards the formation of competent human beings through 
quality communication that allows them to appropriate values for a healthy 
coexistence. The school aims to position itself as an institution that prepares 
students to become committed to their human development at the local and national 
level by 2020. This means that students are encouraged to continue their academic 
formation, and to lead positive processes of social change to enable harmonious 
coexistence that allows the construction of a fair and collective country. 
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It is important to mention that in the school there are no English teachers. 
Instead, the head teachers from each group teach English classes even though it is 
not their field. Therefore, in schools there are no special rooms for English learning 
or special materials such as books or flashcards. There are some facilities such as 
video beams with computers in each classroom, except in one. Also, there is a 
multimedia classroom for technology class. 

 
  
Participants Context 
 

 Based on the initial observations, it is evident that students have some 
problems with self-regulation; they are very active and engaged. The students must 
be something all the time or they lose control. Another coexistence problem that I 
detected in the students is the rudeness that they have between them and with other 
people that are supposed to be in charge. Although this problem was less frequent, 
it is still difficult in solving.  
 

On the other hand, one student has Down’s Syndrome and according to the 
lead teacher, none of the teachers pay enough attention to him, because he needs 
special education and he must be in a lower grade in order to do other things that 
are useful for him. In all the classes, this boy was sitting on his desk apart from the 
other students in the front of the classroom and coloring. 

 
The survey was given to 30 students and it was divided in three categories. 

The first one is the socio-demographic aspect, the second one is the affective aspect 
and the third one is the cognitive aspect in regard to English learning.  

 
   In terms of the socio-demographic aspect, most of the students live near the school 

and are from social stratum three. According to the family, the students have 
dysfunctional families, and the parents usually work as employees and others are 
independent workers.   

 
 In looking at affection, it is evident that students prefer activities in their free 
time, and certain subjects over others.  
 
 Additionally, the survey also highlights that students have an overall interest 
in English class. They are interested in the learning of the language and from their 
point of view, they are especially good at listening and do the tasks fast and suitable. 
Finally, they would like to work by groups in the class because they work alone.  
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The diagnosis is supported by the data collection and field notes based on 
observations made during classes, two hours weekly, and a diagnostic test (see 
annex 3). 

 
 The observations aimed to analyze students’ behavior and interest in the 
English class. The students were active in all classes; the participated frequently 
completed all tasks given by the teacher. Few students were uninterested and did 
not participate. In observing cognitive aspects, students knew isolated vocabulary 
that they repeated; they hardly wrote in English and most of their speaking was 
repeating from the teacher.   
 

The teacher-researcher created the diagnostic taking into account students’ 
tastes and previous knowledge as well as the Basic Standards of English 
Competences provided by the Ministry of Education in Colombia. The first section 
was vocabulary testing numbers, animals and colors. The results showed that 
students did not know basic vocabulary. They had better scores in listening; they 
had to fill 10 spaces while the teacher read some descriptions about a character that 
students know and like. The students wrote some words right and others with 
spelling mistakes; the students had to write 5 sentences that describe an image 
about a character known by them. The students wrote words such as colors and 
nouns, but they did not write complete sentences. 

 
Students received the lowest scores in reading and speaking. In the reading 

section, they had to organize a basic conversation between two people that contains 
greetings, age, and place of birth. The students did not follow the instruction and did 
it wrong. Just 2 students tried to organize the conversation but they failed. Also,  for 
the speaking component, the students had to answer some basic questions that the 
teacher asked them about their age, tastes, and hobbies. Results showed that 
although students were lost and did not understand the questions, many times 
teachers also made msitaked in asking the questions.  

 
 This diagnostic showed the lack of competence in each of the communicative 
skills in English. The students do not know basic vocabulary, showing the school’s 
problem with English teaching. The speaking skill has the lowest score, but it is the 
most necessary when communicating with others. One can notice that most of the 
EFL students feel frustrated because they spend years learning English but they 
cannot speak it (Segura, 2012). 
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Problem Statement  
 

 According to the Ministry on Education in Colombia (2006) in third grade the 
students should be able to express the following aspects in English: their feelings 
and moods, their likes and dislikes, and their strengths and weaknesses.  
 

It is evident that students of Colegio Prado Veraniego IED need to improve 
their communicative skills. That is why the teacher-researcher will focus the research 
on speaking skills because through this skill students can achieve a suitable 
communication in English. 

 
 The diagnostic test proves that students do not have speaking abilities and 
that is what the teacher-researcher is going to try to improve through the Task-Based 
Approach and team work.  
 

Research Question(s) and Objective(s) 

 Research question 
 How might 3rd grade students monologue and conversational speaking skills 
be co-constructed through Task-Based Approach in Colegio Prado Veraniego IED? 
 
 General research objective 

To analyze students’ co-construction of the speaking skill through the creation 
of monologues and basic conversations using the Task-Based Approach. 

 
 Specific research objectives 
 To determine the influence of Task-Based Approach on the students’ 
speaking skills when creating monologues and basic conversations. 
 
 To characterize speaking processes co-constructed by the students when 
creating monologues and basic conversations.  
 
Rationale of the Study 
 

This project aims to implement a strategy in which 3rd grade students from 
Colegio Prado Veraniego School co-construct speaking skills. According to the 
National Ministry of Education (2006) it is important to learn English because of 
globalization and its importance as a “universal language”. Therefore, the Ministry is 
promoting a bilingual program in which the objective is to “achieve citizens able to 
communicate in English, so that they can place the country in the universal 
communication processes, in the global economy, and in the cultural opening with 
high international standards. The PEI of the school has a similar aim, stating, 
“Communication with quality towards human development”. As it was observed, a 
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problematic of this population is the lack of interaction in English between the 
students during the English class. They work alone and they do not know how to 
communicate in this language.  

 
It is common in many schools or even in different EFL institutions that learners 

just receive grammar explanations, pronunciation, and everything according to the 
formal of the code. Still, one of the main objectives when learning a foreign language 
is to be able to communicate needs in real contexts in order to create meaningful 
learning in the foreign language. Bygate (1987) makes this disctinction that 
knowledge is different from skills. According to the author, it is not the same to know 
the structures and grammar rules if one cannot be able to use it in different situations.  

 
Therefore, this project focuses on the co-construction of speaking abilities in 

the students through monologues and basic conversations in contexts that are 
similar to reality. This will be carried out through the Task-Based Approach which, 
according to Nunan (2004), is an approach in which one of the principles and 
practices is the emphasis in the interaction in order to communicate in the target 
language. Consequently, it can be an effective way to accomplish the aim of the 
project. 

 
 In conclusion, the Task-Based Approach is necessary in third-grade students 
from Colegio Prado Veraniego IED in order to improve their speaking skills as the 
creation of monologues and basic conversations with the support of cooperative 
work.  
 
Speaking as a skill 
 

Bygate (1987) suggests that speaking skills are divided in two; the first one is 
a superficial skill in which one can use the structures and has the correct 
pronunciation as well, all the competences must be correct and it is called “motor-
perceptive skills”. The other component is “interaction skill” that has more to do with 
the real or “natural” language use, which is twofold: the “processing conditions” to 
refer to the speech under conditions of time; and the “reciprocity conditions,” which 
takes into account the interlocutor and the conversation.  

 
Burns & Joyce (1997) define speaking as “an interactive process of 

constructing meaning that involves producing, receiving and processing 
information.” With this definition in mind, this project tends to help students from 3rd 
grade prioritize the construction of meaning in speaking without forgetting the context 
of each specific situation. This interaction skill is promoted in students through the 
preparation and creation of monologues and basic conversations framed in real 
situations. 
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Task Based Learning Approach 
 

The approach used to achieve the aim of the project is the Task Based 
Learning approach (TBL). According to Nunan (1989) and Richards, Platt and Weber 
(1985) a task is different from activity and exercise because it has the particularity 
that uses language in which meaning is the priority. However, Breen (as cited in 
Nunan, 2004, p. 3) argues that a task is any kind of activity that uses language even 
exercises. This project focuses on meaning, based on Ellis’ (2003) notion that 
“‘tasks’ are activities that call for primarily meaning-focused language use.” (p. 4)  

 
Therefore, it is necessary to understand tasks not just in general terms but in 

communication abilities. In this way,  it is important to consider Nunan’s (1989) idea 
of communicative task” in which the task involves “learners in comprehending, 
manipulating, producing or interacting in the target language while their attention is 
principally focused on meaning rather than form” (p.10). Based on this definition, 
students from 3rd grade are going to focus on both the meaning and form when 
speaking. Students do not benefit by concentrating on the form because it does not 
imply meaningful learning.  

 
Components of the TBL 
 

Continuing with Nunan’s conception of communicative task, the author 
proposes five main components that a task must have. The first component is the 
“content”, that refers to the subject to be taught; the second is “the materials”, what 
learners manipulate; third are “the activities,” which refer to whar students and 
teachers will be doing during the lesson; the next component is “the goals” or general 
aims for the task; the other component is “students” in regard to their needs, interests 
and abilities; and lastly, the “social community” which considers the sense of 
community within the classroom (Nunan, 2004, p. 40).  

 
 Additionally, Willis (1996) proposes a model in which the teacher-researcher 
takes into account the various components, such as those mentioned by Nunan 
based on three main stages: Pre-Task, Cycle Task and Language Focus which will 
be explained in detail in Chapter 4. This project will follow the components as shown 
by Nunan (2004), using Willis’ (1996) model.  
 
Cooperative Language Learning 
 

One of the aims of the project is to analyze the co-construction of speaking 
skills among the students. Therefore, cooperative language learning (CLL) is 
necessary in order to understand the importance of working in groups or pairs. Trong 
(2010) states that, “Cooperative learning is defined as a set of instructional strategies 
which employ{s} small teams of pupils to promote peer interaction and cooperation 
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for studying academic subjects” (Sharan, 1980).To give another point of view about 
CLL, Johnson & Johnson (1999) state that it is “the instructional use of small groups 
so that students work together to maximize their own and each other’s learning.” In 
this way, the use of CLL will help students learn in a different way and have 
interaction and communication between them.  

 
In emphasizing second language learning, CLL is implemented with the 

objective to promote “communicative interaction.” Also, it is considered as a “learner-
centered” approach contrary to the “teacher-fronted” methods (Richards & Rodgers, 
2014). 

 
Research Paradigm 
 

This study is qualitative, which, according to Kalmbach, Phillips and Carr 
(2010),  “(…) generally assume the nature of knowledge as fluid and subjective (as 
opposed to fixed and objective)” (p. 26). This implies that it tries to describe the reality 
of the research through subjectivity and takes into account that reality cannot be 
studied only by quantitative results. Instead, it is formed by culture, context, history, 
etc. The qualitative research also allows us to see a variety of points of view (at least 
three) which may give the research project more validity.  

 
 
Research Methodology 
 

This project uses an action-research method that, “(…)is an open process of 
life and work, an experience, a progressive evolution towards a total and structural 
transformation of society of culture with successive and partially coincident 
objectives” (Fals Borda & Rahman , 1989). Following this perspective of action-
research and making emphasis in the classroom practice, Burns (2009) states that 
action research is the interaction of two activities: “action” and “research”. 
Furthermore, Kalmbach Phillips & Carr (2010) state that action research aims to 
improve the teachers’ practice and students’ learning. This project uses such 
methods necessary to make a change in the traditional ways of teaching English in 
order to improve students’ abilities in this language. 

 
Thus, the role of the teacher is “the teacher as a self-reflective, inquiring, and 

critically motivated practitioner, also accelerated interest in AR in ELT environments, 
as did the advocacy of the concept of the <<teacher as researcher>>” (Burns, 2009). 
In this way, the researcher gives room for both observations and interventions; it 
allows the researcher to implement an action plan that can promote change. For this 
research, this specific methodology will provide room to improve speaking skills in 
students. 
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Data collection instruments 
 

Considering the main objective of this project it is necessary to use at least 
three instruments. The researcher will use qualitative instruments proposed by 
Creswell (2014). The author argues that qualitative instruments “rely on text and 
image data, have unique steps in data analysis, and draw on diverse designs” 
(2014). Following this author, the research will use three specific instruments in order 
to carry out the study.  

 
First, field notes will be conducted based on the observations made on 

Thursdays from 3:30 to 5:30pm. According to Creswell, “a qualitative observation is 
when the researcher takes field notes on the behavior and activities of individuals at 
the research site. In these field notes, the researcher records, in an unstructured or 
semi structured way, activities at the research site” (2014).  

 
Second, videos and audios will be taken each class to analyze speaking and 

to check the students’ processes and improvements. The advantages of this 
instrument according to Creswell (2014) are that it provides opportunities for the 
participants to directly share their reality and it may be an unobtrusive method of 
collecting data; the disadvantages can be that the presence of cameras can disrupt 
and affect responses.    

 
Lastly, interviews will be conducted with students at the end of the 

observations. In this way, students can express their opinions or perspectives about 
the tasks proposed in class. It is going to be useful considering that the qualitative 
research gives importance to the participants and tries to elicit their views and 
opinions (Creswell, 2014).  

 
Procedures for data collection 
 
 The instruments mentioned are applied to a purposive sample of four groups 
composed by four students. The field notes will be made one per class by the 
teacher-researcher; the interviews will be conducted with all students from each 
group. Finally, the videotapes will be made every class, but for the study and the 
analysis are going to be used just the videos from the groups of the sample and 
some audios. 
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Ethical Issues 
 
 Taking into account that the population studied in this project are minors, it is 
necessary to obtain permission from students’ parents. Therefore, a letter of 
permission will be signed by them and the teacher-researcher must talk to them and 
inform about the project, the things that will be used from the children such as 
surveys, interviews, videos, audios, etc. They must be informed about the spectators 
of the project, whether the project is going to be public or just a few people are going 
to examine it. Also, they have to know that the names of the participants are not 
going to be mentioned (Kalmbach Phillips & Carr, 2010). 
 

This methodology will be useful because it can make comparisons between 
the students’ and teacher’s perspective and the real process and products that each 
task generates as shown by the videos.  Additionally, the instruments can make the 
prokect results more reliable.  
 
Vision of Language 
 

In this research project, language is viewed as “Self-Expression” that as Tudor 
(2001) states, language is not only used to achieve some communicative goals but, 
“to build up personal relationships, express our emotions and aspirations, and 
explore our interests” (p.65). Thus, learners can express themselves when creating 
monologues and basic conversations without being worried about the possible 
mistakes that they can make during the speech considering that this language vision 
with its humanistic perspective encourages learners to share their experiences and 
feelings with no fear of judgement.  

 
This humanistic perspective is useful in this project because of two 

components proposed by Stevick (as cited in Tudor, 2001) that are relevant such as, 
“feelings and personal emotions”, that rejects the attitudes that can make people feel 
bad as I explained before, the students must have confidence in the others; the other 
component is “social relations” that refers to the encouragement of friendship and 
cooperation taking into account that in this project the cooperation is essential 
because learners will work by groups. In this way, the structure of the language is 
not the most essential part, but it is a way students can express their emotions, 
opinions, and talk about themselves. 
 
Vision of Learning 
 
 In regard to learning, in this project it is viewed as “experiential” that according 
to Tudor (as cited in Vera, Chapetón & Buitrago, 2016) requires direct experience of 
the language and it implies two main factors such as, “exposure to substantial 
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amounts of input in the target language and the use of the language for 
communicative purposes”. 
 
 Additionally, experiential learning according to Tudor, (2001) follows the idea 
of learning by doing and it has five principles: the first one is that activities must be 
focused on processing and communicating messages; also, those activities should 
reflect the multidimensional nature of communication; the materials have to be 
authentic; the encouragement of the use of communication strategies; and, the 
collaboration among the students when doing the activities. 
  
This vision of learning is important in this research project because of its principles 
that are connected with the main objective. 
 
Task-Based Learning 
 

The experiential learning mentioned before, connected with the task-based 
approach also means learning by doing. According to Nunan (2004) experiential 
learning is a conceptual basis for TBLT (Task-Based Learning Teaching). In this 
conception, Nunan states that, “intellectual growth occurs when learners engage in 
and reflect on sequences of tasks” (2004, p. 12). This means, learners have an 
important role in their learning processes and they take an active part on it. Nunan 
also states that experiential learning focuses on the learners’ immediate personal 
experience, thus, “In his model (Kolb 1984), learners move from what they already 
know and can do to the incorporation of new knowledge and skills” (2004, p. 12). 
Experiential learning also means that students learn best when doing and 
constructing knowledge instead of the teacher transmitting it to them. 

 
 So, TBL is an approach that develops experiential learning because tasks are 
seen as methods for teaching second language in a meaningful way due to their 
practical components. Also, taking into account that TBL, as stated before, focuses 
on meaning rather than form, experiential learning is the conception that will be 
considered in this research project.  
 
Lesson Planning 
 

The lesson plan for this research will be conducted under the model proposed 
by Willis (1996, p.38) . The task cycle is divided in three moments: the task, which 
refers to the moment when students prepare real-world tasks in groups; planning, in 
which students prepare to report and how to present the outcome of the task; and 
lastly the report, where students must present their final products. Throughout the 
whole lesson the teacher must be present in order to guide the students along.  
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 The final stage is the language focus that according to Rodriguez-Bonces & 
Rodriguez-Bonces (2010) is when students have the opportunity to analyze the 
language structure and the possible mistakes made during the report. This shows 
that TBL does not take form as the most important part of the task model but does 
take it into account during the tasks.  
 
 This research project aims to promote or improve speaking skills in third grade 
students from Colegio Prado Veraniego IED. The TBL approach will be the main tool 
to achieve this; in that way, students will be more motivated towards learning English 
as a foreign language. Additionally, students are going to develop self-confidence, 
and as they will work in groups, they will also learn more about team work.  
 
 The outcomes from this research may be useful for future research and they 
will be positive in the field of pedagogy. More specifically, this project may help in 
changing teaching methods within this particular school.  
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Introduction 
 

In Colombia, there is plenty of research about foreign language education in 
conventional classrooms, but most of the pedagogical interventions and the 
development of those skills address only basic necessities of education itself. 
Although, there are some necessities which are delimited in certain populations, they 
are not contemplated in scenarios as the ones proposed in the inclusive classroom. 

 
The main purpose of this project is to understand, discover, and learn about 

ninth graders’ collective thinking development through the cooperative interactive 
learning in an inclusive classroom. I argue that when using the cooperative 
interactive learning, collective thinking will emerge in inclusive classrooms. 

 
Problem Statement 
  

In Colombia, foreign languages are commonly perceived as just another 
subject. Therefore, there is a big focus on grammar and lexical topics to give certain 
contexts when learning. Nevertheless, methodologies are not actually implemented 
based on the students’ contexts because those materials and strategies are created 
under other concepts and understandings from cultures such as the United Kingdom 
or the United States. Many times students do not comprehend the context itself, 
especially if those realities are not appropriate inside the learning process (Spratt, 
2011). 

 
There are a lack of opportunities for sharing ideas among learners which 

causes a lack of cooperation to achieve goals because their decision making tends 
to be slanted. Moreover, this is more noticeable when looking at inclusive education 
because the social barriers seem to hide  the big impact generated by issues, such 
as disability. Thus, it is necessary to analyze the students’ response to the basis of 
the pedagogical inclusion, taking into account the main principles of the Cooperative 
Interactive learning. In this way, there is a possibility to see the development of 
collective thinking in the adolescents’ classroom. 
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Rationale 
 
This research intends to contribute in four different areas. First, it will look at the area 
of inclusive education, formulating and intervening a methodology that covers 
necessities without discriminating any social barrier. In addition, it contributes to 
public school education due to its reinforcement on the needs of retaking and 
contemplating students’ perception when working on inclusive education. Finally, in 
relation to the TEFL community, it shows the importance of understanding the 
students’ necessities inside inclusion, generating different points of view about 
teaching. 
 
Research Question 
 

How does ninth graders’ collective thinking emerge when they are engaged in 
cooperative interactive learning in an inclusive classroom? 
 
General Research Objective 

 
To analyze the students’ collective thinking development, when being engaged 

to cooperative interactive learning. 
 
Specific Research Objectives 

 
To identify the collective thinking features through cooperative interactive 

learning. 
To become aware of the advantages of cooperative interactive learning in an 

inclusive classroom. 
To characterize the Inclusive students’ collective thinking development.  
To explore the Inclusive classroom features through cooperative learning. 

 
 

Literature Review 
 

This section presents and illustrates the theory-based literature and research-
based literature that form the basis of this research project. 

  
It first looks at the idea of a collective conscience. It then highlights the 

construct of the inclusive classroom, which is based on the pedagogical inclusion 
approach, using it to understand the population and dealing with the needs to 
propose the methodological design. Finally, it addresses the construct of the 
cooperative interactive learning, as a classroom organizer strategy focused on the 



 

48 

 

 48 

learner-learner interaction, aiming at dialogic feedback between students and 
teacher. 

 
Collective Thinking  
 

This concept is defined by Isaacs (2000) as a social base from which comes 
the dialogue and the inquiry. It also represents the way in which people negotiate to 
show perspectives about their own context. In this concept, the inquiry is meaningful 
because it explores how people tackle and search for answers about certain issues. 
In addition, agreements are part of the dialogue through feedback, where knowledge 
is actually constructed. 

 
Bohn (1996) illustrates some basic principles for dialogue that arise from 

collective thinking and show the incidence and meaningfulness of the “collective” as 
the mean of communication. So first, we have participation, where the agents are 
involved and invited to talk about building together. In this point, the thoughts pass 
from abstraction to actual life. Secondly, coherence showsthe importance of 
accuracy among intentions and answer. This is mostly highlighted in arguments or 
discussion where emotions cannot overlook the main points. Thirdly, Bohn looks at 
proprioception, understanding that we can put the thought in the correct order to 
make a logic pattern to be expressed. Finally, he explores enfoldment, which lets the 
thought improve through the expression and perception, posing that they do not get 
lost after being socialized, but they are transformed with speeches. 

 
From these two ideas, Jones (2007) recognizes the impact that the collective 

has on the development of ideas and meanings. Based on it, meaning and the ideas 
are commonly agreed and they become symbolic to show what participants want to 
say or to argue in a community (following the perception of Weisbord & Janoff, 1995). 

 
Thus, for this project, collective thinking represents the first principle of 

speaking, and the base to understand how people can work together to show their 
perceptions about specific topics. It also takes into account the collective current, 
which implies the view of the context from the owners and participants. 

 
Cooperative Interactive Learning 
 

When talking about cooperative learning as a classroom strategy, Johnson & 
Johnson (1999), said that it is a transitory procedure used either for short - term 
interventions (such as lectures or tasks) or for complete learning processes, 
attending to elicit the group work organization. Cooperative learning is a useful tool 
to enhance students’ comprehension when focusing on a specific function.  
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On the other hand, Felder & Brent (2009) reloaded this strategical plan and 
established some important features to consider, for making more effective 
cooperation when achieving goals. The first stage they call is “positive 
independence”, where they understand that mistakes affect students and the rest of 
the team, creating a sense of responsibility for each individuals’ work. Additionally, 
they explore the “individual accountability” in each one’s job taking into account the 
divisions of tasks and individual roles for completing the whole assignment. Thirdly, 
the “face-to-face promotive interaction” understands the cooperation as a natural 
interactor among speakers, making them not only participants but active actors for 
the feedback process. Finally, they pose the self-assessment and co-assessment as 
tools for students to understand the group process and make accurate changes to 
afford the learning process among together. 

 
Learner-learner interactionplays a key role for this project, taking into account 

cooperative ‘interactive’ learning. Khadidja (2010) poses this as a process where 
students can develop “cognitive development, educational achievement and 
emerging social competences.” Hence, it supports the aim of generating new 
knowledge from people who share same characteristics and contexts for peer 
feedback. 

 
In conclusion, the cooperative interactive learning is a strategy that proposes 

delegating specific labors for every worker inside a group, in order to strengthen 
abilities and focus on improving interactions to achieving goals.  

 
Pedagogical Inclusion Approach 

 
The UNGEI (2010) contends that, “Inclusion requires responding to the 

diversity of needs among all learners” including some different aspects such as the 
active role in the process of learning, the understanding of the culture and the society 
they belong. Moreover, this produces the reduction of exclusion from education and 
within it. They also say that, “It involves changes in content, approaches, structures, 
and strategies, driven by a common vision that covers all children.” As a second 
point of view, the NHS (2010) argues that, “Inclusion is about positively striving to 
meet the needs of different people and taking deliberate action to create 
environments where everyone feels respected and able to achieve their full 
potential.” Thus, inclusion explores the students’ potentials and needs to be equal 
and meaningful for everyone. 

 
Moreover, according to Florian (2015), the Pedagogical Inclusion Approach, is 

not only a transformative approach to the students and the individual requirements 
on a class, but it is also the relative solution to the belief that the limitations are not 
accepted in a classroom. This thought allows students to create a strong identity 
beyond disabilities, limitations or barriers (p. 9-10). 
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This approach is a transformative view according to Harm’s (2016) who says 

that, “it advocates an approach whereby the teacher provides a range of options 
which are available to everybody” (p.134), and the system seems to be searching 
for integration, that as Harm aims, gets to the following characteristic: “the need of a 
“special students”, the benefits for those “special students” and the support of 
professionals and formal expertise.” This neglects what the inclusion really looks 
into.  

  
Methodological Design 

 
Research Design 
 
Type of study 
 

This research implements a qualitative paradigm using action research.   
According to Ferrance (2000), action research is a, “process in which participants 
examine their own educational practice systematically and carefully, using the 
techniques of research.” In this type of study development is essential and the results 
also effectively showcase students’ perceptions. This process of research is cyclical, 
incorporating a  procedural way to act in a class and collect data even from artifacts, 
as part of the students’ understanding. 

 
Data Collection Instruments 

 

Observations 

 
Annun (2017) argues that observations are a, “one of the very important 

methods for obtaining comprehensive data in qualitative research especially when a 
composite of both oral and visual data become vital to the research.” This 
observation field is meaningful to take into account the whole process of education 
from the view of the one who intervenes and examines it. Moreover, observations 
play a fundamental role in action research because of its improvement. 

 
Participant Observation 
 
Based on Annun (2017), observation can involve the researcher as part of the 

process, which in this case provides positive results, because as the teacher and 
implementer, the observer is vital part of the process, and has to do with the evolution 
of the procedures and implications. 

 
Likewise, he establishes it as a space where, “the researcher lives as a 

member of the subjects of the study while observing (…) by this approach the 
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researcher gets firsthand experience with informants” (p.4). Observations should 
come with patterns of triangulation, respecting and validating the objectivity of the 
teacher-researcher, and how the methods play out in the classroom.  

 
Interviews 

 
To get to the idea of interaction, the interviews are going to be the first entrance 

to evaluate from students’ perspective in different levels, so that this project is 
searching for Cooperative Learning as the learning methodology, but assessing the 
collective conscience. Taking this into account, Annun (2017) explains that 
interviews are, “an interaction in which oral questions are posed by the interviewer 
to elicit oral response from the interviewee”. This statement fulfills the broad 
implication of the interview, as the instrument with biggest favoritism among the rest. 
This research will use two types of intervews: unstructured interviews, focus group 
interviews, and interview notes.  

 
Unstructured Interviews 

 
Unstructured interviews have been chosen in order to follow the path of the 

pedagogical change in the classroom. Moreover, Annun states that it is,“Less formal 
type in which although sets of questions may be used, the interviewer freely modifies 
the sequence of questions.” Based on this fact, this category will play the role of 
taking less formal information in order to mitigate the affective filter on students, 
enhancing the relative collection of main information without using formal 
installments and promoting student interaction. 

 
Focus Group Interview 

 
The second type of interview is the focus group, which is commonly used as a 

way to obtain quick information from specific quantities of students, trying to deal 
with broad necessities, and avoiding individual mistakes. Based on the ERT (2008), 
“A focus group is a group interview of approximately six to twelve people who share 
similar characteristics or common interests” (p.8).  Focus groups aim to obtain 
information collected by playing with the idea of the cooperative work. Students work 
and think together in order to learn and address certain questions.  

 
Schedule 
 

The optative schedule is going to be subedited by the school schedule and 
chronogram. It basically shows how the data collection instruments are going to be 
implemented, and tries to scheme how the implementation is planned taking into 
account the knowledge about the management of the institution. 
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Moreover, this chronogram lets the researcher organize the main times inside 
the research, and also understand how to use the data analysis instruments that will 
be used to develop the research. It also allows for the time to develop the material 
with the information that has been already collected by the group during the 
pedagogical practicum. 

 
Chart Number one. Time allocation Chronogram 

September 12th  Lesson Plan #1 First Unstructured Interview – Participant 
Observation 

September 21st Lesson Plan #2 First Interview Notes – Participant Observation 

September 26th Lesson Plan #3 First Focus Group Int. – Participant 
Observation 

October 5th  Lesson Plan #4 Second Unstructured Interview – Part. 
Observation 

October 10th Lesson Plan #5 Second Interview Notes – Participant 
Observation 

October 19th Lesson Plan #6 Second Focus Group Int. – Participant 
Observation 

November 2nd  Lesson Plan #7 Final Assessment – All the instruments 
available 

 
Unit of Analysis 
 

The selected unit of analysis for this project is going the development of the 
collective conscience, affirming that when students in an inclusive classroom are 
engaged in cooperative interactive learning, their collective conscience will emerge. 
This hypothesis rises from observing how students can create stronger ideas and 
arguments to debate when getting to agreements from different perceptions. Thus, 
through the use of cooperation as a mediator, their discussion can carry them to 
estate stronger ideas. 
 
Validity  
 

To ensure the valididty of this project, some different strategies have been 
chosen. First of all, the home teacher’s checking and feedback, using this strategy 
as a meaningful tool to have another objective view out of the researcher one. 
According to DeMonbrun, Finelli & Shekhar (2015), “the third-person point of view 
allows researchers to capture exactly what individuals say or do during the 
observation, offering a narrative of what has occurred.” Therefore, it is important to 
have a third-person perspective to make sure thatthe researcher attends to respect 
the natural flow of the class already aimed by the school professor. 
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Secondly, artifacts are going to show another point of validity because Talsma 
(2002) affirms that, “Artifacts are concrete representations of student’s emerging 
understanding and provide a product or result that can be assessed.” Due to this, 
we can understand that the collection of products from students show a perception 
of what students comprehend about social topics or issues. So, when working with 
taboo topics, they may give natural points of view based on the tasks without being 
segregated or forced. 

 
Finally, the triangulation of the instruments will work as well because according 

to Olsen (2004), triangulation “is often thought to help in validating the claims that 
might arise from an initial pilot study. The mixing of methodologies (…) is a more 
profound form of triangulation.” Moreover,  triangulation will make sure that the 
techniques or certain instruments cope and fit to make an accurate way to pick up 
different perspectives, such as the teacher’s observations, the students’ artifacts, 
and the interviews. 

 
 
 
 
 
 
 
 
 
 
 
 

Figure Number One. Triangulation of the instruments (Validity process). 
 
 
Reliability 
 

The reliability of this project primarily incorporates evaluation of the instruments 
through the use of rubrics, not only for the artifacts, but also for the diaries’ objectivity 
and the interviews’ focus. Moreover, according to Peersman (2014) it is meaningful 
to mix the instruments to make them more reliable through the evaluation, taking into 
account that, “a key reason for mixing methods is that it helps to overcome the 
weaknesses inherent in each method when used alone. It also increases the 
credibility of evaluation findings when information from different data sources 
converges.” Thus, those evaluations are going to strengthen the validity, making 
sure that the results are the same in different moments where this project would tend 
to be implemented, while the main factors, inclusive education and cooperation, 
persist.  

Teacher’s Observation 

Students’ Artifacts Project’s Interviews 
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Instructional Design 
Settings  

 
The following project will be carried out in the Southeastern zone of Bogota, 

called 20 de Julio, specifically on the Visual-Impaired-Inclusive School. A school 
from the capital district, which means it is a public institution, led by the Education 
Secretary of Bogota. Taking into account the socio-economic stratification of Bogota, 
this zone is categorized as stratum 1 o 2, which represents populations in low 
economical and vulnerable positions.The 20 de Julio neighborhoods is very well 
known as a dangerous zone. 
 
Participants 
 

The participants in this research project are 28 students from  9th grade, in 
which we can find a student with visual impairment; there are 13 male students and 
15 female students ranging from 15 to 17 years old.   

 
In the practicum, we could identify how this group is not open to working with 

others, and if they do, they just work with their close friends, something that instead 
of being a problem helps them to fulfill the tasks in a better way. However, something 
observed in the practicum was that some students are not willing to work, so they 
did other tasks that did not belong to the class itself, making the work harder for 
others, and creating barriers among them. 

 
Curriculum Platform 
 

Theory of Curriculum 
 
This vision takes into account two aspects to be constructed. First, it is based 

on the school’s mission, where they affirm the social impact projected on the 
students and its craving to change the education and the second one goes on the 
findings of authentic contexts to be socially applied. Macpherson (1993), highlights 
that Transformative Curriculum is a means to transform and co-create the language 
learning based on both students and  teachers, emphasizing students’ necessities.  

 
However, this process must be supported by an external path, taking into 

account that social aspects are meaningful when evolving collective conscience. In 
this way, societal curriculum, is incorporated which implicates society in establishing 
a curriculum on everything we learn, going a little bit further from the school curricula, 
but lets us think of the important of language and learning explained before (Cortés, 
1981, p.476).  
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Theory of Language 
 
Based on Tudor (2001), Language as Self-Reflection gets students to reflect 

on their personal actions. For example, students express their insights and intakes 
when participating in activities, providing feedback, and reflecting on their ideas in 
order to make them stronger. Besides, reflection addresses the humanistic part 
where, based on Tudor (2001), many factors such as feelings, social relationships, 
reason and self-highlighting qualities are immerse (p. 70). 

 
Theory of Learning 
 
This project incorporated experiential learning where students learn by directly 

participating in the activities and doing (Leaning by doing fact). This is the best fit 
because students learn when they have commitments in a classroom that let them 
exercise their own  knowledge in order to achieve goals (Tudor, 2001, p.79). 

 
From Tudor’s (2001) theories, the classroom tackles psychological 

perspectives, as it is a space that socializes students.  Students are the center of 
class discussions and also work together to construct a classroom environment, that 
must be monitored by a facilitator (p. 119-125). In this vision, we could observe how 
students are actually the ones who build the role of the classroom, and when working 
in small groups, they create different perspectives of autonomy and socialization. 

 
Innovative Pedagogical Intervention 
 

Pedagogical Inclusion Approach 
 
This research uses a pedagogical inclusion approach. Based on Florian (2015), 

it is not only transformative for students and individual requirements in a class, but it 
is also the relative solution to the generalized post-modern belief. Here, the 
limitations are not accepted in a classroom, or the fact that teachers must follow a 
certain path to have the ability to learn. According to that, it receives different 
methodologies to learn a discipline, and it aims to enhance participation and critical 
points of view when talking about topics such as values or personal beliefs with the 
idea of allowing students to create a strong identity, which goes beyond disabilities, 
limitations or barriers (p. 9-10). 
 
Methodology 
 

For the methodological classes design, this project took into account a holistic 
view that emerges from the strong need of the approach to contemplate the students’ 
contexts, needs and interests towards the society and the language. So, task-based 
and context-based methods were used to design the syllabus In this way, learning 
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is based on developing tasks based on certain contexts in order to promote a 
collective conscience through the engagement of cooperative learning. Therefore, 
each methodology gives an eclectic view which is mixed in order to create a syllabus 
focused on them, and also developed as a way to ease their necessities’ 
understanding. 

 
Firstly, task-based methods let us perceive two main factors taken into account 

here (Ellis 2009). To start, this  structure (pre-task, main task and post task) 
facilitates the process of organizing a class. Additionally, communicative tasks have 
a strong weight on students’ understanding of the language as interactive. In 
addition, task-based methods provide four keys that are meaningful to understand 
how the method itself works and generates the change that this innovative 
pedagogical intervention attempts. With this method, students must first understand 
the meanings, which must be linked to the second step, where the need of a gap is 
basic. Then, students must “rely on their own resources to develop the activity” 
clarifying that they can be linguistic or not. At last, the outcome shown, which is 
accurate further that linguistic if the steps are well developed and followed (Ellis 
2009, p.3).  

 
Secondly, context-based methods provide experiential learning and take into 
account the approach they can have with the nature and the chemist they manage 
Trimmer (2009). This method ensures the provision of a structure based on learning 
by developing tasks in certain contexts. In this project, students will be immersed in 
activities related to the context of the topic, not only showing background knowledge, 
but also understanding where to use the language, especially when working in 
groups. The main task in which studentsevelop something, will be task divided in 
parts for them to choose where to begin. Lastly, there will be a closing activity in 
which student groups show their position towards the different contexts. 

 
References 

 
Agudelo, M. (2016) How can Cooperative Learning lead EFL Sixth Graders to use 

English Orally? Universidad de Antioquia. Retrieved from: 
http://aprendeenlinea.udea.edu.co/boa/contenidos.php/0f34ac720b899ca9
35aa025a4d876a17/1272/1/contenido/ 

Annun, G. (2017)- Research Instruments for Data Collection. KNUT org 
Compilation. Retrieved from: 
http://campus.educadium.com/newmediart/file.php/137/Thesis_Repository/
recds/assets/TWs/UgradResearch/ThesisWrit4all/files/notes/resInstr.pdf 

Barnlund, D. (1970) Language Behavior: a book of readings in Communication. 
Retrieved from: 
https://www.degruyter.com/downloadpdf/books/9783110878752/97831108
78752.fm/9783110878752.fm.pdf#page=45  

http://aprendeenlinea.udea.edu.co/boa/contenidos.php/0f34ac720b899ca935aa025a4d876a17/1272/1/contenido/
http://aprendeenlinea.udea.edu.co/boa/contenidos.php/0f34ac720b899ca935aa025a4d876a17/1272/1/contenido/
http://campus.educadium.com/newmediart/file.php/137/Thesis_Repository/recds/assets/TWs/UgradResearch/ThesisWrit4all/files/notes/resInstr.pdf
http://campus.educadium.com/newmediart/file.php/137/Thesis_Repository/recds/assets/TWs/UgradResearch/ThesisWrit4all/files/notes/resInstr.pdf
https://www.degruyter.com/downloadpdf/books/9783110878752/9783110878752.fm/9783110878752.fm.pdf#page=45
https://www.degruyter.com/downloadpdf/books/9783110878752/9783110878752.fm/9783110878752.fm.pdf#page=45


 

57 

 

 57 

Borgia, E. & Schuler, D. (1996) Action Research in Early Childhood Education. 
ERIC Digests. Retrieved from:http://www.wou.edu/~girodm/library/ch9.pdf 

Castillo, C., Insuasty, E. & Jaime, M. (2016) The Impact of Authentic Materials and 
Tasks on Students’ Communicative Competence at a Colombian 
Language School. Universidad Surcolombiana, Neiva, Colombia. 
Retrieved from: http://www.scielo.org.co/pdf/prf/v19n1/v19n1a06.pdf 

Cortés, C. (1979) The Societal Curriculum and the School Curriculum: Allies or 
Antagonists? Retrieved from: 
http://www.ascd.org/ASCD/pdf/journals/ed_lead/el_197904_cortes.pdf  

ERT (2008). Data Collection Methods for Program Evaluations. Retrieved from: 
https://www.cdc.gov/healthyyouth/evaluation/pdf/brief13.pdf 

Felder, R. & Brent, R (2009) Effective Strategies for Cooperative Learning.North 
Carolina State University. Retrieved from: 

Ferrance, E. (2000) Action Research. Northeast and Islands Regional Educational 
Laboratory At Brown University. Retrieved from: 
https://www.brown.edu/academics/education-
alliance/sites/brown.edu.academics.education-
alliance/files/publications/act_research.pdf 

Florian, L. & Black, K. (2011). Exploring inclusive pedagogy.  British Educational 
Research Journal Vol. 37, No.5. Retrieved from: 
http://url.csuchico.edu/celt/Faculty_Learning_Communities%20/New_Facul
ty_Pedagogy_FLC/Exploring_Inclusive_Pedagogy.pdf 

Florian, L. (2015) Inclusive Pedagogy: A transformative approach to individual 
differences but can it help reduce educational inequalities? Scottish 
Educational Review 47(1), 5-14. Retrieved from: 
http://www.scotedreview.org.uk/media/scottish-educational-
review/articles/2015/2015_47-1_May_03_Florian.pdf 

Gómez, L. F. (2014). Relational teaching: A way to foster EFL learners’ 
intercultural communicative competence through literary short stories. 
Colombian Applied Linguistics Journal, 16(2), 135-150. Retrieved from: 
http://www.scielo.org.co/pdf/calj/v16n2/v16n2a02.pdf 

Hamed, M. (2012). Classroom Interaction in Second Language Teaching and 
Learning in the Vocational Education Development Centre (VEDC). The 
British University of Dubai. Retrieved from: 
https://bspace.buid.ac.ae/bitstream/1234/181/1/90031.pdf 

Harman, B. (2016) Inclusion / Integration Is There a Difference? Retrieved from: 
http://cdss.ca/wp-content/uploads/2016/06/CDSS-integration-vs-
inclusion.pdf 
http://www4.ncsu.edu/unity/lockers/users/f/felder/public/Papers/CLStrategi
es(JCCCT).pdf 

Isaacs, W, (2000). Taking flight: Dialogue, Collective thinking and Organizational 
learning. Michigan Institute of Technology. Retrieved from: 

http://www.wou.edu/~girodm/library/ch9.pdf
http://www.scielo.org.co/pdf/prf/v19n1/v19n1a06.pdf
http://www.ascd.org/ASCD/pdf/journals/ed_lead/el_197904_cortes.pdf
https://www.cdc.gov/healthyyouth/evaluation/pdf/brief13.pdf
https://www.brown.edu/academics/education-alliance/sites/brown.edu.academics.education-alliance/files/publications/act_research.pdf
https://www.brown.edu/academics/education-alliance/sites/brown.edu.academics.education-alliance/files/publications/act_research.pdf
https://www.brown.edu/academics/education-alliance/sites/brown.edu.academics.education-alliance/files/publications/act_research.pdf
http://url.csuchico.edu/celt/Faculty_Learning_Communities%20/New_Faculty_Pedagogy_FLC/Exploring_Inclusive_Pedagogy.pdf
http://url.csuchico.edu/celt/Faculty_Learning_Communities%20/New_Faculty_Pedagogy_FLC/Exploring_Inclusive_Pedagogy.pdf
http://www.scotedreview.org.uk/media/scottish-educational-review/articles/2015/2015_47-1_May_03_Florian.pdf
http://www.scotedreview.org.uk/media/scottish-educational-review/articles/2015/2015_47-1_May_03_Florian.pdf
http://www.scielo.org.co/pdf/calj/v16n2/v16n2a02.pdf
https://bspace.buid.ac.ae/bitstream/1234/181/1/90031.pdf
http://cdss.ca/wp-content/uploads/2016/06/CDSS-integration-vs-inclusion.pdf
http://cdss.ca/wp-content/uploads/2016/06/CDSS-integration-vs-inclusion.pdf
http://www4.ncsu.edu/unity/lockers/users/f/felder/public/Papers/CLStrategies(JCCCT).pdf
http://www4.ncsu.edu/unity/lockers/users/f/felder/public/Papers/CLStrategies(JCCCT).pdf


 

58 

 

 58 

http://wayra.nl/wp-content/uploads/2012/07/Dialogue-Collective-Thinking-
and-Org-Learning_WilliamIsaacs_MIT_1993.pdf 

Johnson, D. & Johnson, R. (1999) Making Cooperative Learning Work Lawrence 
Erlbaum Associates (Taylor & Francis Group). Retrieved from:  

Jones, A. (2007). 'Speaking together': Applying the principles and practice of 
dialogue. Retrieved from: 
http://www.spaceforlearning.com/docs/Speaking%20Together%20-
%20Alison%20Jones%20Sep%2007.pdf 

Khadidja, K. (2010) The effect of classroom interaction on developing the learner’s 
speaking skill” people‟s democratic republic of algeria ministry of higher 
education and scientific research mentouri university-constantine. 
Retrieved from: http://bu.umc.edu.dz/theses/anglais/KOU1159.pdf 

Kim, G. (2011). Developing Communicative Competence with authentic Materials 
for EFL Korean High School Student. University of Oregon. Retrieved from: 
http://linguistics.uoregon.edu/wp-content/uploads/2015/08/Kim-Gyeonghui-
Aug-11.pdf 

Krashen, S. (1987) Principles and Practice in Second Language Acquisition. 
University of Southern California. Retrieved from: 
http://www.sdkrashen.com/content/books/principles_and_practice.pdf 

Lemos, N. (2010) Cooperative Learning-based Strategies to Foster Speaking 
Confidence through the Participation in an Online Radio Show. 
Universidad de la Sabana. Retrieved from: 
http://intellectum.unisabana.edu.co/bitstream/handle/10818/5188/129948.p
df?sequence=1 

Némedi, D. (1995) Collective consciousness, morphology, and collective 
representations.  Pacific Sociological Association Journal Vol. 38, No. 1, 
pp. 41-56. Retrieved from: 
https://moodle.csun.edu/pluginfile.php/4535696/mod_resource/content/1/D
._Nemedi_-
_Collective_Consciousness_Morphology_and_Collective_Representations
_-_Durkheim_s_Sociology_ofKnowledge_1894-1900.pdf  

NHS (2015) Diversity and inclusion: What’s it about and why is it important for 
public involvement in research? National Institute for Health Research. 
Retrieved on May 18th 2017 
from:http://www.invo.org.uk/wpcontent/uploads/2012/10/INVOLVEDiversity
andInclusionOct2012.pdf 

Peña, M & Onatra, A. (2009) Promoting Oral Production through the Task-Based 
Learning Approach: A Study in a Public Secondary School in Colombia. 
Universidad Nacional de Colombia. Retrieved from: 
http://www.scielo.org.co/pdf/prf/v11n2/v11n2a02.pdf 

Prieto, C. (2016) Improving Eleventh Graders’ Oral Production in English Class 
through Cooperative Learning Strategies. Universidad Nacional de 

http://wayra.nl/wp-content/uploads/2012/07/Dialogue-Collective-Thinking-and-Org-Learning_WilliamIsaacs_MIT_1993.pdf
http://wayra.nl/wp-content/uploads/2012/07/Dialogue-Collective-Thinking-and-Org-Learning_WilliamIsaacs_MIT_1993.pdf
http://www.spaceforlearning.com/docs/Speaking%20Together%20-%20Alison%20Jones%20Sep%2007.pdf
http://www.spaceforlearning.com/docs/Speaking%20Together%20-%20Alison%20Jones%20Sep%2007.pdf
http://bu.umc.edu.dz/theses/anglais/KOU1159.pdf
http://linguistics.uoregon.edu/wp-content/uploads/2015/08/Kim-Gyeonghui-Aug-11.pdf
http://linguistics.uoregon.edu/wp-content/uploads/2015/08/Kim-Gyeonghui-Aug-11.pdf
http://www.sdkrashen.com/content/books/principles_and_practice.pdf
http://intellectum.unisabana.edu.co/bitstream/handle/10818/5188/129948.pdf?sequence=1
http://intellectum.unisabana.edu.co/bitstream/handle/10818/5188/129948.pdf?sequence=1
https://moodle.csun.edu/pluginfile.php/4535696/mod_resource/content/1/D._Nemedi_-_Collective_Consciousness_Morphology_and_Collective_Representations_-_Durkheim_s_Sociology_ofKnowledge_1894-1900.pdf
https://moodle.csun.edu/pluginfile.php/4535696/mod_resource/content/1/D._Nemedi_-_Collective_Consciousness_Morphology_and_Collective_Representations_-_Durkheim_s_Sociology_ofKnowledge_1894-1900.pdf
https://moodle.csun.edu/pluginfile.php/4535696/mod_resource/content/1/D._Nemedi_-_Collective_Consciousness_Morphology_and_Collective_Representations_-_Durkheim_s_Sociology_ofKnowledge_1894-1900.pdf
https://moodle.csun.edu/pluginfile.php/4535696/mod_resource/content/1/D._Nemedi_-_Collective_Consciousness_Morphology_and_Collective_Representations_-_Durkheim_s_Sociology_ofKnowledge_1894-1900.pdf
http://www.invo.org.uk/wpcontent/uploads/2012/10/INVOLVEDiversityandInclusionOct2012.pdf
http://www.invo.org.uk/wpcontent/uploads/2012/10/INVOLVEDiversityandInclusionOct2012.pdf
http://www.scielo.org.co/pdf/prf/v11n2/v11n2a02.pdf


 

59 

 

 59 

Colombia & Colegio de Bachillerato Patria. Retrieved from: 
http://www.scielo.org.co/pdf/prf/n8/n8a06.pdf 

RAND (2009). Data Collection Methods. Training Manual from the National 
Defense Research Institute. Retrieved from: 
http://www.rand.org/content/dam/rand/pubs/technical_reports/2009/RAND_
TR718.pdf 

Reyes Baquero, M., Sánchez Abril, N., Sánchez Luque, M. & Soto Cabezas, I. 
(2011). Cooperative learning: a meaningful way to learn English. 
Universidad de la Salle. Retrieved from:  

Rivers, W. (1987) Interactive Language Teaching. New York Cambridge University 
Press. Retrieved from: http://www1.udel.edu/eli/educ647/rivers/Rivers1.pdf 

Saeed, K. et all (2016). The Role of Learner-Learner Interaction in the 
Development of Speaking Skills. Theory and Practice in Language Studies, 
Vol. 6, No. 2, pp. 235-241. Retrieved from: 
https://www.researchgate.net/profile/Karwan_Mustafa2/publication/294733
059_The_Role_of_Learnerlearner_Interaction_in_the_Development_of_Sp
eaking_Skills/links/56c858b208ae96cdd06b9d55.pdf 

Spratt, J. & Florian, L. (2013) Applying the principles of inclusive pedagogy in initial 
teacher education: from university based course to classroom action. 
Revista de Investigación en Educación, nº 11 (3). Retrieved from: 
http://reined.webs.uvigo.es/ojs/index.php/reined/article/viewFile/739/306 

Tomlinson, B. & Masuhara, H (2006). Materials Development in Language 
teaching. Cambridge University Press. Retrieved from: 
http://www.andrewlittlejohn.net/website/docs/Littlejohn%20Analysis%20of
%20Language%20teaching%20materials.pdf 

Tripp, D. (2005) Action Research: A methodological Introduction. University of 
Murdoch, in Australia. Retrieved from: 
http://www.scielo.br/pdf/ep/v31n3/en_a09v31n3.pdf 

Tudor, I. (2001). The Dynamics of the language Classroom. Cambridge University 
Press, Cambridge. 

UNGEI (2010) Equity and Inclusion in Education: A guide to support education 
sector plan preparation, revision, and appraisal. Retrieved from: 
https://www.unicef.org/education/files/Equity_and_Inclusion_Guide.pdf 

 
 
 
 
 
 

 

 

http://www.scielo.org.co/pdf/prf/n8/n8a06.pdf
http://www.rand.org/content/dam/rand/pubs/technical_reports/2009/RAND_TR718.pdf
http://www.rand.org/content/dam/rand/pubs/technical_reports/2009/RAND_TR718.pdf
http://www1.udel.edu/eli/educ647/rivers/Rivers1.pdf
https://www.researchgate.net/profile/Karwan_Mustafa2/publication/294733059_The_Role_of_Learnerlearner_Interaction_in_the_Development_of_Speaking_Skills/links/56c858b208ae96cdd06b9d55.pdf
https://www.researchgate.net/profile/Karwan_Mustafa2/publication/294733059_The_Role_of_Learnerlearner_Interaction_in_the_Development_of_Speaking_Skills/links/56c858b208ae96cdd06b9d55.pdf
https://www.researchgate.net/profile/Karwan_Mustafa2/publication/294733059_The_Role_of_Learnerlearner_Interaction_in_the_Development_of_Speaking_Skills/links/56c858b208ae96cdd06b9d55.pdf
http://reined.webs.uvigo.es/ojs/index.php/reined/article/viewFile/739/306
http://www.andrewlittlejohn.net/website/docs/Littlejohn%20Analysis%20of%20Language%20teaching%20materials.pdf
http://www.andrewlittlejohn.net/website/docs/Littlejohn%20Analysis%20of%20Language%20teaching%20materials.pdf
http://www.scielo.br/pdf/ep/v31n3/en_a09v31n3.pdf
https://www.unicef.org/education/files/Equity_and_Inclusion_Guide.pdf


 

60 

 

 60 

SHAPING NARRATIVE WRITING SKILLS THROUGH READING AND 
CREATING PICTURE BOOKS 

Carolina Vargas Daza 
Universidad Pedagógica Nacional, Colombia 

 
 
INTRODUCTION  
 
Nowadays, many children from Colombia deal with problems of writing, not only in 
their native language but also in English, which is commonly taught as a foreign 
language. According to the Ministry of Education in Colombia, all students who are 
in 4th and 5th grade should be able to do the following: write about topics of their 
interest; make simple descriptions and narrations based on a sequence of images; 
describe general characteristics about people they are acquainted to; link phrases 
and sentences using connectors; create short stories expressing their own feelings 
and preferences; use accurate structures and grammatical patterns of language;  
double-check the spelling of common words, and make up stories (MEN, 2006).  
 
Notwithstanding, students of these grades do not fulfill such writing standards; this 
has been a constant problem because they do not develop this ability in a proper 
way at school, and as a consequence they perform low in writing.  

 
1. THEORETICAL FRAMEWORK  

 
 Writing as an English skill 
  
Based on the increasing need of producing more complex and longer written 
discourses as well as raising awareness of EFL learners of developing writing skills 
in the mid 60’s, the current-traditional rhetoric approach was created using the 
principles of the controlled composition of language learning and Kaplan’s theory of 
contrastive rhetoric. However, this perspective can be problematic for the writer-
learner because of the unfamiliar and complex discourse patterns. Teacher 
guidance is necessary to help the students to create strategies to plan the structure 
of the text and find information to develop the ideas and topics as well as modify and 
reorganize them when checking the structure and grammar of the text. 
 
1.1. Narrative writing. 
 
 In order to narrate a story, the writer must be aware of a structured sequence to 
make clear the events that could be fictional or real and provide the story with 
coherent elaboration. In this way, “narrative writing relates a clear sequence of 
events that occurs over time. Both what happens and the order in which the events 
occur are communicated to the reader” (Alabama Department of Archives & History, 
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2009). Moreover, it is true that self-expression and creativity are the central focus of 
the narrative process in writing. Even though Schaefer (2001) agrees with placing 
the expressiveness of the writer in the forefront, she also states that teachers must 
lead students into developing critical skills for them to use the language to convey 
their ideas and viewpoints.  
 
Thus, this research proposes some steps to enhance students’ writing skills, using 
conventions of language to communicate meaning and learning and using strategies 
that will help write coherent stories with strong characters. 
 

1.2. Descriptions in narrations 
 

Description is a fundamental element in a text and goes beyond just describing the 
features or physical attributes of a person, animal or object. Thanks to this, attitudes, 
behaviors and internal characteristics of the characters in a story could be found.  
According to Murray and Hughes (2008), describing processes have place in all 
forms of academic documents: in scientific and technical writing, in research reports, 
in expository papers, and formal essays. Certainly, a well-written paper has to 
include descriptions because they allow readers to make rich images of what is 
intended to be exposed.  
 

1.3. Pictures books as a pedagogical tool 
 
 In order to delve in the pedagogical feature of the tool proposed in the present 
research project, it is necessary to mention what picture books and their 
characteristics are. Thus, Nikolajeva & Scott (2001) affirm that picture books “tend 
to be plot-oriented rather than character-oriented” (p.82), but this does not mean that 
characters in a story are irrelevant or that they do not display a distinct personality 
because picture books permit a different type of characterization where the pictures 
and the words can be complementary or contradictory.  
 

2. METHODOLOGY  
 

2.1. Research Paradigm 
 
 According to Denzin & Lincoln (2005), with qualitative research the observer 
faces the world through material practices that make the world visible and then 
transform it. This is represented using field notes, interviews, recordings, etc. In 
this way, “qualitative research involves an interpretive, naturalistic approach to 
the world” (p. 3), hence the researcher studies natural contexts in order to 
interpret a phenomenon. Therefore, the best way to measure every possible 
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variable in the classroom is by leading a qualitative research study because the 
focal point is making sense of the context wherein students face a learning 
problem and its impact. Above all, the objective of this research is to provide a 
strategy to overcome writing deficiencies by experiencing first-hand the relation 
between students and meaningful written compositions. Therefore, a qualitative 
research inquiry is essential  for this research.   

 

2.2. Type of research 
 
 The present research project is based on the principles of action research which 
is stated by Burns (2010) as the examination related to ideas of reflective practice 
and the teacher as a researcher. This involves a self-reflective, critical and 
systematic approach to exploring the teaching context, so the researcher can 
identify a teaching problem and work on an efficient and effective solution. Burns 
(2010)  highlights four steps to take when conducting a research project to 
pinpoint teaching problems in a classroom: planning, to “identify a problem or 
issue and develop a plan of action in order to bring about improvements in a 
specific area of the research context”; action, which “involves some deliberate 
interventions into your teaching situation that you put into action over an agreed 
period of time”; observation, when “observing systematically the effects of the 
action and documenting the context, action and opinions of those involved”; and 
reflection, to “reflect on, evaluate and describe the effects of the action in order 
to make sense of what has happened and to understand the issue (…) explored 
more clearly” (Burns, 2010, p. 8). 
 

3. RESULTS 
 

The present research aimed to further the writing processes of 5th grade students in 
the “Institución Educativa Distrital Colegio Técnico Domingo Faustino Sarmiento”, 
by creating personal pieces of work in the form of picture books that account for 
learning English as a foreign language. The data were analyzed using the grounded 
theory methodology because with the intention of easing the progression of the 
children in the handling of the language.  
  
In addition, the emic perspective seemed more fitting to answer the research 
question.  Freeman (1988) considers that “the emic, is the way those who are in the 
context make sense of [meaning]” (p. 72). Pike (1963) states that emic descriptions 
offer a perspective of the system which is standardized from the system itself; thus, 
these types of descriptions come from the primary source, the teacher-researcher. 
In this sense, the teacher is familiar with what transpires in the classroom that is 
refered to as the system.  
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3.1. Grounded Theory Methodology 
 
 According to Freeman, in a grounded analysis the researcher is discovering 
what may be in the data (p. 103). However, it is not enough to stick to what the 
data allegedly point out, but the researcher must take into consideration that 
“disassembling and reassembling are essential steps in this process of 
uncovering reasons and explanations” (Freeman, 1998, p. 103). Thus, it is 
interesting to note the relationship between the grounded paradigm and the 
usage of picture books as a strategy to approximate students to writing in a 
foreign language. This literary instrument allows the author to turn what is 
commonplace and ordinary for the reader into something atypical and out of the 
ordinary, which is evidenced in this methodology. Grounded theory aims  “(…)to 
make the regular appear new, to put a different frame around what is usual and 
taken for granted in every day teaching and learning, and thus to perceive and 
understand it in new ways” (Freeman, 1998, p. 103). 

 

3.2. Triangulation 
 
Taking into account that triangulation is the cornerstone of data analysis, it is 

important to understand that, “triangulation means including multiple sources of 
information or points of view on the phenomenon or question you are investigating” 
(Freeman, 1998, p. 96). However, it is not enough to ascribe to certain perspectives 
of what triangulation is, but also to choose a suitable type that befits the purpose of 
the present research; hence, the type of triangulation selected in this paper is data 
triangulation because it, “makes use of several sources of data” (Freeman, 1998, p. 
97), so in this case the sources are: field notes, surveys and artifacts.  

 
 Accordingly, the precise form to summarize all the information and steps taken 
in the methodology procedure (the previous section), the display stage will make 
it easier for the reader to understand the path walked by the researcher to support 
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the course of action to tackle the proposal of the present research. The following 
figure illustrates the findings thrown by the data analysis: 

 

 
 
This diagram illustrates the naming of the data through grounded codes because 
they are named as found in the data by the researcher; secondly, the assortment 
of the names (the information per se) in categories and subcategories accounts 
for the grouping; next is the finding relationships that is laid out in the type of 
diagram chosen and the length of the arrows that display the closeness of the 
relationships between the categories and the research question; finally, 
displaying that also involves the use of the diagram to integrate the data as a 
whole and give a specific view of the phenomena that are factor to the research.  
 
 

4. CONCLUSIONS  
The initial research process shows how these types of literary devices help 
students relate to the writing task and enrich their repertoire and grammar 
structures in English as a foreign language. Even though it was difficult for 
students to tell an event or a sequence of events systematically, there were 
several aspects that naturally came to the students’ usage of the language. 
Therefore, the final results were satisfactory as students evidenced a gradual 
upgrade in their writing performance.  
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This research looked at the writing process as the central axis of this research, 
so the expected impact of implementing picture books was accomplished as this 
had a positive and meaningful effect in students’ writing process in a foreign 
language. This contributed to the understanding of the written language in order 
to give students the opportunity to express their view of reality in a concrete form.  
 
As such, in order to characterize students’ understanding of the stories told in 
picture books this research worked on the development of specific stages that 
addressed  vocabulary and grammar structures exposed in reading aloud 
pictures books. At the end of every session students had to include the content 
knowledge into their own pieces of work. Similarly, to determine the influence of 
this (picture books) new genre of literature in fostering meaningful writing 
processes, the teacher-researcher measured the suitability of the tool selected 
for this research, which was positively accepted. It became the means for the 
children to materialize their ideas and to express their individuality through 
graphics and words meant to communicate. 
 
Finally, the teacher-researcher made use of different strategies to examine 
writing processes based on the creation of picture books, such as creating a 
correction-code (see annex #6) based on the emoji system used to express ideas 
or emotions . Another strategy was the use of drafts for students to polish up the 
final version of their own picture books; they had the possibility to modify the 
stories narrated as many times as they needed or until they felt satisfied with the 
development of their pieces of writing.    
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TEACHING PRACTICUM AS PROFESSIONAL DEVELOPMENT: EMOTIONS 
ARE PART OF THE PROCESS 
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Introduction 
 
Teaching must be a reflective process in order to improve and take advantage 

of daily situations that a teacher is dealing with. This process must start before being 
an in-service teacher; pre-service teachers must become reflective practitioners. 
Reflective practice refers to any instance where an individual thinks critically about 
an action, thought, or experience. This thinking then enables the increase of their 
self-awareness and professional competence (Epstein and Hundert 2002; Levine, 
Kern and Wright, 2008). In addition to having good results in teachers’ professional 
development, pre-service teachers need to implement reflective writing; which is 
looking back at something that has happened in order to show what you have 
learned (Waugh, 2015).  

 
Regarding the significant role teachers play in the field of language learning, 

their emotions and feelings have been the subject of many studies (Borg, Riding & 
Falzon, 1991; Chan, 2004; Swanson & Koonce, 1986). Emotions are an integral part 
of individuals’ social lives and classrooms are social places.  The teacher can call 
on the sociological understanding of emotions to guide the class through the learning 
process (Robert & Smith, 2002). However, this specific topic has not been studied 
enough concerning pre-service teachers’ professional development; this is important 
since they are building their identities as teachers and they need to recognize the 
important role of emotions in classrooms. Therefore, the aim of this article is to 
describe the range of emotions during the teaching practicum of Pre-service 
teachers from the Bachelor Degree program in English Language Teaching at 
Corporación Universitaria Minuto de Dios based on the analysis of their teaching 
journals. The results can be useful for pre-service teachers, teacher educators, and 
in-service teachers as direct beneficiaries and students as indirect beneficiaries.  

 
Taking into account these aspects, in a research project carried out by 

Corporación Universitaria Minuto de Dios (Hoyos & González, 2016) in which we 
were involved as part of the student research group, there was a specific finding 
which called our attention as preservice teachers. It was related to pre-service 
teachers’ emotions during the professional practicum.  Emotions are useful in 
educational contexts since we can manage (organize, plan, control) emotions to 
improve teaching and learning during classes,(irrespective of the schooling level) 
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(Goran, & Negoescu, 2015). 
  
Statement of the problem 
 

Professional practicum at Universidad Minuto de Dios are academic spaces 
where pre-service teachers can learn and grow up. Teachers reflect upon their own 
professional practicum through teaching journals, portfolios with lesson plans and 
the material they create to develop their lessons. However, the teaching journals 
written during the practicum did not demonstrate high levels of reflection. Taking into 
account that the educative model at UNIMINUTO promotes reflective processes, it 
was necessary to foster an open attitude during their teaching practicum toward 
reflection. Reflective journals were used to tackle such situations where pre-service 
teachers could have reflective writing and at the same time, reflect upon their 
professional practicums.  

 
However, pre-service teachers were not using those journals as tool to 

promote reflection. They were focusing on making a general description of their 
lessons, regarding mythologies, implementation of activities, and the most common 
aspects were feelings pre-service teachers had caused by all those aspects. That is 
why there was proposed a research project which aimed to improve reflective 
processes of pre-service teachers 
 
Theoretical framework 
 

Reflective practicum and its importance in teaching development 
 

As McGregor & Cartwright (2011) said, teachers can improve their teaching 
effectiveness through their daily work. Future teachers must develop reflective 
processes from the first experiences in the classroom, and they must recognize the 
positive consequences of reflection in their jobs. In that sense, to achieve this 
development of reflective teachers it is necessary to offer strategies to allow the 
development of reflective attitudes for teachers’ professional practicum to support 
and guide the process. Therefore, constructive thinking is important to promote 
reflections of teachers upon their teaching work and, to have significant reflections 
and critical thinking during the teaching training.  

 
Castellanos & Yaya (2013) showed the importance of training reflective 

practitioners to connect their pedagogical knowledge and their teaching practicum 
experiences to build up their own knowledge based on their realities. Moreover, 
through the orientation of the reflective practicum the perception of the reflective 
teaching on the practitioners could be enriched (Insuasty & Zambrano, 2010). Those 
results motivated English pre-service teachers’ reflective processes at UNIMINUTO 
and how to build up knowledge from their observations and reflections.  
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Methodology 
 

This research incorporated a qualitative model using grounded theory to 
analyze the different aspects of the phenomenon building a theory upon the 
conceptions of practitioners in their classrooms during their professional practicum.  
Data analysis was done through an open coding line-by-line making an identification 
of concepts in the reflective journals. Then, different categories were made taking 
into account other information through an axial coding. Finally, the data was 
analyzed through selective coding.  For this stage, the reflective journals from 5 pre-
service teachers between 2014 and 2016 were selected. 
 
Findings 
 

After the initial analysis it was evident that reflective journals have a high 
description of events related to different aspects in their professional practicum 
showing their levels of reflection of description (Level 1), and description with brief 
explanations (Level 2). All of the reflective journals show high levels of reflection.  All 
of the reflective journals show high levels of reflection with a detailed description of 
events and their analysis. Also there was a comparison with approaches in the field. 
Regarding pre-service teachers’ emotions, in the reflective journals there was 
evidence of pedagogical and methodological aspects. However, this document will 
focus on the affective aspects mentioned by pre-service teachers.   
 

Affective aspects during pre-service teachers’ practicum 
 
Within the reflective teaching journals, pre-service teachers expressed their 

feelings and reactions during the whole learning process in the professional 
practicum. The beginning of the process highlighted feelings such as uncertainty 
regarding the classes, and doubts related to the appropriateness of reactions as 
teachers. Also, there was evidenced nervousness during their first classes and 
observations from their mentors. This is an example of how pre-service teachers 
expressed their doubts and nervousness in his/her first class: 

 
“When I arrived to the school, the full teacher and my partner were delayed, 
so I was really nervous because I did not know how to start my lesson, despite 
of having a good lesson plan done. Student teacher (ST) 04 Teaching journal 
(TJ) 01”. 

 
Gradually, those reactions turned from negative to positive depending on the 
success of activities in the classroom. As shown in this quotation from a journal: 
 

“In this lesson plan, most of the things turned out as expected, and this 
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made me happier than the previous class.”  (ST 04, TJ 07) 
 

Pre-service teachers are developing their pedagogical and didactic skills which 
improves students’ participation, subsequently boosting the pre-service teachers’ 
confidence in themselves; this is noticeable as their their reflections became more 
optimistic, acknowledging the aspects they had improved.  
 
Negative emotions 
 

As it has been explained in other studies, it is assumed that negative emotions 
exert negative effects; it corresponds to negative activating emotions according to 
the social-cognitive model introduced by Pekrun, Frenzel, Goetz, and Perry (2007).  
Below are some some of the categories found for negative emotions.  

 
1. Frustration 

a. Frustration caused by Ss (Students) attitudes and/or behaviors 
I. Feeling frustrated because it was the first time where Ss did not 

have a good behavior and the use of attention grabbers did not 
help either. 

II. Feeling frustrated because Ss were not motivated to speak in 
English. 

III. Feeling frustrated. 
 

b. Frustration and disappointment caused by own performance in 
teaching 
I. Feeling disappointed because of Ss comments and preference for                         

other ST (Student-Teacher or pre-service teacher) 
II. Feeling frustrated for not completing lesson plan 

III. Frustration not managing class because of health 
IV. Frustration when not achieving objectives 

 
2. Insecurity and nervousness  

a. Feeling nervous about the responsibility to be in charge of 26 kids 
b. Feeling worried because Ss didn't understand the instructions given 
c. Nervousness 

 
3. Anger  

a. Feelings: anger because of Ss attitudes 
b. Teacher feels angry because for problems of disinformation 
c. Feelings: Upset about lesson outcomes 

 
4. Stress caused by Ss behavior 

a. ST feels stressed out because of the misbehavior of SS 
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Positive emotions 

 
On the other hand, there were some moments that indicated positive emotions.   
 
1. Confidence  

a.  ST feels confident with her class 
b. Developing more confidence 

 
2. Satisfaction caused by ss… 

a. Feeling good because of good behavior of Ss too 
b. Feeling good because Ss were motivated and participated in the class 
c. ST feels her class was successful because Ss had a good aptitude and 

seemed motivated 
d. Feeling good because the Ss understood the topic 
e. Enjoyment and engagement of ss generates good feelings in ST 
f. Feeling satisfied because Ss learnt the topic proposed, even with the 

misbehavior problems 
g. Feeling happy because the aim about Ss knowing the difference 

between irregular and regular verbs was achieved 
h. Feeling happy for getting the goal of the lesson 
i. Feeling satisfied and happy because Ss learnt to work in pairs 

 
3. Classroom management 

a. Classroom management 
b. ST feels good because of her confidence and that she was able to 

control Ss behavior 
 

4. Bonding with Ss and being valued by Ss 
a. Feeling valued as a teacher by ss. 

 
 
Conclusions 

It is evident that emotions hold a significant weight in the teaching-learning 
process. They must be programmed in all the didactic moments of the course and 
deliberately induced in practice. (Goran, & Negoescu, 2015). It means that teachers 
(in service or pre-service) must know how to deal with emotions inside the classroom 
to have a more effective learning process. To support this, other emotional research 
projects have pushed for strengthening the expression of emotional competency of 
pre-service teachers. In teacher education, more attention should be devoted to 
emotional students’ self-education and realization of pedagogical competencies of 
personality (self-) development during teaching practice. (Lasauskiene, & 
Rauduvaite, 2015). Therefore, we should be careful with the emotions presented 
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during the teaching practicum, as they not only affect pre-service teacher, but also 
their students and environment. Moreover, the way emotions are managed makes a 
significant change on teaching development. In this way, it is important to consider 
the impact of emotions in the first stage of pre-service teachers’ practicum since pre-
service teachers can share their experiences and enhance their teaching 
practicum.   
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VOICES FROM THE FIELD: A SYSTEMATIZATION OF EXPERIENCES FROM 
THE SPECIALIST PROGRAM IN BILINGUAL EDUCATION 

 
Josephine Ann Taylor 

Institución Universitaria Colombo Americana – ÚNICA 
 
 

Introduction 
 

 Teacher research is unique in its power to provide insights into classroom and 
school realities from the ground up, often by participant insider-researchers rather 
than more “objective” outsiders. These insider perspectives are valuable because of 
their ability to describe in rich detail the contexts of educational processes, and their 
actors and stakeholders, with a keen eye to these realities and perspectives that 
only the participant researcher is fully able to completely understand. The drawback 
of teacher research is that most teachers do not have time or training to make 
research a part of their professional lives. Further, if teachers do conduct and 
document their inquiry, this remains largely unpublished.  
 
 Still, there are many endeavors and initiatives to encourage teacher research. 
Communities of practice, other networks, as well as teaching conferences provide 
places where teachers can share their work, and sometimes these proceedings are 
indeed published. Many teachers learn to research formally for the first time in post-
graduate programs, for example Master’s and Specialist programs, and these final 
research projects and theses are available, published and unpublished on the 
Internet. By reading these studies, teachers’ unique perspectives are clear as well 
as their dedication and initiative to address challenges in a proactive way. The 
Specialist Program in Bilingual Education of the Institución Universitaria Colombo 
Americana, ÚNICA is one such program and provides teachers in and around 
Bogotá the opportunity to complete a final research project on a topic of their own 
choosing.  
 
 The present study began as an editorial project to publish selected studies 
from the Specialist Program in a series of four collections, or volumes. In this way, 
our community has the opportunity to become familiar with local research within 
several areas of inquiry: inclusion, English language teaching and bilingualism 
programs in development, and metacognition, critical thinking and learning 
strategies. However, beyond the publication of the studies, it is also possible to 
analyze the work via a systematization of experiences, a research technique well 
suited to education as it invites us to document research activity by teacher-
researchers that may or may not be previously published.  
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 In this case of this study, the systematization of the studies in the volumes 
published so far allows for the identification of key findings within particular research 
subject areas, and also beyond these areas. Particularly, in this case it was possible 
to identify both subject-specific as well as subject-neutral findings, which seem to be 
present in many if not all the studies, and which could possibly be generalized to 
education more broadly. This, in turn, may provide the basis for the emergence of 
key generalizable findings and for the building of theory, which can in turn contribute 
to decisions at the macro administrative level of schools, and even to the level of 
educational policy.   

 
Theoretical Framework 

 
The systematization of experiences is a research method, which along with 

meta-analysis, offers a way to arrive at broad conclusions based on the study of 
other published and unpublished studies. Cohen, Manion & Morrison (2007) 
describe meta-analysis as the “bringing together [of] different studies to provide 
evidence to inform policy-making and planning” (p. 290). Further, that “meta-analysis 
is, simply, the analysis of other analyses. It involves aggregating and combining the 
results of comparable studies into a coherent account to discover main effects. This 
is often done statistically, though qualitative analysis is also advocated” (p. 291). 
Meta-analysis is beneficial as a way to systematize research by teacher-researchers 
and students, research which may otherwise remain unknown and often 
unpublished. Meta-analysis can feature “small-scale research conducted by 
individual students and lecturers valuable since meta-analysis provides a way of 
coordinating results drawn from many studies without having to coordinate the 
studies themselves” (p. 291).  

 
Meta-analysis generally focuses on studies with similar variables and implies 

a rigorous selection process in order to ensure validity and generalizability of the 
findings from disparate contexts albeit with identical variables. The present project 
may not comply with the rigorous design specifications of meta-analysis as most of 
the studies in the collection are exploratory, descriptive studies without rigid, pre-
defined variables as such. Nevertheless, a less rigorous perhaps but equally strong 
rationale for studying studies is provided by systematization of experiences as a 
research design category. This constitutes a less well-known but more apt 
description of the present project. In this case, the purpose of the research is to go 
beyond simple description of a range of comparable experiences, and to interpret 
the data, and allow for complex interpretations and analysis of the practice. “Thus, 
systematization implies, in addition to the process of identification, collection, 
organization and processing of information, the description and explanation of the 
conditions” (Pérez Abril, Barrios Martínez, & Zuluaga, n.d., p. 1). Further, this 
systematization allows for the construction of new knowledge through the critical 
reflection of the experiences studied (Gordon de Isaacs, 2010).  
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To this extent, the collection of studies in this project, because of their 
similarity in design, context, and variables even, constitute a rich source of data for 
the identification of common trends within and across contexts that can shed light on 
key actors and stakeholders in educational processes locally. These conclusions 
may then be generalized across contexts and extended beyond the specific 
geographical region of Bogotá to other regions in Colombia, indeed to other 
countries with similar conditions.  

 
Not only is it possible to analyze and synthesize the experiences in the data 

set. Indeed, each of the studies included in the present analysis reports, in addition 
to its own findings, a theoretical framework and review of the relevant literature. The 
analysis hence incorporates not only an analysis and interpretation of the findings of 
each study, but the comparison and contextualization of these findings in light of the 
theory and research reviewed. As a result, the findings carry the weight of 
generalizability to the extent that they inform the existing literature on the topic, and 
at times go beyond to shed light on previous under-researched variables.   

 
Methodology 

Research Design 
 
 The design for this study is a systematization of experiences, with aspirations 
towards meta-analysis. Meta-analysis demands rigorous control in terms of the 
selection of the studies to make up the data set, usually according to pre-established 
variables. In the present study, variables are not consistent, indeed the research 
types are also varied. Nevertheless, all the studies in the present data set are set 
squarely in the qualitative paradigm. Most of the studies seek to understand and 
describe existing realities. Others aim to understand the effects of specific realities, 
and a few are classic action research designs, as seen in Figure 1. 
  

 
Figure 1. Types of research 

 

Types of Research

Exploratory /
descriptive
studies

Action research

Small scale
research
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Perhaps due to the uniformity of approach by the instructor of the course and 
researcher, many of the studies in the Specialist program tend towards these design 
models as ways to understand existing and transforming realities. As such, data 
collection techniques are almost always three or four from the following menu: 
questionnaires, focus groups, interviews, observation, document analysis, reflective 
teaching and research journals, and tests. In this way, although the studies range in 
focus, they bear a similarity in intention, design and genesis, all stemming from 
participants’ desire to understand the educational processes in which they are 
directly involved. Most participant researchers are classroom teachers, along with 
three coordinators and one parent. The studies bear similarities in terms of their 
intention of providing deeper understanding through systematic inquiry into existing 
realities. In the case of action research and small scale studies of innovations 
already underway, the intent is to understand the impact of these actions on students 
and the broader school community.  
 
Context  
 
 The context for this study is ÚNICA’s Specialist Program in Bilingual 
Education, in alliance with the Colegio Nueva Granada. The program is designed for 
both public and private sector teachers from bilingual/immersion, traditional, and 
continuing education institutions. The program features a core set of subjects on 
effective teaching in immersion or bilingual settings, all taught in English, as well as 
key elective courses, for example, on assessment, academic writing, how the brain 
learns, and learning disabilities. It is in these courses that students often discover 
areas of keen interest which develop into personal passions. Generally, when 
students arrive at the research sequence, they already have particular issues and 
questions that they hope to answer in the research project.  
 
 During the eight-month research process, students identify an area of interest, 
articulate research questions, craft and carry out the research project, and write and 
defend the final document. Research topics are chosen by the students. The 
instructor’s role is to manage the process, guide the student, and aid him or her in 
the design and execution of specific research actions required.  
 
 The contexts of the research projects in the program include both public and 
private schools and other educational institutions in and around Bogotá. There are 
16 total studies selected for publication in the first two volumes, 9 in the first and 7 
in the second. The studies selected for the collection correspond to this general trend 
although two take place in other types of private institutions, others in no particular 
institution, focusing rather on individuals in educational processes, such as teachers, 
parents and students outside the school situation. As shown in Figure 2, roughly half 
of the 16 studies so far in the two collection took place in private schools in Bogotá. 
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Roughly 20% took place in public schools, two in other institutions, one with teachers 
and one with students and their parents. 
 

 
Figure 2. Context of studies 

 
 
Participants 
 
 Participants are graduates of the Specialist Program, who completed the final 
research project of the program with the author as instructor and then project 
director. Participants come mainly from private schools in Bogotá, but also come 
from private sector, other educational institutions, and may even be individuals who 
are not currently working in education at all, but who have a keen interest in issues 
related to education and bilingualism.  
 
  The author was the participants’ instructor through the three courses in the 
research sequence: Academic Writing, Research I and Research II, as well as 
project director, helping participants finalize their projects and defend them 
successfully. As such, the researcher is also participant in the process, for her 
intimate knowledge of the projects, the teacher-researchers, and their contexts.  
 
Data Sources 
 
 The data of this systematization of experiences include a segment of the 
research projects carried out in a four-year period from 2013 – 2017 in which the 
author was also the instructor for the entire research sequence. The research 
projects fall into three categories: unpublished, published in GIST, ÚNICA’s research 
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journal, and published in Voices from the Field, ÚNICA’s four-volume series 
dedicated to collecting and systematizing experiences from the teacher-researchers 
in the Specialist program. In these four years, 50 projects were completed, defended 
and approved. Five were published in GIST, and 16 selected for publication in the 
series. These 16 studies so far in the series form the bulk of conclusions thus far 
based on the systematization of the experiences. As each volume is published, the 
findings will be updated with further conclusions.  
 
Data Analysis 
 
 The process of data analysis involved the researcher’s deep interaction with 
the studies as they evolved. Through the exploration of the theory underlying the 
area of inquiry, it was possible to frame the studies within the current paradigms 
related to the topics. In the case of the first collection, these areas included policies 
related to inclusion and background on specific learning disabilities. In the second 
collection, this background related to the most significant issues affecting language 
learning, especially motivation and second language acquisition, and in the case of 
the studies in bilingual and immersion settings, the background inquiry represents 
an extensive review and treatment of the literature on immersion models, 
bilingualism, CLIL – Content Language Integrated Learning, and the role of the first 
language in immersion and bilingual schools and educational models.  

 
As the researcher accompanied each student’s process closely, she was able 

to fuse her existing background knowledge on these topics with the evolving 
theoretical frameworks under construction. As such, she was able to arrive at a 
broad and deep appreciation of current thinking on the two issues: inclusion and 
English language teaching / bilingual education in Colombia. This understanding 
allows for future theory building as the findings of the studies indeed have the power 
to either contribute to or contradict the existing paradigms. 

 
 The theoretical exploration and the concerns of students’ immediate contexts 
set the basis for the formulation of tentative and then definitive research questions. 
These questions then formed the basis for extensive searching and reporting of 
similar studies and the elaboration of the literature review. In this case as well, the 
researcher, through her role as thesis director and instructor, was able to review 
each and every study selected for review, understand the variables, contexts, 
methods and findings, and also aid in the construction of the document through 
multiple readings, drafting, editing and polishing.  
 
 The process continued similarly as the researcher accompanied each 
student’s process of selecting data sources, collecting and analyzing data, and 
arriving and main findings. In each instance, throughout the eight-month process, 
with over 50 students over a 4-year period, it is important to mention at this point that 
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the researcher, as instructor, language teacher, and thesis director, was required to 
read each version of each study multiple times throughout the process. This re-
reading and re-visiting of the material allowed for a deepened familiarity with the 
work and enabled the researcher to arrive at an extremely high level of 
understanding and even ownership of the content. This familiarity in turn enabled the 
analysis and systematization of these experiences.   
 
 Specifically, this familiarity with the theoretical background, literature 
reviewed, research design, and findings allowed for the systematization of 
conclusions within each subject area focus. These findings can allow for deepened 
understanding of phenomena in specific contexts,and can then be compared to the 
existing literature in order to arrive at an even deeper appreciation of current 
research. Findings can also be compared and contrasted within and even across the 
two subject areas. Although other areas of research were carried out in the Specialist 
program and not included in the publication project, the researcher’s knowledge of 
these studies remained intact, such that the comparison of findings can even be 
extended to studies outside the scope of the data set of studies for publication. This 
analysis can then lead to the identification of key points for research, policy and 
development that go beyond the specific focus of each study and each subject area. 
  
 Essentially, the analysis used to arrive at key areas of importance can be 
considered as content analysis and grounded theory (Cohen, et al., 2006). In this 
method and in this case, the researcher read through the data repeatedly over a 
span of time, and then read the data again in the form of the studies while preparing 
the collections for publication. She also wrote the Introduction to each volume as it 
was published, in which she presented a summary of the state of the art of each field 
of study. In content analysis, categories do tend to “jump out” at the researcher as 
their significance is impossible to ignore when examined with a thoughtful, open, and 
neutral eye. In this way, it was possible to identify key findings across almost all 
studies, and secondary findings across some studies. This analysis allowed the 
researcher to arrive at area-specific and area-neutral topics, both of which offer 
strong suggestions for policy makes and school administrators in terms of where 
attention should be placed for future development, research, and intervention. 
 
 In this light, it is possible to imagine a hierarchy of findings, represented by 
Figure 3 in which within each subject area, the review of theory and literature set the 
stage for a series of assumptions. These assumptions are borne out (or not) as a 
result of the studies in each specific field of study, and key findings emerge from 
those studies by area. In some cases, key issues and findings are found to be 
common across the subject areas, and may possibly even be considered “subject-
neutral” to the extent that they mirror key issues and findings in other areas as well, 
according to the researcher’s familiarity with other studies from the program, and her 
own general knowledge after 30 years of work in the field of education. These 
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subject-neutral findings are particularly profound to the extent that they may even 
ascend to the level of general truths, theory or paradigm, powerful enough to inform 
policy and administrative decisions.  

 
Figure 3. Hierarchy of findings 

 
Results 

 
 The data analysis yielded common themes within and across the data set. In 
particular, it was possible to identify one common theme within a specific subject 
area, as well as subject-neutral themes that cut across subject areas. These 
common themes are represented in Figure 4. The figure illustrates how the subject 
area of bilingual/immersion education yielded one common theme within from the 
two studies in the data set. Although there were only two studies about 
bilingual/immersion education, the findings are consistent with all other findings: 
those in the other studies from the program focusing on this issue, as well as 
overwhelming evidence, theory and research from the broader field of study. The 
areas of English language programs and inclusion both point to strong evidence of 
the importance of both student motivation as well as the existence of coordinated 
efforts on the part of all members of the school community, also strongly supported 
in the research. Finally, and most importantly, the issue of teachers was a main 
variable and theme in all three subject areas. The centrality of teachers in 
educational processes is well borne out as well in the research and in the other 
studies in the program. 
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Figure 4. Subject-specific and subject-neutral findings 
 
These common themes are also borne out in the theory and literature. The 
discussion of results initiates with the subject-neutral themes and narrows down to 
the subject-specific themes. In terms of subject-neutral themes, in the areas of 
English language and bilingual education programs as well as in inclusion, as well 
as in the other areas represented by the total of 50 studies, not only the 16 selected 
for publication in the series, one common theme has emerged.  
 
Teachers 

 
In those studies in which teachers were participants, or indeed figured as a 

variable in the study, these same teachers emerged as a key factor in terms of the 
outcomes of the study. In all cases in which teachers were examined as part of the 
research inquiry, it was demonstrated that their role is determinant in educational 
processes. This is also supported by the theory and literature in in these and other 
subject areas as to the pivotal role played by the teacher in all educational 
processes. As summed up most succinctly by McKinsey and Company in their report 
on the world’s best school systems, “The quality of an education system cannot 
exceed the quality of its teachers” (2007, p. 7).  

 
In the studies on inclusion, the literature is unequivocal. Teachers’ attitudes 

towards students with special needs affects to a great deal the academic outcomes 
and success of those students. Teachers with more experience working with 
students with special needs tend to exhibit more openness, tolerance and optimism 
towards working with these students. They tend to develop teaching strategies 
independently, have positive attitudes towards these students, and as a result, 
learners tend to have more academic success and are more easily integrated into 
the class. Teachers, on the other hand, who lack exposure to and experience with 
inclusion students tend to see these individuals as a problem, indeed often someone 
else’s problem, and they lack skills and strategies for working with such students. As 
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a result, these learners lag behind others, are marginalized in the classroom, and 
tend towards poor academic achievement.  

 
The studies in the volume on inclusion all bear out these findings from the 

literature. Kardonski, in her study on student and parent’s perceptions of social 
inclusion, reports that “according to the parents, depending on teachers’ attitudes, 
they can ‘make or break’ a school year¨ (2017, p. 70). Further, she reports that these 
attitudes are “determinant in students having a successful school year or not, no 
matter how advanced the inclusion program is at the school.” In general, the parents 
in her study “perceive that schools tend to be understaffed and teachers are not able 
to meet the children's individual unique needs” (p. 71).  

 
In Gómez’ (2017) case study of a student with attention deficit disorder, 

teachers’ attitudes, and specifically negative attitudes towards this student and his 
special needs formed the basis of a downward spiral over a period of 3-4 years in 
terms of his academic performance, personal motivation and emotional well-being.  

 
Teacher training. In addition to teachers’ attitudes, a consistent finding 

across the subject areas is teacher training. Teachers uniformly desire more training, 
regardless of the topic. For each research topic involving teachers as participants or 
a variable, teachers reported a keen interest in receiving more training on the topic 
(autism, attention deficit, CLIL, bilingualism, new curricula, etc.). They are also 
consistently appreciative of training offered by the school or institution although this 
is always coupled with the request for further training. In general, no school or 
institution provides extensive training for teachers, nothing beyond isolated training 
days or workshops, and nothing comprehensive enough to address teachers’ needs.  

 
 In the absence of training provided by schools, teachers seek out and pay for 
continuing education and training out of their own pockets. In all studies that looked 
at teachers, it was common to find teachers enrolled in post-graduate programs, on 
their own time, and with their own money. Further, the absence of training has forced 
teachers to develop their own strategies for addressing challenges in the classroom. 
In some cases, these strategies have served to be successful, but the only basis 
teachers have for their use is trial and error. Teachers possess no formal training on 
strategies for addressing key areas in this data set, such as CLIL, special needs, 
new curricula, or English language teaching towards national standards.  
 
 When this training falls short and teachers are unprepared to deal with the 
challenges of new curricula or the special needs student, academic outcomes, 
motivation, and student well-being are all affected. The responsibility for 
shortcomings in terms of schools reaching their goals does not rest solely on the 
shoulders of teachers, as administrators are responsible for preparing these same 
teachers to face the challenges. Nevertheless, the teacher is the pivotal player and 
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the individual in closest contact with the “end user,” the learner. In the case of 
implementing new curricula such as CLIL and dual language immersion in primary 
schools, Alvarado, Barreño and Mendoza (2017) found conclusive evidence that the 
lack of awareness about the new bilingualism project at the school and the new CLIL 
curriculum led to a clear lack of understanding as to the need for teacher training.  
 

Consequently, the school does not provide specialized teacher training 
focused towards application of the CLIL approach, resulting in the lack of 
knowledge about how a class should be structured in a bilingual context. The 
project is aimed at teaching content through a second language; however, the 
results show that teachers are unfamiliar with specific strategies that promote 
content learning. (pp. 251-252) 
 

School Community 
 
 Teachers are pivotal in educational processes, but school administrators are 
responsible for making sure that curricular decisions are shared and understood by 
teachers. School administrators are also responsible for involving parents, students, 
teachers, administrators and other specialists at the school to coordinate all-sided 
efforts to improve curricula and better serve students. In the cases where these all-
sided efforts are present, things work. This finding is borne out strongly in the theory 
and literature reviewed in the studies, and in the studies themselves, and is subject-
specific especially in the studies on inclusion.  
 
 In terms of inclusion, many of the schools in the data set do not manage to 
achieve the all-sided effort needed to ensure that special needs students receive 
quality education. When efforts are coordinated between administrators, parents, 
specialists, teachers and students, outcomes are consistently better, as in the case 
of the Handwriting without Tears and Zoo Phonics programs provided to strengthen 
early literacy in preschool and primary (Castellanos, 2017). On the other hand, when 
new protocols for supporting special needs students with Independent Educational 
Plans (IEPs) are not communicated to teachers or parents, it is much more difficult 
for teachers to be brought into the all-sided effort to support these students 
(Camacho, 2017).   
 
 Similar findings were found in the case of curricular innovations, both in 
English language and bilingual/immersion programs. Again, in the case of the CLIL 
curriculum, administrators as well as teachers appear to be vague and uninformed 
as to the goals of the national bilingualism project. They are also generally unable to 
articulate an understanding of the CLIL methodology adopted by the school 
(Alvarado, et al., 2017). Lozano’s (2017) study of the language immersion rooms in 
the Bogotá school district also evidences the need for all-sided approaches to 
curricular diffusion. In this case, many of the stakeholders in the process felt that 



 

86 

 

 86 

more information and coordination was needed in order for them to fulfill their roles 
in the program. Zambrano’s (2017) examination of rural schools in Bogotá points out 
the clear roles for students, teachers, parents, administrators, central school 
authorities, including the National Ministry of Education in terms of the need for 
support to schools struggling to reach basic competency standards. Her research 
also points out that in the absence of coordination between stakeholders, false 
assumptions are allowed to take hold; for example, teachers in the study were 
surprised that students were interested in English and find it useful for their lives.  
 
Student Motivation 

 
Student motivation correlates strongly to academic achievement, and is 

usually tied to teachers in the literature. Nevertheless, only in the inclusion studies 
does this emerge strongly related to teachers. In the studies in contexts of English 
language programs, student motivation appears as a much more internally-driven 
factor rather than dependent on teachers. More specifically, motivation emerges tied 
to students’ preferences towards materials, content, and learning experiences 
(Huertas, 2017; Mancipe, 2017; Torres, 2017). While teachers may be responsible 
for providing these materials, content and experiences, they do not occupy a central 
or pivotal role in this theme in the English language studies. Indeed, as mentioned 
above, students’ positive attitudes towards English even come as a surprise to 
teachers who believe that students are indifferent towards learning a second 
language (Zambrano, 2017).   
 
The Role of L1 in Bilingualism / Immersion Programs 
 
 There are only two studies in the series devoted to contexts of bilingual or 
more aptly language immersion schools. The review of the theory and literature 
provided by the two studies is extensive, and speaks to the misnomer of “bilingual 
education” in Colombia, which is understood as anything ranging from contexts of 
English as a foreign language teaching to full-scale immersion education. In this 
case, the focus of the studies were English language immersion schools in Bogotá, 
which, like many other schools, have adopted an immersion policy and a CLIL 
methodology in order to teach core subject areas (math, science, social studies) in 
English rather than in the native language Spanish. This curricular model is 
becoming more and more widespread in Colombia even though there is no English 
speaking community surrounding the educational context.  
 

The literature points to the benefits of CLIL for language learners, arguing the 
capacity of content to increase both linguistic and cognitive competencies (Alvarado, 
et al., 2017). CLIL is thought to enhance language teaching and as such has been 
shown to boost student engagement with content and the language. Nevertheless, 
these studies focus on English language programs, not immersion schools in 
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Colombia, necessarily. As such, the benefits of CLIL in these contexts is unclear and 
research is needed, especially because English is generally replacing first language 
instruction in core academic subjects in primary school even though students and 
teachers may both lack proficiency in the language of instruction. Indeed, both the 
theory and the research in this area point clearly to the critical role of the first 
language in developing CALP, or Cognitive Academic Language Proficiency 
(Cummins, as cited in Alvarado, et al., 2017).  

 
The two studies in the data set bear out this latter theory and research 

unequivocally. In Astroza’s (2017) action research study on mother tongue 
strategies to teach math in English, she found that students’ math ability and 
attitudes towards math both increased when they were encouraged to use strategies 
in their first language to solve word problems. Students found reflective talk in 
Spanish and the use of glossaries particularly useful. In Alvarado, et al.’s (2017) 
exploratory study of an immersion program and specifically the English math 
curriculum reveal more wide-reaching findings that suggest that schools’ good 
intentions fall short when attempting to implement such curricula. In this case, the 
school community is unaware and unfamiliar with the key curricular underpinnings, 
teachers lack the proficiency required in both English and math, and the CLIL 
curricular model exists only on paper. Classroom observations reveal that teachers 
are largely ineffective and unsystematic when attempting to deliver math content in 
English to young learners. The first language is present in the classrooms, but tends 
to be used indiscriminately, not as a conscious support for content learning in the 
second language. These findings are worrisome in light of the theory and research 
on the topic, which indicates that students receiving academic content in a second 
language tend to be mis-served on an international scale to the extent that their first 
language rights are often disregarded (Cummins, as cited in Alvarado, et al., 2017).  

 
Conclusions 

 
 The systematic analysis of the 16 studies in the data set allowed for the 
identification of the subject-specific and subject-neutral findings. These conclusions 
were possible also by framing the data set within the context of 50 final research 
projects from the Specialist Program and within theory and research reviewed for 
these studies. This framework, along with the researcher’s background knowledge, 
allows for the comparison of the findings with the current literature. In all cases, the 
findings bear out the literature although they also clearly point the way forward for 
further research on these key issues. 
 
 Particularly, in the area of student motivation, the ambivalent role of the 
instructor is an interesting finding, in keeping with Dornyei’s recent work on the 
psychology of the language learner, which places motivation and self-motivation 
more squarely within the learner (Dornyei, 2010). More research is needed on the 
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role of instructors in student motivation, and deepened inquiry into learners’ own 
priorities and perspectives in regards to their learning process.  
 
 In the area of bilingual/immersion education, the findings in both the data set, 
in other projects completed in the Specialist Program, and in the larger theory and 
research on this issue all point to the crucial role of the first language in academic 
content learning. These findings are consistent yet the assumptions and practices in 
Colombia today run clearly counter to this extensive body of research. This trend is 
firmly established in our country in spite of research that contradicts the effectiveness 
of this teaching model for language or content development, especially in the 
youngest of learners. It is not an overstatement to venture that several generations 
of Colombian children are being ill-served by “bilingual” schools that attempt to teach 
math, science and social studies in English without the support of the first language, 
without adequate teacher training or a clear understanding of the curricular and 
psychological issues involved. In this light, further research in our context is 
indispensable in order to inform not only teachers, but more importantly school 
administrators and parents in the hopes of promoting sounder practices in the future. 
 
 Finally, the pivotal role of the teacher in academic processes and student 
learning outcomes is also clear from both our research and the broader theory and 
inquiry. Teachers consistently seek out and pay for their own training, and they also 
routinely develop strategies independently to cope with their own lack of preparation 
to deal with specific learning issues in their classrooms. When teachers, on the other 
hand, opt out of professional development, they tend to become entrenched within 
ineffective and even harmful teaching practices that affect learners negatively. 
According to the studies in these volumes, administrators and school authorities can 
go a long way to improving student outcomes and well-being by prioritizing 
instruction and instructors broadly across school systems.  
 
 Teacher research may continue to go unpublished. Nevertheless, the deep 
description offered by insiders in educational processes is irreplaceable in its power 
to document realities and deepen our understanding of factors that affect the lives 
of students, teachers and schools. The studies in the current and upcoming volumes 
will continue to share teacher research in a range of subject areas in the hopes of 
informing current theory, research, policy and practice, and to encourage more 
teachers to engage in ongoing professional development. 

 
References 

 
Alvarado S., Lady, Bareño R., C. & Mendoza M., L. (2017). Factors influencing 

effective implementation of a CLIL math curriculum. In J. Taylor (Ed.). English 
language and bilingual programs in development: Voices from the field (pp. 
207-274). Bogotá: ÚNICA. 



 

89 

 

 89 

Camacho P., O. L. (2017). Identification and intervention of primary students with 
attention deficit disorder. In J. Taylor (Ed.). Academic and social inclusion in 
Colombia: Voices from the field (pp. 97-150). Bogotá: ÚNICA. 

Castellanos, L. F. (2017). The Handwriting without Tears and Zoo Phonics programs 
as interventions for preschool children with difficulties in early literacy skills. 
In J. Taylor (Ed.). Academic and social inclusion in Colombia: Voices from the 
field (pp. 271-294). Bogotá: ÚNICA. 

Cohen, L., Manion, L. & Morrison, K. (2007). Research methods in education. (6th 
ed.). London: Routledge. 

Dornyei, Z. (2010). The psychology of the language learner: Individual differences in 
second language acquisition. New York: Routledge.  

Gómez R., N. C. (2017). The impact of teachers’ instructional practices on 
achievement and behavioral outcomes in a fourth grades students with 
attentional disorder: A case study. In J. Taylor (Ed.). Academic and social 
inclusion in Colombia: Voices from the field (pp. 181-211). Bogotá: ÚNICA. 

Gorden de Isaacs, L. (2010). La sistematización de experiencias: Un método de 
investigación. Enfoque ∙ Revista Científica de Enfermería, 7(2), 28-33. 

Huertas M., G. E. (2017). The impact of authentic materials on oral proficiency and 
motivation of English as a foreign language students. In J. Taylor (Ed.). 
Academic and social inclusion in Colombia: Voices from the field (pp. 136-
169). Bogotá: ÚNICA. 

Kardonski, G. P. (2017). Successful inclusion for high school students with 
disabilities: Perspectives from parents and students. In J. Taylor (Ed.). 
Academic and social inclusion in Colombia: Voices from the field (pp. 45-96). 
Bogotá: ÚNICA.  

Lozano E., C. I. (2017). Attitudes and beliefs of teachers and other stakeholders in 
curricular innovation: The case of Bogotá’s language immersion rooms. In J. 
Taylor (Ed.). English language and bilingual programs in development: Voices 
from the field (pp. 15-66). Bogotá: ÚNICA. 

Mancipe S., H. J. (2017). Effects of interaction with international visitors on the 
development of intercultural competence in high school students. In J. Taylor 
(Ed.). English language and bilingual programs in development: Voices from 
the field (pp. 101-135). Bogotá: ÚNICA. 

McKinsey & Company. (2007). How the world’s performing school systems come 
out on top. London. 

Pérez Abril, M., Barrios Martínez, M., & Zuluaga, Z. P. (n.d.). La sistematización 
como investigación: Un camino posible para la transformación de las 
prácticas y la generación de conocimiento. Retrieved from:  

 http://www.humanas.unal.edu.co/iedu/files/2412/8618/4687/Sistemtizc%20c
omo%20investigc%20Javeriana2.pdf 

Torres A., Nubia. (2017). Factors affecting English language learning and language 
maintenance in air traffic controllers. In J. Taylor (Ed.). English language and 

http://www.humanas.unal.edu.co/iedu/files/2412/8618/4687/Sistemtizc%20como%20investigc%20Javeriana2.pdf
http://www.humanas.unal.edu.co/iedu/files/2412/8618/4687/Sistemtizc%20como%20investigc%20Javeriana2.pdf


 

90 

 

 90 

bilingual programs in development: Voices from the field (pp. 68-100). 
Bogotá: ÚNICA. 

Zambrano, O., Fanny. (2017). Conditions of English language teaching in eleven 
rural public schools in Bogotá: Perspectives of students, teachers, and school 
community. In J. Taylor (Ed.). English language and bilingual programs in 
development: Voices from the field (pp. 278-326). Bogotá: ÚNICA. 

 
 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

91 

 

 91 

IMPACT OF FAMILY PARTICIPATION IN VOCABULARY ACQUISITION FOR 
LEARNING ENGLISH AS A FOREIGN LANGUAGE 

 
Leofredis Mosquera Rentería 

Universidad Libre 
 

Introduction 
 

This study suggests an innovative proposal, which is about evaluating the 
impact of family participation in the acquisition of vocabulary in an English as a 
foreign language context, specifically, in the extension courses at Universidad Libre. 
It is important to bear in mind that the initiative arises from both students’ and 
families’ testimonials regarding their experience in the extension courses. Hence, 
the researcher identified the problem and gathered data using different instruments, 
such as field journals, pre-posttests, questionnaires, students’ assignments and 
students’ reflections.  

 
With this in mind, the first section of this paper is related to the research inquiry 

and objectives. The second section highlights the theoretical framework, which 
contains the following constructs: vocabulary, role of the family in the students’ 
learning process and the affective filter. Besides, in the third section, there is a 
description about the methodology, the proposal and data analysis. Finally, the last 
section will discuss the main conclusions of the study, emphasizing the benefits of 
family participation within their kids’ learning process.     

 
 
 
 

Objectives 
General objective 
 
Evaluate the impact of family participation in the acquisition of vocabulary in English 
in teenagers that belong to the extension courses at Universidad Libre. 
 
Specific objectives 
 

● Identify the connection established between students and their families 
regarding the acquisition of vocabulary in English.   

● Generate a space in which students’ families could be active participants of 
the acquisition process of vocabulary in English. 

● Interpret the results obtained verifying the students’ performances along with 
the collaboration of their families. 
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Theoretical Framework 
Vocabulary 
 

Vocabulary is an essential element for learning a language. This one along 
with the lexical competence facilitates the composition of texts, both in the oral and 
written way, thus the individual expresses himself in a deeper manner. García (2009) 
defines vocabulary as, “the set of words that are part of a specific language, known 
by a person or another entity” (p. 1). 

 
García (2009) indicates that there are two types of vocabulary:  
 

Active vocabulary: Speakers identify the words by nature; they know items in 
advance and use them in context of their daily lives. 
 
Passive or receptive vocabulary: People understand a message, but they do not 
use this vocabulary very often. 
 

In this way, the vocabulary that is acquired inside the classroom corresponds 
to the receptive one, since the student receives the new words in a direct way: 
however, the objective in class is to transform it as active. Regarding this aspect, 
García (cited in Moreno, 2010) affirms that vocabulary is key in learning a language, 
because words make it possible to communicate/express ideas, feelings and 
desires.   

Coomber, Peet and Smith (as cited in Medellin, 2008), also propose four types 
of vocabulary based on the four language skills: 

 
Vocabulary that is listened: It takes into account the set of words that are perceived 
by means of listening. 
 
Vocabulary reproduced in an oral way: It assembles the words that are used in the 
speech. 
 
Vocabulary that is read: It refers to words that are identified through reading. 
 
Vocabulary reproduced in a written way: It is the vocabulary that arises by means of 
writing. 
 

As vocabulary acquisition takes into consideration the four linguistic skills, 
there is a very close relationship between this and the learning process of a foreign 
language. Therefore, it is pertinent to establish the differences between both 
concepts (acquisition and learning). According to Krashen (1987), these terms can 
be defined in the following way: 

Learning 
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 It is known as a process where individuals are aware of the language 

knowledge they are gaining directly. From this process, any of them is able to explain 
the language content, especially its grammar rules. Therefore, people are more 
concerned about how to apply the knowledge they have learned in context and that 
it will be satisfactory instead of going to the depth of their speech.    

 
Furthermore, Steinberg (cited in Moya, 2003) proposes kids learn concrete 

words, and also acquire certain terms to represent their feelings or ideas. These 
terms are not learned by association, but across the observation of situations and 
from the relationship created between these and previously lived experiences.  

 
Acquisition 
 
In contrast to learning, acquisition is a process that happens in an automatic 

way and to carry it out, it is necessary for the individual to have constant interaction 
with the language. Also, this process is unconscious since the individual does not 
realize that he is acquiring a language, because he is more concentrated in using it 
to satisfy a need to communicate. In general, the individual is not capable of 
explaining or describing the grammatical rules assimilated in the experience.    

 
Thus, taking into account that the acquisition of vocabulary is crucial for 

learning a foreign language, the linguistic skills facilitate the application of the 
language in context, since they allow the learners to obtain it inside the environment 
where they are immersed. In relation to this, Moya (2003) affirms that: 

 
Both the mother tongue and the second language are acquired or learned in 
particular and concrete situations of communication, in which there is offered 
to the child or to the beginner the opportunity, first, to listen and to understand 
and, later, to produce sounds with an intention purely communicative (p. 162) 
 
Now that the difference between both concepts was established, it is 

necessary to bear in mind that the students’ motivation for vocabulary acquisition 
can be stimulated positively by means of the interaction with their family, since most 
learners are in constant interaction with them. Moreover, the family plays a 
fundamental role in the education of every individual as it will appear in the following 
construct.  

 
 
 
 
Role of the family in education  
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Before speaking about the role of the family, it is necessary to contextualize 
the concept of family. Thus, in accordance with the chapter 2, of the social, economic 
and cultural rights of the Political Constitution of Colombia (1991), article 42 
mentions that, “the family is the fundamental nucleus of the society since it is the first 
entity to which every human being has access to the beginning of life. Furthermore, 
this one is constituted by natural or juridical ties, by the free decision of a man and 
a woman of marrying or by the responsible will to shape it.” (p. 18) 

 
Also, the family is considered to be the first school in life. Parents form a very 

important role in the children’s education and young people, since the formation 
process in the first years of life influences the physical, intellectual, moral, emotional, 
social and cognitive development creating a significant base in the personality of 
every human being. 

 
To go deeper in the role that redeems the family in education, Reveco (2004) 

establishes that: 
 
The first educators of children are parents. The space of excellent learning is 
the hearth, the quarter, the commune, the city. The school comes to continue 
and to strengthen with its specializing knowledge what the family has initiated 
and keeps on doing. (p.23)  
 
Nevertheless, parents’ lack of time and other priorities make them transfer 

their education responsibility to institutions and in most cases they feign ignorance 
of the minors’ educational process. According to the previous idea, Reveco (2004) 
indicates that: 

 
The work of both parents, the majority existence of mono-nuclear families, the 
incorporation of the woman to work, with the consistent change of roles 
generated in the interior of the hearth, the transfer on behalf of them to other 
institutions, the biggest schooling of the population, the access to information 
across the mass media, have generated deep changes with regard to the 
ways of raising children, who raise them and of what the above mentioned 
upbringing consists (p. 14).  
 
As a conclusion, the involvement of the family in education guarantees a 

formation of high quality for the students as it strengthens the relationships within 
the family environments. Nonetheless, it is necessary to think how big the impact of 
the family is in terms of increasing students’ motivation and confidence. 
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Affective filter 
 
According to Krashen (1985), this concept confirms that there is a set of 

affective variables related to the success in the acquisition of a foreign language. 
Moreover, Romero (2004) proposes that there are two procedures that allow the 
assimilation of new information by the brain to learn a new language: when Mental 
Block Up (the most resistant affective filter) is activated, limits the comprehension of 
a language. On the contrary, when Mental Block Down (the least resistant affective 
filter) is activated, facilitates the learning of language to itself. Consequently, the 
student must be available so that this information access actually takes place. 
 
Some emotional variables involved in learning a foreign language will be explained: 
 
  Motivation 
 

Gardner (cited in Pizarro and Josephy, 2010) defines motivation as, “the effort 
that a person uses to learn the language, the desire that this bears and the 
satisfaction that this one experiences during the above mentioned activity” (p. 211) 

 
Krashen (1985) indicates that generally the students who possess high 

motivation levels, acquire the foreign language easily. Also, Gardner and Krashen 
coincide that there are two types of motivation and other aspects that favor the 
learning of a foreign language: 

 
Integrated motivation: The language learner feels attracted by the language 

goal and hence he wants to take part in the social context that the same one 
surrounds. 

 
Instrumental motivation: It influences the desire on the part of the student 

to keep on learning out of the country, to travel and to interact with others, this means 
that the beginner feels the desire to use the language in practical terms, which can 
produce a major learning success. 

 
Confidence or Self-confidence: Gardner (as cited in Pizarro and Josephy, 

2010) stated that motivation contributes to confidence. While Krashen (1985) argued 
that people who have faith in themselves with a good personal image tend to acquire 
a foreign language with more success than the one who is not provided with these 
characteristics.  

 
Anxiety: People who have low anxiety levels acquire a foreign language in 

the most suitable way.  
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Attitude: It refers to the willingness that the person has to learn, if the student 
shows a low interest to progress, learning occur at a slow pace compared to the 
student that presents a high degree of engagement.  

 
Methodology 

 
Context and participants 

 
This study took place in the Saturday extension courses2 at Universidad Libre 

that are taught on Saturdays. The whole intermediate English class where the study 
was applied was composed of 16 students, 11 girls and 5 boys, they were between 
13 and 17 years old, some were school students, others university students. The 
final sample is constituted of 6 students, who were chosen since they attended 
classes regularly and participated actively during the interventions. 
 
Research design 
 
 The following chart presents the topics that were chosen from specific 
situations in order to design the pedagogical interventions: 
 
 

Class Topic  Activity 

1 Body Language Saying hello in a funny way.  

2 Customs Describing customs from Colombia and US.  

3 Word places Telling stories based on lived experiences 
abroad. 

4 Music genres Singing along.    

5 Film genres Let’s go to the movies.  

6 Hotel stuff Choosing the best place to stay. 

 
At the end of each application, students filled out a brief "reflection form", in 

which, learners mentioned that they received their parents’ support to make the 
recordings. At this point, it is necessary to emphasize that each activity was filmed 
by the students and their families.  

 
 
 

                                                             
2 The extension courses are such non formal education spaces like programs of training 
or consultancies, directed to all people who want to learn and/or deepen their 
knowledge in specific areas; in general, they are offered by universities in order to 
satisfy the necessities of the community. (Universidad Nacional de Colombia, 2017) 
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Data collection instruments 
  

The data collection instruments are tools that the researcher has to document 
the information gathered in the study. For that purpose, these are the instruments 
that were used: field journals, students’ questionnaires, families’ questionnaires, 
pre/posttests, students’ reflections, and home assignments (videos).  

 
Each of these instruments had a different contribution at the moment of the 

analysis since it was not only possible to gather information in the classroom in 
relation to what the students were thinking and feeling, but also their families’ ideas. 
This is what makes this project innovative in the classroom, it takes families into 
account in a context where students are teenagers learning English as a foreign 
language.  

 
Results 

 
Results are presented based on grounded theory (Strauss & Corbin, 1998). The core 
category is then created from the combination of 3 subcategories generated in the 
selective coding stage: 1) The motivation as prop of the innovation in learning a 
foreign language, 2) The lexical competence for the application of the knowledge 
acquired in a real context, and finally, 3) The steadfastness of the family involvement 
in the development of activities, which is the outcome from all data collection 
instruments. The core category: The impact of the family interaction to motivate the 
students to apply the acquired vocabulary in real contexts. Therefore, three final 
subcategories were merged creating the core category in the following way: 
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Figure 1: Core category and subcategories. 
 

 
 
Subcategory 1: The motivation as prop of the innovation in learning of a 
foreign language 
 
 

This subcategory refers to the influence of motivation while learning a foreign 
language. Although motivation was not exclusively the object of the study, it is 
necessary to highlight that it is one of the factors that contributes to the reduction of 
the affective filter, as Krashen (1982) mentions. Nevertheless, during the 
implementation it was demonstrated that students felt motivated to learn more when 
their opinions were taken into account for the class planning and even, going so far 
as to change the environment where the class is carried out; generating proposals 
like: doing the class outdoors or suggesting topics of students’ interest. Some of the 
instruments that support the existence of this subcategory are the students’ 
reflections, where they were asked about what they wanted to learn and answered 
the following:  

 
"I would like to learn idioms please!” (Activity nº 3) 
“Like knowing the accent of every country at the moment of speaking” (Activity 
nº 3)  
“Expressions of common use in English” (Activity nº 2) 
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With this information, the researcher could take into account what students 
really wanted to have in the English class; hence, students always had the 
willingness to learn much more because their opinion was highly considered. 
Therefore, several class sessions were planned bearing in mind these suggestions, 
making much more meaningful the way in which students learn the foreign language. 

 
Also, students showed a constant satisfaction for the assignments done with 

their parents, revealing that it was a significant experience both, for the process in 
the extension courses and the relationships with their families. In accordance with 
the results, students showed some of the following comments: 

 
“It allowed to put in context what we learned as well as to observe with what 

skill I feel more comfortable with” (final questionnaire) 
 
 “It worked because for the first time, my parents turned out to be much more 

involved in my learning process, this managed to consolidate our bonds and 
although they did not handle the language (English), they were straining and doing 
it in the best way” (final questionnaire) 

 
Likewise, students stated that involving their parents to their learning process, 

was an innovative and significant way to improve the rapports with their families 
because they had not had this experience before. Some students’ responses 
suggest a positive impact derived from student relative interaction.  

"In the previous semesters teachers were teaching us the same as in the 
school, there was nothing new, in comparison to this semester, I have learned more 
things” (final questionnaire). 

 
“I feel that I already have more bases in the structure, in the part of listening I 

feel that I catch more words, and in the speech I perform a little better” (final 
questionnaire) 

 
Actually, the use of the methodology proposed in this research influenced the 

way in which every student learned the foreign language by fulfilling their 
expectations. With these reflections, it is possible to see the difference which 
demonstrates that students even increased their English level by being motivated, 
departing from the hypothesis of the affective filter that was proposed by Krashen 
(1982): the higher the level of willingness and confidence in the student, the more 
likely they are to succeed in their learning process. The results that demonstrate 
significant changes in the students’ English level will be introduced in the following 
way: 

 
In a scale from 1 to 10, being 1 the lowest level and 10 the highest. In 
what position would you qualify your English level in general? 
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Figure 2: Initial and final questionnaires 
 

As a conclusion and according to figure 2, the number of students that 
improved their English level increased slightly at the end of the process compared 
to the level they had at the beginning, since they were willing to do the activities and 
involve their parents within this process, demonstrating that the motivation had a 
direct influence on learning. 

 
Subcategory 2. The lexical competence in the application of the 

knowledge acquired inside a real context 
 
 This subcategory refers to the acquisition of vocabulary and its application in 

real life situations. With that purpose in mind, the teacher is a facilitator who creates 
the need for the students to communicate effectively, to propose ideas or to express 
their feelings. Hence, along the sessions, the grammatical content was not a priority.  

 
Regarding the result, students showed that the vocabulary is one of the 

elements they lacked since it is not deepened in a considerable way in the previous 
English courses. Therefore, it is pertinent to demonstrate the change that vocabulary 
had in the tests before and after the interventions: 
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 In addition to the initial test, personal reflections demonstrated the 

importance of the use of vocabulary. It is necessary to highlight that all the activities 
students performed all activities with their family, which aimed at encouraging the 
practice of the knowledge acquired in the class. Hence, some situations that 
provided a context for the students and their family discussion were: a familiar walk, 
a visit to the movies and/or to a karaoke and the reservation in a hotel.  

 
In this respect, Moya (2003) established that learning a foreign language is 

meaningful in concrete situations of the reality where it is necessary that the person 
understands and listens to what surrounds him, in such a way that he is capable of 
generating an answer based on what was acquired. With that in mind, one of the 
instruments that allowed to demonstrate that vocabulary acquisition in context was 
students’ reflections: 

 
“I learned new vocabulary and new things” (Activity nº 2)  
“Today I could use what I learned in a real context” (Activity nº 2) 
 
Bearing in mind the information above, it can be stated that thanks to the 

autonomous work in class, combined with the home assignments that were done 
together students-parents, it was possible to establish a difference between the 
knowledge acquisition for academic purposes and the one used in real life.  
 
Subcategory 3: The steadfastness of the family involvement in the 
development of activities. 
 
  The third and last subcategory focuses on the participation of the family and 
its interest in the students’ learning process. The creation of this subcategory was 
also based on all the data collection instruments used during the study especially 
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the questionnaires (initial and final) since they were designed for the students and 
their families. In the initial one, it was enquired if the students and their families had 
lived any similar experience that involved interaction between them during their 
learning process; some of them admitted that they have not had any and even 
mentioned that there was not a similar exercise they had experienced before.  
 
  It is necessary to highlight that there are different circumstances that make 
the interaction between students and their families difficult such as, time availability. 
For example, parents did not attend the scheduled meetings or in the development 
of the activities, being at the same time a disadvantage for the teacher, because the 
activities assigned along the semester needed the presence of some relative. This 
is a phenomenon that concerned the families during the meetings and they were 
showing it in the questionnaires. 
 
  Furthermore, in the questionnaires, there are two questions that 
demonstrated an excellent contrast of the families’ perspective regarding their 
participation and the interaction with students before and after applying the 
interventions. 
 
 
 
 
 
 
 
 

 
Do you help your son/daughter or relative with the home assignments 

in order to practice English during the semester? 
 
 
 
 
 
 
 
 
 

 
 
 

Did you help your son/daughter or relative with the home assignments 
in order to practice English during the semester? 
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Figure 5: Relatives’ post questionnaire 
 

 
It is necessary to emphasize that from students’ reflections there were 

different arguments showing that the experience was so significant for parents. In 
addition to obtaining satisfactory results in the tests, as Crespillo (2010) mentions, it 
was achieved that the affective rapports became stronger between the students and 
their families. From the results of the final questionnaires, some comments illustrate 
students’ thoughts: 

 
“I could live together with my family a little more and take a little of confidence” 

(final questionnaire) 
 
 “My parents are more involved in my learning process in the course” (final 

questionnaire) 
”We learned vocabulary and integrated more” (final questionnaire for 

relatives). 
 
 All in all, it was demonstrated that big changes fulfilled the expectations of 

both students and their families, improving their relationships and creating a healthy 
and comfortable space for practicing the foreign language. 
 
Conclusions 

 
In relation to the general objective and the analysis of results based on the 

grounded theory, it was possible to evaluate the impact of the involvement of the 
family in vocabulary acquisition. This was evident through the use of different data 
collection instruments, which demonstrated that families’ collaboration motivates 
students very much when learning a foreign language because when working 
together different aspects take place, such as, effective interaction, good 
communication and the interest of the students’ learning process.  
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This impact strengthened the affective rapport between the participants 

affective rapports, making possible that not only students reinforce their knowledge 
on having practiced the target language in specific situations, but also, there was 
evidence that  this experience was a creative and contributed to know in a particular 
way, what students think, want and need. In addition, it was very rewarding for both, 
families and students since they could work together. Also, families said that this 
study reinforced their social affective rapports that were already shared within 
families.  

 
Finally, it was possible to promote family participation in the activities 

assigned for homework, demonstrating the notable increase in vocabulary 
acquisition of the students. This created spaces where both could work together with 
the goal of improving their English learning.   
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