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Abstract 

 

In 1994, The general Law of Education in Colombia enacted as mandatory the learning of a foreign 

language. To serve this purpose, several initiatives have been established by the Ministry of Education, 

which relate to curriculum redefinition, material development, and teachers’ development programs. 

These initiatives have mainly been addressed to elementary, middle and high school levels. No explicit 

directions have been drawn to orientate foreign language teaching at tertiary education level. Such 

Laissez-faire decision may rest on tertiary education centers’ autonomy to decide the paths to follow in 

the pursuance of their objectives. 

 

Since 2004, The government has released several macro-plans to meet the 1994 mandate regarding 

foreign language learning. These educational plans have positively affected foreign language teaching in 

the country in elementary, middle and high school levels. Therefore, it may be assumed that 

orientations addressing tertiary education would also benefit language learning and teaching processes. 

Therefore, this case study intends to characterize the existing relationship between teaching practices 

displayed inside 6th level classrooms, and the type of activities the textbook promotes, with the 

intention of determining the influence these elements have on learners’ communicative competence 

development, in the absence of quality indicators, in a private university in the northern part of 

Colombia.  

 

To meet the research purpose, lesson observations, questionnaires, and checklists were devised and 

applied. Results obtained show both teachers and the textbook approach teaching and learning from a 

very traditional grammar-oriented method, which does not promote learners’ communicative 
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competence development. In addition, in the absence of general guidelines from Macro-plans designers, 

each institution makes isolated curricular decisions, which affect the method English is taught like in the 

case of this study. These findings are expected to contribute to raise awareness about the English 

language teaching processes that are carried out at university level and how they affect the attainment 

of the goals established by the government. 

 

Key words: language policies, the national bilingual policy, the CEFR, teaching practices, type of 

activities, communicative language teaching, teachers’ roles, material evaluation.  
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Introduction 

 

There have been a great number of language policies from the Colombian government 

attempting to provide public and private educational institutions, with the pedagogical and 

administrative guidance needed, to redefine schools’ foreign language curricula, aiming at meeting the 

language mandate goals.  

 

Such language policies and reforms can be traced back to the times of the colony, with the 

Spaniard missionaries forcing indigenous communities to learn Spanish (Usma, 2009)1.  More 

contemporary language policies, in the form of macro-projects, started to be implemented at the 

beginning of the 1980s. For instance: The English Syllabus (1982), the Colombian framework for English 

(1990), The Programa Nacional de Bilinguismo in 2004, The Programa para el Fortalecimiento de 

Lenguas Extranjeras in 2010, The Bilingualism law in 2013, Colombia very well in 2014, and the latest 

project named Colombia Bilingüe in 20152. 

 

A wide range of stakeholders, from public and private institutions, have participated in this 

linguistic quest, with the aim of achieving goals projected within language policies aforementioned. 

Among these policies, we can find the General Law of Education in 19943, the Curricular guidelines for 

Foreign Languages in 1999, (2) The Basic Standards of Competence in a Foreign Language in 2006, (3) 

 
1 https://revistas.unal.edu.co/index.php/profile/article/view/10551 
2 https://www.udea.edu.co/wps/portal/udea/web/inicio/investigacion/grupos-
investigacion/ciencias-sociales/giae/normas-reformas 
3 https://www.mineducacion.gov.co/1621/articles-85906_archivo_pdf.pdf 
 

https://revistas.unal.edu.co/index.php/profile/article/view/10551
https://www.udea.edu.co/wps/portal/udea/web/inicio/investigacion/grupos-investigacion/ciencias-sociales/giae/normas-reformas
https://www.udea.edu.co/wps/portal/udea/web/inicio/investigacion/grupos-investigacion/ciencias-sociales/giae/normas-reformas
https://www.mineducacion.gov.co/1621/articles-85906_archivo_pdf.pdf
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The suggested curriculum for English, and (4) the Basic Learning rights for English both in 2016. 

Additionally, international and national agents such as the British Council, Cambridge University Press, 

The Centro Colombo Americano, and highly recognized public and private national universities have 

significantly contributed to the present state of English language learning and teaching in the country.  

 

On the subject of foreign language learning policies in Colombia, García & García (2012)4 

chronologically documented the resolutions undertaken by stakeholders formerly mentioned, together 

with the Ministry of Education. Firstly, García & García (2012) highlighted the central role of the 1991 

Colombian Constitution, in which all citizens have the right to learn a foreign language (p. 53). 

 

Secondly, the proclamation of The General Law of Education in 1994 weighs great relevance for 

the Colombian educational system, as it included the need of learning English starting in elementary 

school (p. 54). Thirdly, García & García (2012) referred to some of the most influential official 

documents, nationally promulgated by the Ministry of Education and associates: The Curricular 

Guidelines for English (1999), the Basic Standards of Competence in the Foreign Language (2006)5. The 

latter document, product of the adoption and adaptation from the Common European Framework of 

Reference for Language (2001), displays a set of suggested goals, language knowledge, skills, which 

foreign English language learners are expected to master all through elementary and secondary levels of 

education (p.55). The Basic Standards of Competence in the Foreign Language (2006) were released as 

an effort to guide schools’ academic offices, foreign language teachers, language users, and parents’ 

 
4 https://boletinfilologia.uchile.cl/index.php/BDF/article/view/26550/28007 

 
5 https://www.mineducacion.gov.co/1780/articles-115174_archivo_pdf.pdf 

 

https://boletinfilologia.uchile.cl/index.php/BDF/article/view/26550/28007
https://www.mineducacion.gov.co/1780/articles-115174_archivo_pdf.pdf
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associations, at public and private elementary and secondary schools, in the implementation of its 

suggestions, with the intention of developing and improving learners’ communicative competence. This 

document has become the framework schools’ authorities and language teachers use to guide the 

teaching, learning, and assessment process in the country; this document should be the starting point 

for schools to define and redefine their curricula to meet the national policy goal. Lastly, the scholars 

(2012) referenced the National Bilingual Program (2004)6, which they describe as a wide-ranging macro 

project, whose main goal is to improve learners’ communicative language competence at all educational 

levels, aspiring to educate bilingual students by the year 2019 (p.55).  

 

In 2014, the national government presents a new bilingual plan called Colombia Very well. It was 

thought to orientate English language teaching and learning from 2015 – until 2025. However, 5 months 

after its release, a new program called Colombia Bilingüe was launched. Bonilla Carvajal and Tejada-

Sánchez (2016)7 explained that the MEN re-structured the program and named it Colombia Bilingüe 

(Henceforth CB)8 to bring back the bilingualism concept to the plan.  

 

Many authors have agreed on the reason behind unfinished policies and their redefinitions. 

They have explained goals at the heart of language policies have been quite ambitious and disconnected 

from Colombia’s reality.  For instance, Gomez Sará (2017)9 notes that the policy objectives have become 

more realistic with each new plan; however, the constant changes have affected the continuity, 

 
6 https://www.mineducacion.gov.co/1621/articles-132560_recurso_pdf_programa_nacional_bilinguismo.pdf 

 
7 https://revistas.unal.edu.co/index.php/profile/article/view/51996/54364 

8 https://www.mineducacion.gov.co/1759/articles-357562_recurso_3.pdf 

 
9 https://www.howjournalcolombia.org/index.php/how/article/view/343/412 

https://www.mineducacion.gov.co/1621/articles-132560_recurso_pdf_programa_nacional_bilinguismo.pdf
https://revistas.unal.edu.co/index.php/profile/article/view/51996/54364
https://www.mineducacion.gov.co/1759/articles-357562_recurso_3.pdf
https://www.howjournalcolombia.org/index.php/how/article/view/343/412
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consistency, and articulation of the strategies, resulting in a slow work pace and a feeling of low-

achievement and frustration. Bonilla Carvajal and Tejada-Sánchez (2016)10 claim that the changes in the 

plans have reflected a mismatch between the Colombian reality and the course of action drawn.  

 

Usma (2009) explains that, as the CEFR is the base for many of the national initiatives, these 

language policies were created for the European context, which is entirely different from the Colombian 

one. He believes that for language policies to be successful, they should respond to current Colombia’s 

needs, and more importantly, the authorized committee in charge of creating such a framework for the 

Colombian context, should at least, go through the same research stages followed by the European 

council to produce the CEFRL (2001). He claims that local researchers should be trusted to do this 

assignment, on the grounds of researchers’ familiarization with the particular Colombian context. In the 

same line, in 2011, de Mejía11, forewarned that taking the European perspective without modification to 

the local setting would end up as a distortion of the intended aim. Ayala Zárate and Álvarez (2005)12 

confronted such de-contextualized implementation of overseas assessment standards, and called for the 

construction of context-based foreign language education principles, while preparing students to be 

globally competent.  

 

These language policies have coincided in one aspect.  They have focused their lens and circle of 

influence, specifically on primary and high school educational levels. Primary and secondary institutions 

 
10 https://revistas.unal.edu.co/index.php/profile/article/view/51996/54364 
11 https://jyx.jyu.fi/bitstream/handle/123456789/37104/v5-3_p7-17_deMejia.pdf?sequence=1&isAllowed=y 

 
12 http://www.scielo.org.co/pdf/calj/n7/n7a02.pdf 

 

https://revistas.unal.edu.co/index.php/profile/article/view/51996/54364
https://jyx.jyu.fi/bitstream/handle/123456789/37104/v5-3_p7-17_deMejia.pdf?sequence=1&isAllowed=y
http://www.scielo.org.co/pdf/calj/n7/n7a02.pdf
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throughout the country have been offered and given pedagogical resources to support English language 

teaching, learning and assessment process, with the hope that learners, as result of teachers’ mediation 

(teacher’s practice) with materials (English textbooks), reach the B1 level after graduating from high 

school.  

 

The story for higher education institutions has been entirely different, though. Current national 

language policy lacks guidance and orientation for this educational level. Universities are autonomous to 

make curricular decisions including foreign language education.  

 

I have made these assumptions due to the paucity of information found within the policy, for 

English language courses in higher education level. After analyzing policy documents, from 2004 to 

date13, I have only found a common statement between them: learners from University undergraduate 

programs in Colombia, are expected to reach the B2 level, according to the adaptation made from the 

CEFRL (2001)14 to the Colombian context. Guidance on fundamental issues concerning curriculum 

definition for higher education level have not been explicitly suggested to date. 

 

Without an existing official framework to guide English language teaching as a foreign language 

in Colombian universities, academic offices and teachers have been silently entitled and entrusted (as in 

 
13 https://www.udea.edu.co/wps/portal/udea/web/inicio/investigacion/grupos-investigacion/ciencias-

sociales/giae/normas-
reformas#:~:text=Colombia%20Biling%C3%BCe%202014%2D2018%20es,Biling%C3%BCismo%20(PNB)%202004%
2D2019 
 
14 https://rm.coe.int/CoERMPublicCommonSearchServices/DisplayDCTMContent?documentId=0900001680459f97 

 

https://www.udea.edu.co/wps/portal/udea/web/inicio/investigacion/grupos-investigacion/ciencias-sociales/giae/normas-reformas#:~:text=Colombia%20Biling%C3%BCe%202014%2D2018%20es,Biling%C3%BCismo%20(PNB)%202004%2D2019
https://www.udea.edu.co/wps/portal/udea/web/inicio/investigacion/grupos-investigacion/ciencias-sociales/giae/normas-reformas#:~:text=Colombia%20Biling%C3%BCe%202014%2D2018%20es,Biling%C3%BCismo%20(PNB)%202004%2D2019
https://www.udea.edu.co/wps/portal/udea/web/inicio/investigacion/grupos-investigacion/ciencias-sociales/giae/normas-reformas#:~:text=Colombia%20Biling%C3%BCe%202014%2D2018%20es,Biling%C3%BCismo%20(PNB)%202004%2D2019
https://www.udea.edu.co/wps/portal/udea/web/inicio/investigacion/grupos-investigacion/ciencias-sociales/giae/normas-reformas#:~:text=Colombia%20Biling%C3%BCe%202014%2D2018%20es,Biling%C3%BCismo%20(PNB)%202004%2D2019
https://rm.coe.int/CoERMPublicCommonSearchServices/DisplayDCTMContent?documentId=0900001680459f97
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an inactive policy) to determine the whats, the hows, the whys, the what fors, the to whoms, to mention 

some crucial decisions in defining their English language curriculum, so that learners are able to reach 

the B2 level. Therefore, Higher education institutions’ remedial action, to this void on the policy, should 

be asking academic offices, foreign language departments, curriculum specialists, and teachers to refer 

to the CEFR (2001), which have underpinned national bilingual plans since 2004, with the purpose of 

creating the English language curriculum, the means by which higher level institutions would attain the 

current policy goal.  

This autonomy grant, implicitly awarded to Colombian universities, may not be perceived as a 

difficulty for many educators and foreign language departments across the country. How so? Well, 

foreign language teachers should (1) be prepared with the necessary skills, knowledge and expertise to 

interpret the CEFR (2001) suggestions to achieve goals projected for the B2 level, in order to design a 

fitting curriculum, without the language policy managers’ guidance. Moreover, (2) foreign language 

departments inside universities generally count with a curriculum specialist, or a head department with 

the credentials and experience to deal with such critical pedagogical reflections. These curriculum 

professionals and teachers fill the language policy void, that is, the lack of a framework for higher 

education foreign language English courses by setting a well-informed route towards the desired 

proficiency level. 

 

This research was carried out at Jorge Tadeo Lozano University-seccional Caribe in Cartagena, 

where both conditions mentioned before are not fully met. The head department was neither a 

curriculum professional nor a foreign language teacher, and most teachers of English working for the 

university, during this study, were not licensed to do it. They have majors other than language teaching. 

How these two variables, together with the absence of an explicit language policy framework for higher 
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education level in Colombia, similar to those ones adapted for primary and secondary grades according 

to the CEFRL (2001), influence the improvement of learners’ communicative competence, and the 

achievement of the expected goal were the starting points for this research.  

 

As stated above, the majority of English language teachers working for the university graduate 

from majors other than language teaching, nevertheless, they are fluent speakers of English, and every 

two years, they need to certify their fluency and proficiency through international standardized tests. 

Such certificates may be the reason why they are rehired, despite not having the pedagogical 

knowledge, metalinguistic awareness, and expertise that could be used to set scenarios for discussing 

reflections posed in the CEFRL, and eventually defining the English language curriculum, to help learners 

reach the targeted goal. A curriculum definition exercise is not an easy task. It may overcome some 

teachers’ knowledge. It would open, and it has opened the door for countless interpretations of the 

policies, which may or may not go towards the direction pointed by the government policies, and the 

university goal regarding English language learning. 

 

Yes, inevitably, language policies are subject to countless interpretations. Every stakeholder 

exerts an agency over them, reshaping the police via their beliefs and experiences. However, it could be 

assumed that English departments with curriculum professionals and teachers with the field knowledge, 

skills, and awareness would probably interpret closely the CEFRL (2001) suggestions, concerning the 

most suitable route to take students to the level the language policy has set. It simply seems like a 

logical generalization. The policy goal process and product should be better understood by curriculum 

specialists and foreign language teachers than by instructors with majors different from language 

education.  And, this is precisely, one of the many reasons, why policy creators and managers should 
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establish a framework for higher education level. With the absence of an English language framework 

for higher education institutions, and the awarded autonomy, and laissez faire authorization from the 

government part, universities have been defining their curriculum through interpretations made on the 

language policy. This situation contrasts strongly with policy creators’ efforts and its academic allies to 

guide primary and secondary path towards the desired goal. 

 

Cárdenas & Miranda (2014)15 found that despite the NBP (2004) was thought for reaching all 

educational levels in the country, including the higher education one, this macro project mainly 

concentrated on 3 broad aspects relating elementary and secondary levels: 

▪ The betterment of public-school teachers’ communicative competence, 

and to a less degree, the development and improvement of suitable teaching practices. 

▪ The betterment of secondary students’ communicative competence 

through courses, and immersions. 

▪ The design of culturally authentic material for secondary school. 

 

With the policy concentrating its efforts exclusively on these 3 broad aspects, and implicitly 

allowing universities to define their foreign language curriculums, English language teaching in 

Colombian higher education institutions, should ideally be the result of curriculum specialists and 

teachers’ reflections over the CEFRL, as a means to develop and improve learners’ communicative 

competence. 

 
15 file:///C:/Users/Asus/Downloads/Cardenas_Miranda_2014.pdf 

 

about:blank
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In the absence of a suggested framework for foreign language teaching for high level education, 

higher institutions should ideally be guiding their route through reflections on the B2 proficiency level in 

the CEFRL (2001). However, this is not the case for Jorge Tadeo Lozano University- seccional Caribe. As 

mentioned before, most teachers have majors other than foreign language teaching, the head of 

department is neither a curriculum professional nor a foreign language teacher, and the English 

curriculum is a work in progress. Under these circumstances, the textbook has overtly become the 

curriculum itself for the English language department and teachers. Its content draws the course and 

captains the English language boat towards the achievement of goals set.  

 

How do policy makers validate that under graduated learners reached the B2 level? How can 

high-level institutions confirm that their learners have achieved the policy goal? How can learners 

confirm they have reached the goal? These questions are generally asked by different stakeholders. And 

the answer is The National Saber Pro test, a standardized assessment instrument, which assesses 

undergraduate leaners’ general and specific competences. It is the sole instrument policy makers and 

stakeholders can refer to in order to establish if undergraduates reached the desired proficiency level in 

English. 

 

Having established the absence of (1) an English language framework guiding high level 

education institutions’ curriculum definition , (2) an English language curriculum answering to the 

university needs,  (3) a leading specialist curriculum group leading English language teaching and (4) 

licensed teachers with the knowledge, skills, and awareness needed to meet the policy goals at Jorge 

Tadeo Lozano University – Seccional Caribe, this research will attempt to characterize teaching practices 
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implemented at 6th level English courses, and the type of activities the textbook promotes. Secondly, it 

will describe how these two variables (teaching practices – the textbook type of activities), happening in 

the absence of the 4 issues formerly mentioned, influence learners ‘communicative competence, and 

therefore, the achievement of the policy goal. 

 

Context: Jorge Tadeo Lozano University 

 

This research was carried out in Cartagena, Bolivar, at Jorge Tadeo Lozano University- Seccional 

Caribe16. This institution was founded in 1954 in Bogotá.  The University expanded to the coast in 1976. 

The campus is located north of the city, 35 minutes away from the urban center. Jorge Tadeo Lozano 

University deems itself as a pluralist institution, with 14 certified programs, which actively seek to 

educate competent, critical, and ethical professionals, who have accepted a commitment with society; 

respect humans rights, the environment, and to contribute to the cultural, social, scientific and artistic 

international development, on the grounds of the Botanic Expedition ideals. 

 

Among their educational goals, the university pursues becoming a national referent for the 

scientific and arts community. It intends to be recognized for its educational innovation, impact, and 

quality level of the learning/teaching process. Furthermore, it plans to endeavor research in the art and 

science fields in both, national and international contexts. The university wishes to contribute to the 

country’s sustainable development, and to offer a range of master and philosophical degrees. 

 
16 https://www.utadeo.edu.co/es/tadeo-caribe 

 

https://www.utadeo.edu.co/es/tadeo-caribe
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It is paramount for the university to develop and foster learners’ abstract thinking, through the 

teaching practice. This goal requires teacher’s mediation for the students to overcome immediate 

surface reflections with a critical analysis approach, and the ability to propose transformations. At the 

university, learners are expected to have the space to create a feasible life project, and to question 

paradigms, without setting aside memory and knowledge.  Students are perceived as independent 

individuals, who take responsibility for both their freedom, and the commitments inherent to their 

profession. They are directed to find in the learning process a way of living; therefore, they would never 

cease learning.  

 

For the university, the continual need to be in contact with updated information, participating in 

academic debates, getting access to the latest scientific and technological discoveries have all become 

legitimate reasons for higher education students to learn one or two foreign languages. Therefore, being 

competent in English has become a must- have skill learners should acquire to perform better nationally 

and internationally. This competence, clearly stated inside the University PEI17(p. 108) is aligned with the 

conception held by Colombian latest language policies and the CEFRL (2001). 

 

On this basis, learners enrolled in their programs must acknowledge and respect this belief when 

becoming part of the Tadeísta community.  In the interest of promoting learners and teachers’ mobility, 

as well as interacting with international academic networks, the university decided to adopt the 

teaching of English as a foreign language as a fundamental element in learners’ education. For this 

reason, it has been incorporated as a subject to the curricula, though with no credits. For students to 

 
17 https://www.utadeo.edu.co/files/collections/documents/field_attached_file/pei_2012.pdf 

 

https://www.utadeo.edu.co/files/collections/documents/field_attached_file/pei_2012.pdf
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graduate in all programs offered by the university (Agreement Nº 35 / 2009), they are required to take 

either 6 courses at the university or to certify their language proficiency, through a set of language tests 

outside the campus offered by Cambridge University press. 

 

For the purposes of meeting current national policy goals, quality standards, recognition, 

acceptance, positive programs’ evaluation, and national/international accreditation among many others 

reasons, Jorge Tadeo Lozano University seccional Cartagena is working in redefining its English language 

curriculum. Thus, elaborating on the status of English language teaching inside the university is a difficult 

task. I will describe, then, the way the work is being done in the absence of the English language 

curriculum. 

 

The English language teaching at Jorge Tadeo Lozano university – seccional Caribe. 

 

At the beginning of every term, in scheduled meetings, teachers learn about new protocols and 

decisions. Generally, the head of the English department hands teachers with a syllabus format18 

designed by the university academic authorities, which is common to all subjects taught. The format has 

a number of grills, which has usually been filled with information from the teacher and student’s book. 

  

Teachers are asked to detail the language units to be taught during the 3 terms of the semester, the 

units’ aims, the teaching methodology approach to be used, assessment instruments to report on 

 
18 https://docs.google.com/document/d/1azaFh2T6p4ZjsxIGbG-

5oqHFTMeOP_YZ/edit?usp=sharing&ouid=106439816560112684470&rtpof=true&sd=true 
 

https://docs.google.com/document/d/1azaFh2T6p4ZjsxIGbG-5oqHFTMeOP_YZ/edit?usp=sharing&ouid=106439816560112684470&rtpof=true&sd=true
https://docs.google.com/document/d/1azaFh2T6p4ZjsxIGbG-5oqHFTMeOP_YZ/edit?usp=sharing&ouid=106439816560112684470&rtpof=true&sd=true
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students’ progress, a bibliography section, remedial actions, pedagogical observations among others. 

The filling of this format is done individually. Teachers sharing same level courses fill the format on their 

own. Then, they are submitted to the English department, and they evidence the route teachers and 

learners will follow during the semester. 

 

The textbook series is formed by 3 students ‘books, workbooks, audio and video activities. Each 

book has 16 units. A 16 units book is used for 2 courses. It is implicitly understood and assumed by the 

English department, that the teaching of these 48 units, across the six levels, will result on learners 

reaching the desired B2 level, despite the series is not aligned to the CEFRL (2001). One could say that 

this format, common to all subjects imparted at the university, plays the role of the compass guiding the 

English language teaching boat, and the textbook becomes the propulsion needed to get to land.  

The English department is subscribed to the Humanities school nowadays. These departments used 

to be separated until 2010. Economic constraints may explain the fusion of these two offices. By the 

time this research began, the head of the humanities faculty was a highly respected publicist in the city, 

who did not have any credentials on the educational field though. There were no foreign language 

curriculum specialists leading the definition of the new curriculum. The English department then was 

formed by the head of the Humanity faculty and the teachers of English. 

 

Concerning English courses, they were allocated 64 hours a semester. Lessons took place twice a 

week, generally on Tuesdays and Thursdays, with a duration of 2 hours each day. Requirements state 

that all students need to (1) approve six English courses or (2) take a certified external language 

proficiency test reaching the B2 level. Learners may also ask for a placement test at the humanities 

faculty, and be placed in a level according to his/her proficiency.  
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Learners’ progress is assessed 3 times a semester. Teachers are in charge of designing the 

assessments. These 3 assessments must include sections devoted to appraise vocabulary, grammar, 

reading comprehension and a writing production activity. The oral skill is assessed separately, through 

monologues, conversations, expositions, or listening activities previous to the written test date.  These 

assessments should be aligned to CEFRL (2001) goals. 

 

At the end of every course, learners are asked to evaluate the language course and the teacher. 

Teacher’s evaluations results are handed to teachers at the beginning of every semester at the 

welcoming meeting. However, no feedback or improvement action is given and proposed respectively. 

Apart from records gotten in the 3-compulsory assessment each semester, the university does not 

implement any other assessment instrument to establish learners’ current communicative competence 

state. Finally, as noted before, The Jorge Tadeo Lozano University – seccional Caribe manages to know 

learners’ communicative competence level, when undergraduate learners’ Saber pro test results are 

received.  

 

The textbook: Interchange Series  

 

Interchange series (3d edition)19 is the textbook used at the University. It is published by 

Cambridge University Press, and it was designed by Jack, C. Richards, Jonathan Hull and Susan Proctor. 

This edition has been used for more than 17 years at the university. Learners are asked to have both the 

student’s book and the workbook when enrolling the English courses. The philosophy underpinning the 

 
19 https://www.pdfdrive.com/interchange-2-e24206226.html 

 

https://www.pdfdrive.com/interchange-2-e24206226.html
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series is that English is best learned when used for meaningful communication. However, the material 

does not broaden what meaningful communication embraces. 

 

The series claims it displays high-interest themes to integrate speaking, grammar, vocabulary, 

pronunciation, listening, reading, and writing. It also states that it strongly focuses on accuracy and 

fluency. Inside the students’ book table of contents, 9 categories are found: topics, functions, grammar, 

vocabulary, speaking, listening, reading, writing, and pronunciation. The series exhorts teachers to adapt 

the material to their learners’ styles, ages, interests, and needs.  

 

Concerning learning assessment, the series includes progress check instruments in the student’s 

book, these instruments were devised as a means for self-evaluation every 2 units. In the teacher’s 

book, the series includes oral and written quizzes. In addition, there is a placement and evaluation 

package, labeled as the indispensable tool to place learners at their correct level.  

 

Every unit from the series in the student’s book contain a specific topic, a grammar point, and a 

function. Exercises in the units are labelled as follows: Snapshot, Conversation, Grammar focus, 

pronunciation, Word power, Discussion, listening, writing, reading, and an Interchange activity. Eight 

units of the Series must be taught every semester. 

 

Teachers’ background 

 



32 
 

Six English language teachers were working for the university during the time this research took 

place. Only 2 of them had a bachelor’s degree in modern languages. Three of them were in charge of 6th 

level English courses. They were an accountant, a dentist, and a publicist. They have worked for the 

university many years. The criterion for asking teachers to help me conduct this research was exclusively 

being a 6th level English teacher.   

Saber Pro results 

 

During the time I worked for the university, learners’ results at the Saber Pro test were never 

mentioned or discussed on scheduled meetings, with the head of former English language department 

or with the head of the Humanities faculty. Probably, learners’ results on the test have been satisfactory 

enough, thus, there has been no need to address them, in order to rethink practices implemented, 

material used, and assessment techniques, to mention some aspects that could be subject of inquiry in a 

curriculum evaluation. 

 

Having portrayed the context of English language teaching at Jorge Tadeo Lozano university- 

seccional Caribe, this research seeks to observe teaching practices performed by 6th level English 

teachers, and the type of activities the book promotes, with the intention of characterizing 6th level 

learners’ communicative competence current state.  

 

It is the primary interest of this study to report on teaching practices performed by sixth level 

language teachers, and the components of communicative language competence these actions address. 

Secondly, this study aims to identify those teaching practices fostering and putting forward learners’ 
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communicative competence. Thirdly, this research aspires to report on the influence of the textbook, 

and its activities over the development of communicative competence. Finally, this study will specify the 

components of the communicative competence being fostered and put forward by the use of material, 

and its activities inside the classroom.  These aims are summarized in the following research questions. 

Main research Question 

 

How do the teaching practices and the use of a textbook affect the development of the 

communicative competence in 6th level students in a private university? 

 

This main research question will be answered through the following sub-questions: 

▪ What are the teaching practices used to foster the development of communicative 

competence in the 6th level of a university English program?  

▪ What are the features of activities promoted by the textbook used in the 6th level of an 

English program? 

 

These questions turn into the following objectives: 

 

General Objective 

 

Characterize the relationship between the teaching practices and the textbook used in the 6th 

level of an English program in terms of the development of the communicative competence. 
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Specific Objectives 

 

1. Describe the teaching practices implemented by the teacher in the 6th level of an 

English program at university level. 

2. Describe the characteristics of the textbook activities used in the 6th level of an English 

program in terms of the communicative competence. 

 

The topic of teaching practices and language activities has extensively been studied in the 

country, including primary, secondary, and higher education levels. For example, Zúñiga, G., Insuasty, E., 

Macías, D., Zambrano L., & Guzmán, N. (2009) conducted research to distinguish the teaching practices 

implemented by the teachers working at Universidad Surcolombiana. 

 

Jaime, M., & Insuasty, E., (2015) carried out research to characterize teaching practices at a 

Colombian foreign language institute to assess the effect of these practices in the development of the 

communicative competence.  

 

Balcárcel, G. (2003) pursued to discover how teacher talk was distributed in 15 foreign language 

classrooms. Findings from this research showed teachers did most of the talking in classes, and practices 

were frequently of an instructional nature.  
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Chaves, O., & Hernández, F. (2013) were interested in describing teaching methodological 

approaches and practices of primary and secondary teachers, strata 1-4 in Cali. González, M., (2008) 

carried out research to establish the relationship between what English teachers understand on 

communicative competence and what they actually do in their English classes. Posada, J., & Patiño, L., 

(2007) implemented a study to describe the pedagogical practices that take place at the Language 

Institute of a university based on the observation of classes, questionnaires and interviews of teachers 

and students. 
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Theoretical framework 

 

The purpose of this research is to characterize the relationship between teaching practices 

performed, and the type of activities the textbook promotes, in terms of the development of the 

communicative competence in 6th level of an English program at university level. Therefore, concepts 

related to language policy definition, international and national policy guidelines, the CFERL (2001), 

teaching practices, the type of activities communicative language teaching promotes, and material 

evaluation will be outlined in this chapter.   

 

Firstly, you will read about language policy definitions and international language policies 

guidelines in Russia, the US, Chile, Uruguay, Buenos Aires city, and Colombia. It is worth noting that after 

reviewing international foreign language policies, it was surprising to discover that foreign language 

teaching at tertiary level is generally a matter left unoriented by educational offices. That is, Education 

offices set learning objectives for this level, and institutions set the path to achieve them. In this sense, 

this void in the Colombian foreign language policy is also existing at the heart of international policies 

studied. Then, it could be understood foreign language policies are not the result of a country’s 

individual search for improvement, but a global strategy set by groups in charge of education, around 

which countries orbit for a period of time. 

 

Secondly, you will read about The CEFRL (2001). In the absence of quality indicators for teaching 

English in Colombian higher education institutions, it was necessary to learn about the benchmark 

guiding the national language policy since (2004). In this section, you will find information about: levels 

of proficiency in the framework, B2 proficiency level global scale description, communicative language 
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teaching approach, some scholar’s conceptualizations on communicative language teaching, roles of 

teachers in communicative language teaching approaches, characteristics of a communicative 

classroom, teaching practices, and communicative language competence inside the CEFRL (2001). 

 

Thirdly, you will read about the type of activities promoted in communicative language teaching. 

In this section, I will refer to Littlewood’s (1981) classification of language activities: Pre-communicative, 

and communicative activities. I will use these conceptualizations to identify the type of activities the 

coursebook promotes.  

 

Lastly, you will read about key aspects of material evaluation. In this section, I will refer to 

definitions of material evaluation, its importance, and McDonough, J., & Shaw, C. (1993) suggested 

criteria to evaluate learning materials. You will find here a material evaluation checklist I designed after 

summarizing the scholars’ suggestions. I evaluated the textbook used at the university with this 

checklist, to complement the description of the activities promoted by the book, following Littlewood’s 

(1981) classification. 

 

On language policy 

  

What a language policy is, what a language policy is not, what it entails, what it subsumes, what 

its effects represent in a community, are common questions asked in the field of English language 

teaching research. Attempting to signify the term language policy has become a challenging task, due 
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essentially to its close relation with the term language planning, which used to be the umbrella term 

covering most of the topics presently associated with language policy itself.   

 

In 1989, Cooper defined language policy and planning as those intentional activities intended to 

exert power over a community's behavior concerning the appropriation, structure, and operational 

designation of their language codes. in Hornberger’s words, (2006), Cooper’s appraisal (1989) on 

language planning and policy is considered the first and most enduring contribution to language 

planning and policy at that time. To understand what are the components of a language planning and 

policy, Cooper (1989) elaborated this question: “what actors attempted behaviors, of which people, for 

what ends, by what means and with what results?” (p. 46). In 1994, Hornberger furthered the question 

with “under what conditions?” (as cited in Herazo, J., Jerez, S., & Lorduy, D., 2012: 7). By answering this 

question, Cooper (1989) stated a language policy intention can be unfolded. 

 

 Herazo, J., Jerez, S., & Lorduy, D. (2012) explain that language policy and planning embraces 

those efforts made to influence the way a community learns a language, its scheme, and the position of 

the language within the community. According to Cooper (1989), Ricento & Hornberger, (1996) and 

Shohamy (2006) language policies generally pursue nonlinguistic goals. They explain language policies 

tend to respond to economic trends, and their agenda is generally grounded on improving the 

community's economic situation.  

  

  For Kaplan and Baldauf (1997) a language policy is an element of the complex language planning 

process. In the authors’ view, language policy is a product of language planning. The authors explain that 
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the application of a country's language plan results in a language policy, and such policy is usually 

directed by the country’s government or an educational authority acting on its behalf. Kaplan and 

Baldauf (1997) define language policy as the set of practices, rules, regulations, and ideas, which seek to 

generate a deliberate shift in a nation, a region, a society, and a community.  

 

 According to the authors, a language policy may emerge from a top-bottom or a bottom-up 

process. That is, a language policy can be born from both sides: (1) a government initiative or (2) from 

the linguistic transactions of the language in use and its users. They claim that a language policy does 

not necessarily come up from the country’s authorities in the field, the shift in the language policy may 

also occur as a result of the language use and practices accepted.  

 

 Ricento T.K., Wright W.E. (2008) assert that a language policy generally emanates from 

intentional and unintentional government sources, those sources may be authorized Acts from 

educational offices or sanctioned bodies that represents the interest of a country’s government.  

 

Decisions made on language policies are typically promulgated in the form of national 

orders, decrees, directives or policy statements. The authors also acknowledge the impact of a 

community’s language transactional traditions and customs over a language policy, though 

these tend to be uncovered, unofficial, and implicit.  Thus, they recognize language policies may 

rise from governments initiatives, even by inaction, and from the community´s most prevalent 

or neglected language practices. 
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Schiffman (1996) defines a language policy as a “social construct”. The author argues that a 

language policy consists of explicit components of a judicial, administrative, or constitutional nature, 

and he stresses that these explicit components are underpinned on what he calls linguistic culture. The 

author portrays linguistic culture as the grand total of ideas, values, beliefs, attitudes, prejudices, 

religious strictures, and all the other cultural ‘baggage’ that speakers bring to their transactions with 

Language from their background (p. 276). In the author’s view, an examination of a language policy 

would be unsuccessful and useless if the explicit elements were separated from the linguistic culture or 

vice versa. The author explains that linguistic culture is by nature implicit. However, despite linguistic 

culture is unexpressed and covert, Acts, official documents, laws, and regulations subsumed in a 

language policy are rooted in those unvoiced ideas, values, beliefs, attitudes, prejudices, religious 

strictures, and all the cultural baggage valued, and practiced widely by the community, subject of the 

language shift.  

 

To define language policy, Spolsky (2004) differentiates three concepts: practices, beliefs, and 

language management. Spolsky (2004) avers that practices and beliefs are not necessarily deliberately 

established. These two concepts may represent what Schiffman (1996) portrays as linguistic culture, and 

they are built and regularly transformed as a result of language dynamics, and evolution through time.  

The third concept, language management, refers to conventional concepts of intentional language 

planning and policy elaboration. The sum of these three concepts comprises Spolky’s (2004) definition of 

language policy. This representation of language policy differs from Schiffman’s (1996) on the fact that a 

language policy is not rooted in the community/society practices, and beliefs (linguistic culture), but in 

the fact that language policy is the sum of those beliefs and practices. For the author, a language policy 

equals language ideology without an authorized agent, exercising power throughout the community.  



41 
 

Johnson, D.C. (2013) states that a language policy has a direct effect on the structure, function, 

use, or acquisition of language. For the author, a language policy embeds firstly written documents 

generally promulgated and propagated by the government or the official body representing it. These 

documents are created with the intention of generating a shift on the structure, function, use, or 

acquisition of the language. Secondly, an unofficial and tacit system connected to a community’s 

language beliefs and practices that control language use and interaction within common language 

scenarios. Thirdly, a language policy is portrayed by the author as a process exerted by a diverse group 

of language policy planners all through the different levels of policy making, those being: its creation, 

interpretation, appropriation and instantiation. Finally, the author mentions the policy literature and 

discourse validated by policy managers and the community, who is generally influenced by the language 

ideology and discourses exclusive to that context.  

 

  According to Miranda, N., Berdugo, M., & Tejada, H. (2018), language policies emerge from 

Ministries or Secretaries of education, which are in charge of orienting stakeholders, in the path towards 

the language shift desired. The authors explain that those language policies subsume goals and 

strategies expected to be achieved and employed respectively. The authors highlight the fact that these 

policies go beyond official policy discourses contained inside promulgated documents.  

 

For the authors, language policies are a continuously transforming phenomenon. They assert 

that policies texts are the focus of countless interpretations when they are presented to the bottom 

levels in the education process. In their words, academic offices, administrative staff, and 

school/university teachers perceive, construct and put the policy in practice under the influence of their 
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beliefs and experiences. Members, of the bottom parts of the language policy process, exercise their 

agency over the policy discourse, that is, they continuously transform a policy when implemented.  

 

These agents permanently reshape the policy in account of their cultural background, education 

level, the school/university context, quality indicators, political ideas, learner’socio-economic 

stratification, the school status, and even own egos. Under this assumption, the policy purity and initial 

representation is lost during the message conveyance, because stakeholders, consciously or not, 

influence them through their circumstances and experiences.  

 

Language policy in Russia 

 

 Language policy and planning in Russia has undergone a great number of reforms all through its 

history. According to Krouglov (2021), these reforms have been influenced inextricably by political, 

economic, and cultural events since the times of Peter the Great, Catherine the Great, Nicholas I, 

Vladimir Lenin, Joseph Stalin and contemporary Russia leaders, according to Krouglov (p. 17). Due to the 

number of Ethnics embedded, first under the Russian empire flag, secondly, the Soviet Union and finally, 

today’s Russia, this enormous territory has always been a multilingual region, within which the struggle 

to defend each country’s culture and language has never ceased.   

 

 Educational language reforms in Russia have gone from processes of standards elaboration, 

normalization, openness to western influence, to a strong nationalism feeling affecting all issues in 

Russian society. This mandatory closeness, that is considering foreign cultures as harmful and as threats 
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to the country and its people, was named by Krouglov (2021) as Russification (p. 18). It entailed 

impositions and restrictions for languages other than Russian, and official bannings on the use of 

minority languages in the federation as well.  

 

According to Krouglov (2021), the government agenda has always promoted and ensured that 

Russian must be the dominant language inside the country at expense of minority languages, thus, 

Russian has become the lingua franca of the region. Language policies have always emanated from top-

down approaches to serve the interests of the power group in charge (Tsars, emperors, leaders, 

Presidents, Ministries). The author explains that people, on the bottom structures, end up accepting the 

imposition of learning Russian starting elementary schools, since Russian language has become a 

necessary asset to access higher education programs, which generally impact people’s quality of life. 

Speaking Russian, in this multilingual country, is a matter of status and respect inside the society. It is 

the key to open and enter the world of science, technology, and development.  

 

Several minority languages have been strongly affected and put at the edge of extinction by the 

explicit, and sometimes implicit imposition of Russian as the dominant language in the region. For 

Krouglov (2021), these official policies appear to support bilingualism or multilingualism; however, 

analyses on the policy discourse, evidences completely the opposite objective. Minority languages of the 

region are perceived as low status assets or even unnecessary skills. In this order, language policy and 

planning in Russia have always targeted the same goal, Russian is the dominant language, and minority 

language users are expected to consent it. The purpose of the kind policies has been to exert and 

maintain power and control over the society, through discourses subsumed inside the language 

initiative implemented. 
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   As it occurs in many countries in the expanding circle section, English language is the most 

studied foreign language inside schools, high schools and universities in Russia. For Proshina, (2008) 

English is perceived as the means to carry on intercultural, and international business language 

transactions exclusively. The author implies that using the English language for these particular purposes 

protects Russian culture and its heritage from minority groups’ influence. Thus, this protectionist 

attitude is accepted and promoted by groups in power as a sign of patriotism. As the professor explains, 

Russians use English for pragmatic issues mainly related to advertising and education development in 

this era of globalization.   

 

 English as a foreign language is imparted in most elementary schools, high schools and 

universities in Russia these days. At higher education centers, English is frequently used as a mean of 

instruction in majors selected by students. This may depend on the collegiate requisites. On the other 

hand, English for non-majors’ courses are taught as academic subjects, and the targeted aim is to 

develop learners ‘communicative competence and reading ability to deal successfully with literature, 

scientific, technology type of texts.  

 

  The protection of Russian language is reinforced via the obligation of scholars to research and 

write their dissertations, and projects solely in Russian. Proshina (2008) considers this requirement as a 

weakness, that could be turned into an opportunity for Russia. How so? The author believes English 

language could be a vehicle to permeate other cultures, geographically and politically close or distant to 

Russia, at the similar pace Europeans and Americans have done it for decades. In her words, though 

curious as it sounds, English could be a trojan horse to disseminate the Russian culture and identity 

trough the world. 
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Language Policies in the United States 

 

Despite the lack of an official language policy in the United States, this country has managed to 

achieve a very high level of monolingualism, to the degree that speaking a language other than English 

constitutes a liability (Gounari, 2006). The author comments that people all over the world have 

generally assumed two premises concerning language policies in the United States: (1) English is the 

official language of the country, and (2) that bilingualism policies have been (a) regulated in a fair and 

overt manner, (b) well perceived by the mainstream society, and (c) politically promoted across the U.S., 

due fundamentally to the number of immigrants arriving there, since the colony times to date. 

 

However, both assumptions are not accurate. To date, English has not been declared the 

nation’s official language, though some states have officialized its status, and secondly, there has been a 

fierce political activism against bilingualism and even multilingualism education, which is rooted mainly 

on the grounds of patriotism, white supremacy, and on the country’s defense from foreign security 

threats (Gounari, 2006). By embracing monolingualism, activism in this line reaffirms the fact that, the 

most powerful nation of the planet has earned this position, without setting and putting on march 

bilingual/multilingual education policies aiming at understanding other countries’ language, culture, and 

identity.  

 

 In this matter, Gounari (2006) states that many nations envy the success of unregulated 

monolingualism in the United States. The author explains that typically, countries, which have received a 

great number of immigrants throughout their history, need to regulate, often aggressively, language 
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practices within their frontiers, to maintain the status and hegemony of their official/native/mother 

language.    

 

According to Gounari (2006), the uncontested dominant role of English in the nation has been 

facilitated by means of reactive actions, coming from government agencies, educational institutions, and 

from the media, generally sponsored by conservative groups, which periodically attack those bilingual or 

multilingual initiatives, aiming to promote the teaching and learning of languages other than English (p. 

5).  

 

In the author’s view, U.S. society underpinning monolingualism strongly believe and defend the 

ideology, that minority groups willing to be part of their society, must apprehend their culture practices, 

beliefs, and values, albeit this assimilation contemplates an absolute disregard of minority groups’ 

cultural background and heritage. In this respect, Rumbaut & Massey (2013) labeled the U.S as the 

graveyard for immigrant languages. The land, where a great number of people considers that 

immigrants, wishing to become first-class citizens, must bury their culture without protesting, for that is 

the prize that should be paid to be formally accepted within the U.S. society (p.47). 

 

  Gounari (2006) points out that this implicit policy of assimilation has helped to increase linguistic 

xenophobia within the country. These days, it is quite common to find videos on the internet, or in the 

news, where regularly white people are shown yelling or rudely ordering immigrants to speak English. 

When asked for the assault motivation, these people generally utter: They are in the U.S. so they must 
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speak English. Therefore, that solo argument, completely disrespectful to say the least, should be 

enough for immigrants to not speak their languages outside their homes. 

 

Gounari, (2006) asserts that most scholars, around national education centers, (1) tend to 

accept the implications inserted inside the unregulated assimilation policy, and (2) regularly stay neutral 

within the discussion and promotion of bilingualism across the country. The likely motivations for the 

scholars’ inactive or disinterested position are not explained by the author. 

 

For Gounari (2006), despite the debate generated around cultural democracy, social justice, and 

alternative ways of viewing the world in the country, by means of the critical pedagogy approach, the 

subject of foreign language policy remains seldom discussed and relegated (p. 6).  For the author, this 

assimilation ideology has given birth to a national apathy feeling towards foreigners’ culture and ways of 

life. Thus, most decisions regarding monolingualism, bilingualism and multilingualism policies have been 

entirely left to their political party representantives, generally conservative ones, which have overtly 

defended the superiority and unchallenged position of English in the nation. As a result of these attacks 

on minority groups’ language culture, conservative politicians keep adding new adepts from defending 

this anti- bilingualism/multilingualism position, which in their minds defends the country integrity. 

 

Gounari (2006) asserts that the refusal to recognize other cultures’ values, by supporting 

monolingualism, is a charged weapon designed to vulnerate immigrants’ cultural identity, values, 

languages, and over all their human rights. Specifically, the immigrants’ right to be educated in their 
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native language until attaining sufficient proficiency in English, which will ensure equality issues 

between native and immigrant students.   

 

The author strongly affirms that immigrants must progressively learn English, however, this 

learning process should enable learners to (1) read the words of English language, but also to (2) read 

the “world”. Gounari (2006) resumes this assertion under Hook’s (1994) words: It is the oppressor’s 

language, a language of conquest and domination, a weapon that can shame, humiliate and colonize, 

silence and censor, yet “I need it to talk to you” (p.169).  

 

For Hook (1994), language policies should always be read and interpreted as reactions to 

political, socio-economic and cultural events permeating society (p. 179). Hartmaier (2021) agrees by 

stating that language education policies reflect the political climate of the period (p. 3).  Therefore, I will 

outline the most influential enactments, responding to political, socio-economic events, attempting to 

regulate bilingualism and multilingualism all through U.S. history to date.  

 

Language Policies in Latin America 

 

To describe language policies in Latin America, this study reports the information found on the 

book English language teaching in South America: policy, preparation and practices written by Ruiz 

González, M. J (2021), and also on the language policy official webpages20. 

 
20 https://doi.org/10.1080/13670050.2018.1467867 

 

https://doi.org/10.1080/13670050.2018.1467867
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Language policy in Chile. 

 

In 2003, the Chilean government launched its bilingual policy called: English Opens doors. Ruiz 

González (2021) reports that the policy's main goal is to improve students’ English language level, 

starting from their fifth year of primary school to fourth year of high school. The Ministry of Education 

stated that with the purpose of achieving the goal aforementioned, the bilingual program would 

specifically focus on three steps: (1) the definition of national standards for learning English, (2) teacher 

professional development, and (3) the provision of support for English language teachers. 

 

As a means to involve and motivate English language teachers, the Chilean Ministry of Education 

offered teachers incentives to participate fully in the program in order to improve their skills and 

methodologies to teach the language. Therefore, teachers were administered tests, based on CEFRL 

(2001) can Do indicators, to place them in groups, according to proficiency results. Teachers, who 

obtained a B2 score on CEFRL (2001) standardized tests, could apply to international qualifications.  

 

On the other hand, teachers, whose scores were below B2, could apply for online courses and 

distance learning professional development programmes provided by the British Council along with local 

and foreign trainers. According to Ruiz González (2021), the objective of these online courses and 

distance programs was to help teachers get to the B2 level, and to provide them with the skills and 

methodologies needed to help their learners improve their English language level. 
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Teachers’ methodological update could be deemed as the program’s main goal. The reason 

behind this goal is the assumption that by managing to improve teachers’ language level, and mastery of 

methodological teaching approaches, then, learners’ learning would be directly and positively affected. 

For this reason, many strategies were designed around this objective. For instance, the Department of 

State and the British Council arranged workshops during summer and winter vacations for teachers 

called “English summer town” and “English winter retreats”. Ruiz González (2021) wrote that an online 

platform was created specifically for professional development courses, in which teachers from the 

whole country were expected to interact with local and foreign trainers. 

 

Language Policy in Uruguay 

 

Ruiz González, M, (2021) claims that the Uruguayan bilingual policy (Ceibal) is the most 

ambitious bilingual plan inside the Latin American Region, for two reasons: First, its range: in order to 

not leave any children behind, the Uruguayan government provided every student in the country with a 

laptop and connectivity, as a means to guarantee that the country manages to achieve educational goals 

set for English and all school subjects. And secondly, the use of technology: considered as crucial to the 

bilingual policy success, it has been implemented through the use of an online platform and remote 

teaching. 

 

Ruiz Gonzalez (2021) explains that due to the scarce number of licensed English language 

teachers at elementary level, policy managers decided to compensate the lack of teachers at this level 

with the use of an online platform, and with native instructors teaching remotely once a week. Then, the 
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classroom teacher would reinforce the learning process by using lesson plans and a booklet designed for 

Uruguayan specific learners’ needs, twice a week. 

 

On secondary levels, Banfi & Rettaroli (2012) wrote that where there are enough licensed and 

proficient classroom local teachers, lessons are designed to specifically address and improve learners’ 

speaking ability, through videoconferencing, and the support of native instructors. Elementary and 

secondary learners receive 3 classes a week, the first class is generally taught by the native instructor, 

and the local teacher is in charge of reinforcing the other two classes. 

 

This national bilingual program began in 2011. Its main goal is to improve learners’ language 

level. It is managed collaboratively by two groups: The Conectividad educativa de Informática básica 

para el aprendizaje en línea (Ceibal) and the British Council. Ceibal, as it is known throughout the 

country, is addressed exclusively to elementary and secondary levels of education. This language policy 

was set to finish in 2021. Many linguists in the country have started to write about the level of 

achievement of goals projected. 

 

Language Policy in Argentina 

 

Banfi (2013) states that Buenos Aires, when compared with other cities in Argentina, has walked 

a long path in English language teaching. This assertion is underpinned over advances made in primary 

and secondary schools' English language curricula. These advances are included on official documents 

regulating the teaching of English as a foreign language in the autonomous city. (1) The core learning 
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areas in foreign language for elementary schools, approved by the consejo federal de educación in 2012, 

and (2) the curricular design for foreign languages, approved in 2001 by the Ministry of education. These 

official documents are the resolutions guiding the foreign language teaching process in the Argentinian 

capital. 

 

Since 1996, the teaching of foreign languages was fully introduced, for all children over 9 years 

old, generally placed in 4th grade in public schools in Buenos Aires. Nevertheless, in 2011, the city 

language policy via the 39/2009 decree-law, ordered public schools to start the teaching of foreign 

languages from the first grade of elementary school.  Initially, all schools adopted English as the foreign 

language to teach, however, many schools also started to offer Italian and French courses too. 

 

Overview of Colombian language policies preceding The National Bilingual program 

 

Educational reforms in the country anteceding the National Bilingual Program can be mapped 

back to Spanish colony times, with the catholic missionaries teaching Spanish, forcefully, to native 

communities (Usma, J. 2009a).  

 

Usma (2009a) states three language policies, over the last five decades, contributed to shape 

the current state of foreign language teaching in our country: The English Syllabus (1982), The COFE 

Project (1991-1996), and the Curricular Guidelines for foreign languages (1999), together with the 

passing of the General Law of Education in 1994. Though well-intended, these language policies did not 

succeed in achieving goals projected. As it concerns the English Syllabus (1982) and the COFE project 
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(1991), Valencia (2007) wrote that the British Council reported teachers lacked proficiency in English, 

the number of hours allocated to Foreign language teaching were insufficient, and most teachers 

privileged their beliefs over teaching approaches suggested (p. 7). These projects, according to McNulty 

& Usma (2005) faced a great number of difficulties during their implementation, by means of resource 

limitation at schools, lack of promoters’ leadership, and teachers’ attitudes towards educational 

research.  

 

In 1999, the National government released the Curricular Guidelines for Foreign languages. 

These pedagogical guidelines were successful, according to Ocampo (2002), for they addressed 

particular concepts comprised in the General Education Law, concerning approaches and methods to 

foreign language teaching. However, the author remarks they also failed due to teachers’ autonomy 

restriction via the schema suggested for classroom practice. Usma (2009a), stated the lack of certified 

foreign language teachers within schools, learning materials availability, limited professional 

development opportunities, and physical constraints at schools conflicted with the goal comprised in the 

curricular guidelines project. 

 

The National Bilingual Program (2004-2019) 

 

In 2004, the Colombian Ministry of Education institutionalized the “Programa Nacional de 

Bilingüismo” (henceforth MEN and NBP respectively). The need to improve foreign language teaching 

practice, and to provide citizens, with the knowledge and skills to participate, with a leading role, in the 

academic, cultural, and economical agenda globalization has set, are some of the reasons supporting the 
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NBP (2004) creation and implementation. The program was thought to guide English language teaching 

in primary, secondary, and higher-level institutions. 

 

According to Angarita Trujillo & Arias Castilla (2010), the NBP (2004) pretended (1) to meet the 

many and various needs educational contexts pose in relation to foreign language learning, and (2) to 

integrate the multiculturalism notion inside schools, which the authors deem as inherent to our country 

(as cited in Gómez Sará, M., 2017: 142). In this respect, Cárdenas and Miranda (2014) stated the macro-

project addresses three specific lines of action:  

 

▪ “The ethno-education consisting of providing indigenous communities with bilingual 

education in their aboriginal language and Spanish”; 

▪ “the inclusion of flexible models of education in order to regulate the teaching of foreign 

languages in the “education to work and human development”; 

▪ “the improvement of the communicative competence in English in the public and 

private schools and universities of the country”. 

▪ For the purpose of this case study, I will exclusively refer to those components related to 

the improvement of the communicative competence in English in public and private 

schools, and universities of the country. 

 

Within the program third line of action: the improvement of the communicative competence in 

English in public and private schools, and universities of the country, the NBP (2004) additionally 

addressed five specific areas, in which following actions are included: 
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▪ The development of standards suggesting approaches to language learning and 

teaching. 

▪ The continual evaluation of learners and teachers’ language competence inside and 

outside the educational system. 

▪ The provision of pedagogical training plans for teachers. 

▪ The inclusion of new information and communication technologies training programs for 

teachers. 

▪ The consolidation of bilingual and trilingual designs for the different ethnic groups in the 

nation (Cely, 2007). 

 

For The MEN, this program constituted a long-lasting, extensive reaching, and comprehensive 

language policy, which is complemented by a presidential plan called “Revolución educativa”. The 

underlying goal of the NBP (2004) is to develop Colombians’ functional language proficiency in English 

throughout the different levels of the Colombian educational system (MEN, 2005a). The macro project 

states that “those learners who become proficient in English will become part of universal 

communication processes, a global economy, and a multicultural world”. The program suggests bilingual 

learners will have more opportunities to (1) find better work positions, and (2) get scholarships to study 

abroad, which would be translated into better quality of life (MEN, 2005b). 

 

With the intention of meeting the NBP (2004) goals, improving foreign language teaching 

practice, and citizens’ competitiveness, the program addressed 3 main processes from the perspective 

of a quality management system. Those processes are  

▪ set of standards,  
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▪ evaluation, 

▪ and improvement. 

 

The first main process is comprised within an official document called “Basic Standards of 

Competence in English [Estándares Básicos de Competencia en Inglés]. They were released in 2006 by 

the MEN in collaboration with the British Council. These standards are widely used by language teachers 

across the country, and they have become the framework reference, teachers use to define primary and 

secondary English language curricula, learners’ assessment, and their practice. The booklet states what 

students should know and do with the foreign language across the grades in the Colombian educational 

system. This official document represents the adaptation given to the CEFRL (2001) proficiency levels to 

the Colombian educational notion of grades. It informs stakeholders about proficiency levels students 

are expected to reach, the concept of communicative competence adopted, the formal aspects of 

language and the skills students need to learn and display, to be a proficient English language user, that 

is, to be bilingual. 

 

 Many scholars have criticized the content and pedagogical suggestions comprised in the Basic 

Standards of English. Usma (2009) sustains these standards have a hidden agenda.  In the author’ view, 

the series is the first step to yield foreign language teaching, language learning, professional 

development, and school accreditation to the private sector. Quintero (2007) argues that the standards 

do not reflect local academic foreign language knowledge, since their promoters deliberately ignored 

national scholars’ contribution pertaining the betterment of schools, and professional training. 

 



57 
 

Testing learners and teachers’ proficiency is the second process crossing the NBP (2004). It has 

been implemented by means of annual testing instruments.  Usma (2009) described that “public schools 

and universities across the country were inundated with standardized models and tests”, which included 

national and international exams such as The Saber pro test, First Certificate of English, the QPT, 

MELICET/MET and TOEFL, among other assessment instruments designed to test language competence. 

Records of these learners and teachers’ assessments have been used to feed the third process crossing 

the NBP (2004), “the improvement plan”, since they are the primary source for the policy redefinition. 

 

The National bilingual program and proficiency level goals 

 

The NBP (2004), adopted the CEFRL (2001) as its guiding document. Herazo, J., Jerez, S., & 

Lorduy, D (2012) note that the program adapted the European framework to the Colombian education 

system. It set language proficiency levels for all educational grades in the country, starting primary 

school and finishing with under-graduate university programs. They range from basic (A1) to advanced 

level (C1) in accordance with the population targeted. For the purpose of this study, particular attention 

will be given to the B2 proficiency level, which corresponds to the minimum degree of competence 

under-graduated learners are expected to reach, at the end of their professional studies. 

 

Table 1 

 

This table shows the proficiency language levels learners are expected to attain at the end of Colombian 

educational levels (MEN, 2006b in Herazo, J., Jerez, S., & Lorduy, D., 2012).  
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The national bilingual program and English language teaching in higher education level 

 

The NBP (2004) envisioned that under-graduated learners should reach the B2 level. However, 

apart from setting this language proficiency level, the macro project has not provided higher education 

institutions with quality indicators to guide the processes of language teaching/learning, proficiency 

testing, and improvement plan. This lack of guidance strongly contrasts with the efforts displayed for 

guiding primary and secondary processes mentioned in the previous chapter, in the pursuance of the 

goals the program set. 

Therefore, within the absence of quality indicators to guide teaching, testing, and evaluating, to 

improve curricula implemented, in my opinion, an overt, but also an uncovered message has been 

conveyed to higher level institutions. That is, English language departments and teachers are 
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responsible for filling this NBP (2004) void, and they are expected to define English language curricula, 

together, to help learners reach the desired level.  

 

It could also be understood, in this policy makers’ inactive and detached position, that university 

language departments and English language teachers, observing the national language policy 

suggestions, should guide English language teaching, learners’ testing process, and their improvement 

plans, following the CEFRL (2001) suggestions on these 3 aspects. Why should they turn to the 

framework?  In my view, they should turn to the CEFRL (2001) because all language policy official 

documents have stemmed from this reference.  

 

To date, the NBP (2004) has not published neither a set of standards nor a suggested curriculum 

for guiding higher education teaching and learning processes. This void has undoubtedly become a debt 

with this community, and an improvement opportunity within the macro-project. Testing under-

graduated learners’ proficiency has been the sole action carried out by the NBP (2004), at this level, by 

means of the Saber pro test. The Saber pro test has become the exclusive means policy makers and 

managers count on to: measure under-graduated learners’ proficiency, keep a record of learners’ 

progress, and establish the percentage of learners reaching the B2 level.  

 

The NBP (2004) lines of action state in higher education level 

 

Regarding this symbolic rapport between Colombian higher education institutions and the NBP 

(2004), I will now provide feedback on the state of the NBP (2004) specific lines of action, mentioned by 
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Cely (2007), at Jorge Tadeo Lozano-Seccional Caribe. This feedback intends to demonstrate the scope of 

the program inside higher-level education institutions:  

 

As mentioned before, no standards or suggested curriculum have been published to date.  The 

continual evaluation of communicative competence at all levels:  learners’ proficiency in English is 

tested exclusively via the Saber pro test, typically taken once, and during the last semester of university 

programs. It is worth mentioning, the university has offered learners free and non-mandatory English 

courses to reinforce their proficiency, and help learners reach the B2 level. 

 

The three remaining lines of action of the NBP (2004) have not reached Jorge Tadeo Lozano 

University yet. Teachers have not been engaged in professional development programs to develop and 

foster their pedagogical knowledge and communicative competence in English. There has not been any 

instruction regarding the use of new information and communication technologies. Likewise, any 

orientation has been given concerning bilingual and trilingual models in the different ethnic 

communities around the country. 

 

The implementation of the national bilingual program 

 

Putting the NBP (2004) in operation has raised many voices at the heart of the linguistic 

academic Colombian community. Research literature on the macro-project has unfolded supporting and 

opposing stands on this matter. In this section, I will present some recognized Colombian scholars’ 

supporting and contesting stands on the program goals and outcomes respectively. 
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Supporting stands 

 

De Mejía, (2011) acknowledges that the program has become an unexpected inclusive tool in 

the country’s educational context. According to the author, the program has been thought not 

exclusively for “the social elite”, but for every Colombian student attending private and public schools 

and universities. The author also remarks as positive, the long-term goal set for 2019 to all schools in the 

country. This goal implies that all students in the country are expected to attain specific proficiency 

levels in English and Spanish. For De Mejía (2011) such ambitious statement has been of great benefit 

for the Colombian academic community, since it has put on the table a discussion concerning 

bilingualism and its implications for the national context. In this same respect, Usma (2009a) finds 

positive traits in the macro project. The author recognizes two positive outcomes: (1) the duration and 

scope of this initiative has positively affected teachers and students within the educational Colombian 

context; (2) the pedagogical growth it has represented for the academic community. 

 

Velez White (2006), in her open letter to the country inside the Standards of English, also claims that 

the program implementation would bring positive profits to the country’s development. The former 

Ministry of Education claims that becoming bilingual (reaching the desired proficiency level B2) would 

allow students to improve their “quality of life” through employment and education opportunities 

available on the market for those competent language users. 

 

Contesting stands 

 



62 
 

In contrast to these views, some authors have pointed out negative traits of the NBP (2004). Bonilla 

Carvajal & Tejada-Sánchez, (2016); Correa & Usma, (2013) have declared that the NBP (2004) ignored 

local academic knowledge on foreign language teaching. They have stated Colombian researchers and 

teachers’ work was disregarded during the planning and evaluation stages of the policy. The authors 

explain the program has prescribed a pedagogical packet for teaching foreign languages, with the 

adaption of the CEFRL (2001), and it has neglected cultural aspects inherent to the diversity of 

educational contexts within the country, by privileging economic ones. To this matter, De Mejía (2006) 

considers policy promoters should “look both outwards towards a globalized world, as well as inwards 

to focus on local complexities”. 

 

For Gómez Sará (2017), excluding academic offices and teachers from the decision-making process 

in the NBP (2004) was a mistaken action. The author believes teachers have legitimate knowledge of (1) 

school contexts, and (2) teachers and learners’ needs, better than outsiders sitting in offices kilometers 

away. Therefore, they are referents of their communities, and in the end, teachers would be the agents 

implementing those pedagogical guidelines, and evaluating their impact on students’ proficiency level, 

inside schools and universities across the country. 

 

Ayala Zárate & Álvarez, (2005) argue that the NBP (2004) has failed to provide schools, with the 

resources educational centers should count on, in order to facilitate the attainment of desired levels. 

They explain that in addition to standards, schools and universities should have physical facilities and 

pedagogical assets which become crucial aids to strength the teaching practice and learning process. In 

this regard, Sánchez & Guerrero (2008) have explained “the problem in Colombia is not the adoption of 



63 
 

foreign language policy and standards, but the learning and teaching conditions which the government 

seems to overlook”. 

 

Ayala Zárate & Álvarez, (2005) assert that the implementation of the NBP (2004) has not succeed in 

improving school’s infrastructure, handing technological resources to schools, reducing the number of 

students per class, and providing learners with authentic opportunities to use the language to 

communicate. In the following paragraphs, I will outline common critics to the NBP (2004) sustained by 

some well-recognized Colombian researchers and professors: 

 

Bilingualism within the NBP (2004) refers exclusively to being competent in Spanish and English. (De 

Mejía, 2006). This dual conception of bilingualism -Spanish and English- excludes other languages 

spoken and taught across the country (Guerrero, 2008). The utilitarian conception of Spanish-English 

bilingualism inscribed in the NBP (2004) has rejected “indigenous and most foreign languages” from the 

national debate on foreign language learning (Usma, 2009). The program neglects the fact that “in 

certain parts of the world English is not the first choice as a second or foreign language” (Barletta, 2007). 

De Zubiría Samper (n.d.) argues that national academic authorities should be concentrated in educating 

and forming students competent in their mother tongue first, rather than attempting to graduate 

bilingual students. The author states that fostering students’ deduction and induction skills, 

argumentation and critical reading should be the priority for the MEN (as cited in Bonilla Carvajal, C., & 

Tejada-Sanchez, I. 2016). 
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Usma (2009), González (2007), and Álvarez (2008) have declared that “the bilingualism plans have 

boosted a process of commercialization more than a process of equality”. Bilingualism grows as a 

profitable enterprise for international consultants selling and administering proficiency tests, teaching 

methodology qualification courses, and learning materials usage (Gomez Sará, 2017). 

 

The NBP (2004) perceives Colombian students as a “monolithic and homogeneous population”. In 

this respect, Guerrero (2008) asserts the program disregards the fact that learning conditions are not 

the same for all children inside the Colombian society, which has been wounded by problems of 

political, economic, and social sorts. The author poses the case of the existing differences between 

urban schools located in the same district as an illustration. 

 

According to Guerrero (2008), proficiency levels reached by students attending public schools differ 

highly from those attending private ones. For the author, this gap widens year after year, due to 

teaching methodologies selected, human resources qualification, materials usage, and the inclusion of 

technology in foreign language learning inside public schools. The author highlights that while private 

schools have been investing efforts in bilingual education prior to the General Law of Education; public 

schools have been struggling to have certified teachers in primary level, and to increase the amount of 

class hours as well. 

 

Gomez Sará (2017) alleges that research plays a decisive role in bilingual education across the 

country. Academic offices and teachers should engage in research projects to inform their pedagogical 

decisions. The author explains research rarely reaches primary and secondary high school scenarios, 
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thus, decisions made may not respond entirely to the needs and characteristics of agents involved in the 

educational process. In the author’s view, differentiated education should be a pillar of the program in 

order to meet learners’ real needs, and the program main goal. 

 

According to Usma, (2009), the NBP (2004) boosts “inequality and stratification” in foreign language 

education. For the author, proponents of the program are reinforcing instrumental goals at expense of 

cognitive and sociocultural rationales in the process of inserting the country into the global economy. 

Herazo, Jerez, & Lorduy, (2012) claim that given the minimal labor market demand for English-proficient 

workers, the economic payoffs of proficiency in English seem still insufficient to provide the necessary 

motivation for attaining the overarching goals contemplated within the NBP (2004). 

 

In the section that follows, I will outline the relation between the CEFR (2001), and foreign language 

teaching in higher education in Colombia. 

 

Reforms to the National Bilingual program 

 

In 2013, the national government passes the Bilingualism Law. The law modifies articles 13, 20, 

21, 22, 30 and 38 from the 1994 general of Education, with the purpose of regulating English language 

teaching in the country. In 2014, the national bilingual program is reformed, and it is renamed 

“Colombia very well”. The program was thought to last 10 years. However, five months later after its 

launching, the MEN presents a new language policy, named “Colombia Bilingüe, which is the policy 

regulating English language teaching and learning these days.  
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Colombia Bilingüe share common goals and lines of actions with the NBP (2004).  In 2016, the 

MEN releases a series of booklets comprising pedagogical orientations to guide schools, on the path to 

meet proficiency levels expected. The Basic learning rights, the Suggested Curriculum scheme, and the 

suggested orientation and pedagogical principles make part of the documents launched by the national 

government. 

 

The common European framework of reference for languages 

 

In 2006, the MEN adopted the CEFRL (2001) as its guiding framework. It crosses the heart of the 

Colombian current language policy: Colombia Bilingüe (henceforth CB). This adoption resulted in a set of 

pedagogical suggestions for foreign language planning/teaching, learning, and assessing approaches 

comprised in the series “The Basic Standards of competence in English” (as cited in Sanchez Jabba, 

2013). 

 

Cely (2007) explained that after having examined frameworks such as those in force in the USA, 

in Ireland, in Spain in Australia and in Canada, the Ministry of Education considered the CEFRL (2001) 

was the framework that could best guide Colombian language policy. Velez White found the CEFRL 

(2001) is a flexible, complete, sufficiently researched document, used throughout the world, and 

predominantly in the Latin American context.  

 

According to Van de Putte (2009), the CEFRL (2001) and the Colombian policy share common 

assumptions regarding language teaching and learning process. Inside the program and the framework, 
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(1) language is conceived as interaction, and users are agents continuously interacting to perform 

specific tasks in diverse settings; (2) communicative competence is understood as comprising 

“sociolinguistic and pragmatic competence as well as the general competences associated with knowing, 

knowing how to do, knowing how to be, and knowing how to learn” (as cited in De Mejía, A. M, 2011). 

 

The CEFRL (2001) theorizes a common ground for the design of curriculum, the writing of 

language syllabuses, the construction of assessment and testing instruments, textbooks selection, etc. It 

describes comprehensively what students are expected to do with the language, and what 

knowledge/skills they have to learn/develop to become bilingual (p. 1). Additionally, the framework 

description also covers: 

 

▪ The cultural traits foreign language learning/teaching should deal with. 

▪ Proficiency level to evaluate learners’ progress thorough “learning stages on a life-long 

basis. 

▪ Those specific sections in which agents involved in foreign language teaching, learning, 

and assessing (educational administrators, course designers, teachers, teacher trainers, 

examining bodies) should reflect on for the betterment of communicative language 

competence. 

 

Levels of Proficiency in The CEFRL 
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According to the CEFRL (2001), “these levels aid educational administrators, course designers, 

teachers, teacher trainers, examining bodies in making more concrete what it may be appropriate to 

expect at different levels of achievement” (p.23). 

 

The Colombian language policy adopted and adapted the scheme proposed by the CEFRL (2001) 

to the Colombian notion of grade levels, which consists of a 3-level broad division – A, B, and C, as 

shown in table 2.  It shows the proficiency language levels and their parallels within the Colombian 

educational notion of grades (MEN Nacional, 2006b, as cited in Herazo, J., Jerez, S., & Lorduy, D. 2012). 

 

Figure 1 

 

  Proficiency language levels and their parallels within the Colombian educational notion of 

grades. 
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For the purpose of this study, and in the absence of standards of competence in English for 

higher education level, only a description of the B2 proficiency level will be provided.  It will describe the 

parameter this study will turn to in the pursue of its objectives, since it depicts performance, knowledge, 

and skills under-graduated learners are expected to master. 

 

B2 proficiency level global scale description 

 

According to the CEFRL (2001), language users placed at the B2 level should be able to do as 

table 2 shows (p.24). 

Table 2 

 

Common reference level: Global scale 

 

Independent user 

Can understand the main ideas of complex text on both concrete and abstract 

topics, including technical discussions in his/her field of specialization. 

Can interact with a degree of fluency and spontaneity that makes regular 

interaction with native speakers quite possible without strain for either party. 

Can produce clear, detailed text on a wide range of subjects and explain a viewpoint 

on a topical issue giving the advantages and disadvantages of various options. 
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The CEFRL (2001) also provides a set of “Can do descriptors” for some of the skills employed in 

performing communicative activities (p.25). These descriptors deal with interaction, production and 

reception strategies (listening, reading, spoken interaction, spoken production, and writing). This table 

shows the “Can-Do descriptors” for the B2 level categorized by skills inside the CEFRL (2011). 

Conventions used by the Basic Standards of Competence in English (2006) will be used. These 

descriptors will be considered for analyzing results, and drawing conclusions around the research 

questions (p. 27). 

 

Table 3 

 

Level B2 Can do descriptors 

 

B
2

 le
ve

l 

 

SKILLS 

 

Can Do descriptors 

 

LISTENING 

Understand extended speech and lectures. 

Follow complex lines of argument in familiar topics. 

Understand most TV news and current affairs programmes. 

Understand the majority of films in standard dialect. 

 

READING 

Read articles and reports concerned with contemporary 

problems. 
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 Understand contemporary literature prose. 

 

CONVERSATION 

 

Interact with a degree of fluency and spontaneity with native 

speakers. 

Take an active part in discussions in familiar topics. 

Account and sustain points of view. 

 

MONOLOGUE 

 

Present clear, detailed descriptions on a wide range of subjects 

related to field of interest. 

Explain a viewpoint, giving advantages and disadvantages of 

various options. 

 

WRITING 

 

 

Write clear, detailed text on a wide range of subjects related to 

field of interest. 

Write essays and reports presenting information or giving 

reason in support of against a particular point of view. 

 

 

Communicative language teaching approach 

 

The following part of this paper moves on to describe in brief detail the origins of 

communicative language teaching approach (henceforth CLT), its main objective, some of its core 



72 
 

characteristics and some scholars’ widespread and accepted conceptualizations. Finally, a number of 

features of communicative classrooms will be described. 

 

Jaime Osorio, M., & Insuasty, E. (2015) wrote “In recent decades, the particular field of teaching 

English as a foreign language has promoted a wide diversity of pedagogical practices to develop 

students’ communicative competence, the communicative approaches being the most prevalent” (p.49). 

In 1993, Galloway asserts the notional-functional, teaching for proficiency, proficiency-based 

instruction, and communicative language teaching are the most frequent teaching methods used to 

develop and improve learners’ communicative competence (p.1). 

 

Calvache (2017) writes that the communicative language teaching approach (henceforth CLT) 

emerged in Europe in the 1970s as a reaction against “structuralist methods such as the Audio-Lingual 

method and Grammar Translation method”. As Galloway (1993) commented: “the communicative 

approach could be said to be the product of educators and linguists who had grown dissatisfied with the 

audio-lingual and grammar-translation methods of foreign language instruction” (p.1). 

 

According to Calvache (2017), CLT is research grounded. For the author, Canale and Swaim 

(1980), Halliday (1978), Savignon (1972) and representatives of the Europe council (Van Ek, Richterich, 

Trim, & Alexander) are considered to be founders of this approach, and their multidisciplinary research 

proposals agreed on a common point, that is, the relevance of approaching language learning and 

teaching from a communicative viewpoint. Calvache (2017) explains that CLT promoters asserted that 
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being competent in a foreign language entailed far more than mastering formal aspects of the language, 

as Chomsky (1998) sustained. 

 

In a like manner, these approach founders advocated that successful foreign language teaching 

approached communicatively, implied the identification of students’ learning needs, and motivation at 

early course stages, since they would validate learning to take place. Calvache (2017) has outlined some 

common traits to CLT approaches found at these founders’ research works: 

▪ There should be a direct relationship between students’ learning needs, content and 

vocabulary described in the syllabus. 

▪ Real life situations should greatly affect grammar instruction. 

▪ Opportunities to practice grammar should be inserted in day-to-day situational 

scenarios. 

▪ Activating previous knowledge is essential in CLT. Topics chosen as learning subjects 

should allow students to notice differences between their culture and the foreign one. 

Therefore, making students notice these cultural characteristics is highly relevant. 

▪ Authentic materials promote real communication. CLT approaches should foster their 

use since they reflect the language and culture basis. 

▪ CLT approaches should pay great attention to the type of activities proposed. According 

to CLT promoters “the preferred activities for exploiting materials are tasks involving 

analysis, problem solving, and interpretation” (p. 9). 
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Some conceptualizations on CLT 

 

According to Harmer (2007) two principles orientate CLT approaches: 

▪ Language is more than a system of grammatical samples with embedded vocabulary in 

isolation. That is, functions are inherent to language. 

▪ Learning will occur if teaching practices present students with opportunities to use the 

language in real-life situations, and are the result of previous identification of their 

needs and motivation. 

 

Accordingly, Berns (1984) explains that language learning should be considered as an interactive 

process. Therefore, the author exerts language teachers to accept they may need to change their 

beliefs, views, and assumptions about teaching, when deciding to approach language teaching from a 

communicative approach. In her analysis, the author sustains that “learning is an interpersonal activity 

and has a clear relationship with society”. As a consequence, teaching practices should insert students in 

tasks where they use language forms and vocabulary for authentic purposes. 

 

Richards & Rodgers (1998) and Savignon (1987) claim that: 

▪ Communicative approaches theory relies on a functional view of language. Under this 

assumption, meaning will be privileged over the mastery of grammatical structures. 

▪ Learning will take care of itself if classroom practices promote real communication. 

▪ Learners’ motivation will be maintained if input presented to students relate to their 

needs and is deliberately contextualized. 
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As a strategy to help teachers have a better understanding of what CLT entails, Thompson 

(1996) presented a summary of misconceptions most teachers have on CLT approaches. By means of 

explaining what CLT does not represent, the author expects teachers to draw on a more accurate 

conception of what approaching language through CLT genuinely implies. 

 

Firstly, the author explains that CLT does not exclude grammar from foreign language teaching. 

He states that grammar continues playing a fundamental role in foreign language learning. However, in 

the author’s view, teachers should first expose learners to the target language function until meaning 

and the function itself are understood, but first learners should be exposed to language in context to 

understand function and meaning. After this stage is accomplished, the author invites teacher to focus 

students’ attention on the way forms work in this scenario. In other words, Thompson (1996) 

recommends teachers to set up classroom activities where students are asked to notice how grammar 

works in specific communicative situations. For Sánchez Solarte (2017), “teachers should set up 

scenarios where learners are persuaded to discover grammar rules rather than memorizing them, giving 

learners the chance to reflect on rules to later relate these to more formal knowledge of the L2”. 

 

Secondly, Thompson (1996) points that CLT goes beyond building and improving students’ oral 

skill exclusively. The author explains that foreign language teaching should address the development of 

students’ macro-strategies to form competent language users. In this regard, the author explains that 

dialogues and role plays should neither be privileged nor abused in CLT approaches since there are a 

great number of reading, writing, and listening activities, which could be set up for the betterment of 

students’ communicative competence. In this line, Sánchez Solarte (2017) claims that one of teachers’ 

tasks in CLT should be balancing classroom activities in order to give students “opportunities to 
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communicate in all the possible contexts rather than overwhelming learners with dialogues that are not 

usually found in their socio-cultural context”. The author also argues that writing and reading activities 

are of great benefit for language learning too. 

 

Thirdly, according to Thompson (1996), CLT is more than role playing for repetition, 

memorization, pair work, and question answering sort of activities. In the author’s view, this technique 

would probably involve students in thinking activities, rather than literal ones, if teachers make better 

use of them and propose different alternatives, to those generally found in textbooks. In this line, 

Sanchez Solarte (2017) claims that teachers could take more profits of this CLT technique by redefining 

textbook activities. The author invites teachers to move ahead by setting up activities where learners 

interact with authentic dialogues through varying vocabulary, responses, and questions. As a 

consequence, the author notes learners would probably feel more eager towards the task, since the 

communicative transaction would be more realistic to them. Coupled with these conceptions, Hedge 

(2000) argues that teachers implementing CLT approaches are expected to device classroom activities 

where students are allowed to practice language situations as they occur in authentic scenarios (p.71). 

Accordingly, Hendrickson (1980) maintains that teachers are responsible of creating learning spaces 

which purposefully provide students with a “wide variety of realistic, communicative situations” (p. 1).  

 

Likewise, Nieto (2002) declares that CLT approaches should hand students with the necessary 

knowledge and thinking skills to function effectively in communicative situations. In order to provide 

these scenarios for students, Nieto (2002) remarks it is vital to integrate “the language itself (linguistic 

performance), the functions of language (pragmatic competence), the ability to create coherent 

language in written as well as in spoken texts (discourse competence), the ability to cope in authentic 
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communicative situations (strategic competence), and the ability to use units of speech together with 

facility (fluency)” (p. 16). 

 

The CEFRL (2001), writes there is no final word concerning the best foreign language teaching 

approach. It is explained that what makes a language approach suitable and appropriate for an 

educational context, may not be transferred to similar ones, since a number of variables may influence 

its effectiveness. Goals inserted in macro-projects, educational contexts, and students’ needs and 

motivation are among the factors, mentioned inside the document, affecting such crucial decision. Then, 

such resolution necessarily demands cautious reflection in order to meet both: the language policy, and 

the school/university projected goal. The degree of goals achievement may be used as an indicator of a 

language approach suitability and appropriateness, either approached communicatively or not. 

In sum, the CEFRL (2001) suggests educational institutions, at all levels, to inform the approach 

selected by identifying learners’ needs, the type of material, number of hours, class size, physical 

constraints. Those variables, which differentiate educational contexts should be largely reflected on 

before deciding how to approach language teaching (p.142). 

 

That being said, it could be understood that the framework prompts teachers to rely on CLT 

concepts above mentioned with the fundamental intention of developing communicative competence 

through a learner-centered approach, culture appropriateness, and the setting of scenarios where 

learners are given the chance to use the language as authentically as possible. 
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The CEFRL (2001) recommends educational institutions adopting CLT approaches to consider 

implementing the following practices: 

 

▪ Present authentic language to students. 

▪ Observe and keep record of students’ progress and advise when necessary. 

▪ Boost linguistic competence development through explaining and training learners in 

the application of lexical structures. 

▪ Boost sociolinguistic competence development through addressing students’ attention 

to existing differences between their society of origin and the target one. 

▪ Boost pragmatic competence development through “explicitly teaching and exercising 

of functions, verbal exchange patterns and discourse structure”. 

▪ Conceive students’ errors as opportunities to foster learning. 

▪ Provide students practice spaces to use the language as authentically as possible. 

▪ Roles of teachers in communicative language teaching approaches 

 

According to Calvache (2017) teachers approaching language communicatively should play 

several roles in a class. In the author’s view, teachers are expected to: 

▪ Act as learning facilitators, researchers, analysts, organizers, observers, counselors, and 

learners. 

▪ Rethink their view of errors, which become learning opportunities 

▪ Rethink their view of assessment, which can be carried out by means of texts, 

interviews, dictations, oral and written reports, reading comprehension activities, 

portfolios and jigsaw activities (p.9). 
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For Richards and Rodgers (2004), teachers should concentrate in the promotion of interaction 

and real communication. To do so, the authors hold that teachers should act as facilitators during 

classroom activities. For Vanegas Rubio and Zambrano Castillo (1997), being a real facilitator demands 

teachers to present learners with meaningful and purposeful language, select learning materials that 

prompt interaction and autonomy, and “generate an atmosphere of interesting and enjoyable learning”, 

among others. 

 

Larsen-Freeman (1986) explained that CLT approaches demand teachers to become better 

listeners. For Jaime Osorio & Insuasty (2015), under this new role, teachers are no longer 

instructors but professors, who would also need to become observers and advise students on 

their performance (p. 52). Two decades later, Larsen-Freeman (2007) broadened her teachers’ 

role statement by adding the role of counsellor, which implies that the teacher should “provide 

feedback from the strengths and weaknesses of students in the development of communicative 

competence”. 

 

According to Harmer (2007), “Part of a good teacher’s art is the ability to adopt a number of 

different roles in the class, depending on what the students are doing”. The author states that teachers 

would probably need to activate different roles during a class, and these operations would rely on the 

type of language activity set. In this respect, teachers could be asked to act as communicator, or 

participant, that is enhancing interaction in the class by taking part of the activities when necessary; to 

act “as controllers (in grammar activities), as prompters (in cooperation activities), as assessors (when 

giving feedback on students’ performance), and as language tutors (when advising learners on what to 

do next)”. 
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Alternatively, Hedge (2000) mentions that a communicative classroom may involve teachers in a 

wide range of roles: 

▪ Task designer 

▪ Learning materials organizer 

▪ Students’ counselor 

▪ “Students’ needs diagnosing and language resource provider”. 

 

Sánchez Solarte & Obando Guerrero (2008) paramount the need for teachers to embrace the 

role of researchers, as well as academic writers/publishers due to the multiple challenges contemporary 

teaching is posing. In addition to this, the scholars argue teachers should be constantly updating their 

knowledge on post method trends in order to reinvent them, for the sake of learners’ development and 

betterment of the communicative competence. 

 

Stryker & Leaver (1993) quoted by Richards and Rodgers (2001) added some new roles for 

teachers in communicative language approaches, and content-based instruction. According to them, 

teachers are required to: 

 

▪ Modify established classroom instruction format. 

▪ Promote cooperative work and “team-building techniques”. 

▪ Determine in advance previous knowledge and language skills required for students 

reaching the desired proficiency level. 

▪ Helping students being motivated towards learning the foreign language (p.214). 
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Characteristics of a Communicative Classroom 

 

The communicative classroom is the spot where interaction takes place (Nieto, 2002:16). 

According to the author, for this communication exchange to occur, learners’ needs should be the main 

source driving the curriculum, since they are the motivating force for learning the foreign language. 

Also, the author claims it is the teacher’s responsibility to set up appropriate learning conditions, which 

will spur students’ autonomy. Nieto (2002) explains that the teacher in the communicative classroom 

fulfils different roles to deal with students’ needs, in her own words, teachers are expected to adapt to 

circumstances, be flexible, creative, and committed to the teaching task. 

 

Nieto (2002) also remarks that students’ interest and learning materials are two fundamental 

elements in successful language teaching. The author invites teacher to continuously reflect on how 

both aspects can influence positively students’ learning process, since they directly increase the 

development of students’ communicative competence, “and the force that determines the impulse with 

which a learner arrives to the classroom”. 

 

In view of the relevance the communicative classroom entails in language learning, I will outline 

a number of actions expected to occur in this space, proposed by some well-known researchers, which 

are considered to be critical for the development of the communicative competence. 
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The amount of time a learner is exposed to the target language influence language proficiency 

development and improvement. (Lightbown & Spada, 1999 as cited in Sánchez Solarte & Obando 

Guerrero, 2008, p. 184). 

 

According to McNamara (2000) communicative classrooms will be successful to the extent the 

curriculum, the syllabus, and learning materials mirror the target language as authentically as possible 

(as cited in Sánchez Solarte & Obando Guerrero, 2008, p.186). 

 

For Hendrickson (1980) teachers must give students “plenty opportunities to practice the most 

useful language functions, as well as practicing language in context”. Communicative classrooms should 

focus in developing students’ communicative competence in an integrated way, this means, learning 

activities should be addressed to foster fluency, coping strategies, discourse, pragmatic and linguistic 

competence (Hedge, 2000). 

 

According to Prabhu (1987), communicative classroom should promote thinking activities, such 

as: opinion, reasoning, and information-gap sort of activities. Special attention needs to be drawn to 

language skills in communicative classrooms, since their development and improvement nourish 

students’ communicative competence development (in Jaime Osorio & Insuasty, 2015).  

 

Littlewood (1998) sustains that pre-communicative activities focus on language forms 

correctness, lexis, and functions; communicative activities are grounded in fluency development and the 
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promotion of interaction. The author subdivides the latter type into: “functional activities and social 

interaction activities” (as cited in Jaime Osorio & Insuasty, 2015). 

 

Jaime Osorio & Insuasty (2015) categorizes those activities generally found in textbooks as 

“quasi-communicative”: answering questions, complete discussions, true and false exercises, reading 

aloud, guided conversations, dictation, classification of information, dialogues, songs, writing questions, 

scrambled sentences, scrambled paragraphs, and information transfer are common examples of this 

type. 

 

Teaching practices 

 

Many scholars have contributed to frame the concept of teaching practices these days, 

according to Jaime Osorio, M., & Insuasty, E., (2015). For instance, Tamayo Valencia (2002) argues that 

teaching practices involve more than exchanging information and content with a group of learners. 

Jaime Osorio & Insuasty (2015) refer to teaching practices as “the professional work of a teacher in the 

classroom, supported by different beliefs, research, theories, and models”; they additionally highlight 

that communicative competence development may be promoted if teachers are aware of “psychological 

or linguistic principles” in order to ground decisions taken. 

 

For Malderez and Bodóczky (1999), the notion of teaching practice incorporates two main 

concepts “practice and theory”. They explain teachers generally undergo different stages before 

implementing a class, which are affected by teacher’s beliefs, attitudes, and work experiences. For the 
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authors, teachers’ conceptions on teaching and learning also play fundamental roles on practices 

proposed to develop and foster students’ communicative competence.  

 

The MEN (1998) states teaching practices are growing and advancing as time passes and they 

are constantly nourished by research results drawn in the field of pedagogy. According to the MEN 

(1998), teaching practices have emerged as a refined event “that might have a social, cultural and 

political impact”, which objectives may be tested and confirmed (as cited in González, M. E., 2008). 

 

According to Richards (2006), communicative language teaching does not favor any language 

teaching practice tradition. The author claims CLT approaches makes informed decisions based primarily 

on students’ language needs and the school context, therefore teaching practices adopted in a particular 

context should be a respond to those identified variables affecting language teaching. 

  

On this topic, the CEFRL (2001) writes teaching methods will emerge from identifying students’ 

needs. They will indicate teachers the most suitable method to teach. That is, knowing what the learner 

needs to know will result in a diversity of methods/teaching practices to be implemented and 

performed, depending on the educational context where learning is occurring. Teaching practices are 

context influenced. What may work in one educational context, may not be equally successful in 

another. 

 

The work of Kumaravadivelu (2003) on Macro strategies for language teaching was of great help 

for this research. Its detailed suggestions on pedagogical practices, within communicative language 
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classrooms, represent what we teachers should always try to implement, in order to improve learners’ 

communicative competence. I created a checklist comprising Kumaravadivelu’s suggestions on teaching 

practices, within communicative language classrooms to meet the research purpose.  

 

Table 4 

 

Teaching practice checklist on Kumaravadivelu’s work on Macro strategies. 

 

Teaching practices suggested by Kumaravadivelu   

 Yes No 

The teacher is a facilitator (Richards and Rodgers 2004)   

The teacher promotes interaction and communication among all 

the participants (Richards and Rodgers 2004) 

  

The teacher acts as a counsellor and monitor (Larsen-Freeman, 

2007). 

  

The teacher acts as a monitor (Larsen-Freeman, 2007).   

The teacher exposes students to a significant input (Vanegas 

Rubio and Zambrano Castillo 1997). 
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The teacher chooses appropriate materials that promote 

interaction (Vanegas Rubio and Zambrano Castillo 1997). 

  

The teacher generates an atmosphere of interesting and 

enjoyable learning (Vanegas Rubio and Zambrano Castillo 1997). 

  

The teacher promotes independent learning (Vanegas Rubio and 

Zambrano Castillo 1997). 

  

The teacher is a communicator, H/she gets actively involved in 

tasks that promote interaction among students, such as debates 

(with no control over the activity), Harmer (2007). 

  

The teacher is a counsellor. The teacher provides feedback from 

the strengths and weaknesses of students in the development of 

communicative competence Larsen-Freeman (2007). 

  

The teacher creates learning opportunities bearing in mind 

learners' level of proficiency and general learning objectives 

  

The teacher facilitates negotiated interaction. He/she involves 

learners in tasks which should activate clarification. 

  

The teacher facilitates negotiated interaction. He/she involves 

learners in tasks which should activate confirmation. 

  

The teacher facilitates negotiated interaction. He/she involves 

learners in tasks which should activate comprehension checks. 
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The teacher facilitates negotiated interaction. He/she involves 

learners in tasks which should activate requests. 

  

The teacher facilitates negotiated interaction. He/she involves 

learners in tasks which should activate repairing 

  

The teacher facilitates negotiated interaction. He/she involves 

learners in tasks which should activate reacting. 

  

The teacher facilitates negotiated interaction. He/she involves 

learners in tasks which should activate taking turns. 

  

The teacher creates and recycles activities for developing 

learners’ inferences skills with the purpose of mastering linguistic 

competence. 

  

The teacher fosters language awareness.   

The teacher integrates language skills. He/she acknowledges 

skills are essentially interrelated and mutually reinforcing. 

  

The teacher promotes learner’s autonomy by   

Helping learners learn how to learn,    

raising the consciousness of good language learners about the 

learning strategies they seem to possess intuitively 

  



88 
 

making the strategies explicit and systematic so that they are 

available to improve the language learning abilities of other 

learners as well. 

  

The teacher helps learners understand what the learning 

strategies are. 

  

The teacher helps learners understand learning strategies to use 

them for accomplishing various problem-posing and problem-

solving tasks 

  

The teacher helps learners understand how to monitor their 

performance 

  

The teacher helps learners understand how to assess the 

outcome of their learning. 

  

The teacher raises cultural consciousness.   

 

Communicative language competence inside The CEFRL (2001) 

 

The section below is an account of the concept of communicative language competence held by 

the CEFRL (2001), and CB, the current national language policy. 

  

Components described in this communicative competence representation are the product of 

Canale and Swaim (1980) and (1981), Canale (1983), and Bachman’s (1996) research works. The CEFRL 
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(2001) conceives communicative language competence as that “which empowers a person to act using 

specifically linguistic means” (p. 9). According to the framework, communicative competence 

incorporates three components: linguistic, sociolinguistic and pragmatic, and each of these units 

comprises knowledge, skills and know-hows (p. 13). 

 

Firstly, Canale and Swain (1980) explain that the linguistic competence involves the control of 

language formal resources, that is, “the linguistic code” and use them to produce comprehensible and 

meaningful language blocks. The CEFR (2001) defines it as the capacity students have to use formal 

knowledge of the language to elaborate purposeful messages. The scheme distinguishes here the 

following subcomponents: lexical competence, grammatical competence, semantic competence, 

phonological competence, orthographic competence, orthoepic competence (p. 109). According to the 

framework, for a language user to be placed inside the B2 level, in a general linguistic range, H/she is 

expected “to have a sufficient range of language to be able to give clear descriptions, express viewpoints 

and develop arguments without much conspicuous searching for words, using some complex sentence 

forms to do so” (p. 110). 

 

Secondly, Canale and Swain (1980) state that the sociolinguistic competence relates to the 

students’ awareness of the target language society rules. For the authors, it is necessary for foreign 

language learners to be familiar with social rules in order to judge, when necessary, which conducts 

would be beneficial and which one will not. The framework distinguishes here the following 

subcomponents: linguistic markers of social relations, politeness conventions, expressions of folk-

wisdom, register differences, and dialect and accent (p. 119 – 121). According to the framework, for a 

language user to be placed inside the B2 level, in a general sociolinguistic range, H/she is expected “to 
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sustain relationships with native speakers without unintentionally amusing or irritating them or requiring 

them to behave other than they would with a native speaker” (p.122). 

 

Thirdly, according to the CEFRL (2001), pragmatic competence involves two subcomponents: 

discourse competence and functional competence (p.123). Canale and Swain (1980) explain that 

discourse competence entails students’ mastery of linguistic and sociolinguistic competence to 

elaborate purposeful texts, either spoken or written ones. For the CEFRL (2001), this competence 

involves students’ capacity to arrange and produce sentences, which language receivers find coherent 

and understandable (p. 123). These same authors (1980) refer to functional competence as students’ 

capacity to use the spoken and written language for specific communicative situations. According to 

them, this competence also implies the use of “verbal and non-verbal communication strategies” to 

make up for language disrupts during a communication exchange, which may appear when students lack 

competence in different components. Some of these strategic competences, as Canale (1983) names 

them include “paraphrasing, circumlocution, repetition, reluctance, avoidance of words, structures or 

themes, guessing, changes of register and style, modifications of messages” (as cited in Jaime Osorio, 

M., & Insuasty, E. 2015).  According to the framework (2001), for a language user to be placed inside the 

B2 level, in a general pragmatic scale, H/she is expected “to express him/herself with relative ease, and 

to be able to keep going effectively without help, despite some problems with formulation resulting in 

pauses and ‘cul-de-sacs’”. 

 

Littlewood ‘s classification of activities  
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In 1981, Littlewood presented two main categories to distinguish language textbook activities. 

The author represented those categories using the following diagram: 

 

Figure 2 

Littlewood’s (1981) classification of activities 

 

 

 

For the author, being aware of the type of activities we teachers set in a classroom is critical. 

They explain teachers need to know the influence an activity will have in learners’ communicative 

competence. The choice made, concerning activity types, will be reflected in the development and 

improvement of learners’ communicative competence. If we teachers present learners with pre-

communicative activities, then, we would be developing/improving their linguistic competence 
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exclusively. And, if we present learners with communicative activities only, then, we would only be 

improving their socio-linguistic, and the pragmatic competence. Therefore, we teachers should balance 

what learners need to learn, through the activities set. 

 

Littlewood (1981) invites teachers to use both types of activities in their lessons, pre-

communicative, and communicative ones, so the linguistic, socio-linguistic, and pragmatic competences 

are developed and improved. 

 

For the author, language teachers should show their students the link between the linguistic 

input learnt, and its use in real life scenarios. This balance-making should be teacher’s main role.  In the 

author’s view, language learning is a conscious process, so learners should be taught the language form, 

and also, they need to be made aware of its function in real context. The teacher becomes a provider of 

opportunities to practice forms and meanings. I will now refer to the characteristics of pre-

communicative and communicative activities, and their subdivisions. 

 

In Pre-communicative activities, teachers are expected to help learners mastering the linguistic 

system of a language. There are two types of Pre-communicative activities: structural and quasi-

communicative activities. 

 

Structural activities are the result of dividing the linguistic competence into small parts. The 

teacher teaches them in isolation, and provides the learners with opportunities to show command of 

the language presented. The teacher scaffolds the language parts to present the learners with the 
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linguistic input. “This category includes the majority of the learning activities currently to be found in 

textbooks, and methodological handbooks” (p. 85). When the learner has practiced enough and 

demonstrates understanding and mastery on how the rule works, the teacher should move to quasi-

communicative activities. 

 

Quasi communicative activities “attempt to create links between the language forms being 

practiced and their potential functional meaning” (p. 85). The author explains these activities are of a 

structural type as well. However, they are a step-above of the structural ones, for at this point, the 

teacher’s mediation emerges to show the learner how the language input learnt can be used in 

meaningful contexts.  Littlewood (1981) explains, quasi-communicative activities are controlled by the 

teacher for they are the door to language use in real contexts. In the author’s view, “the learner must 

distinguish between the forms he has mastered as part of his linguistic competence, and the 

communicative functions that he has performed. In other words, items he has mastered must also be 

understood as part of the communicative system” (p. 86). 

 

In communicative activities learners are required to use integrally their communicative 

competence. That is, the learner is “now engaged in practicing the total skill of communication”.  These 

activities should activate the socio-linguistic and pragmatic competence simultaneously to convey the 

message asked.  

 

In functional activities, the teacher pays less attention to form, and focuses on assessing if the 

learner manages to communicate the meaning required.   The author explains teachers are expected to 



94 
 

not exert control on these activities. To perform the communicative task assigned, the learner is free to 

choose anything on his/her repertoire that helps to convey the message required. “The criterion for 

success is practical: how effectively the task is performed” (p. 90). 

According to Littlewood (1981), in social interaction activities, learners should be their own monitors.  

Teachers are expected to model for learners the accepted way of conveying the message required. In 

this type of activities, learners should demonstrate they are aware of the social conventions they should 

observe to communicate effectively, in the context proposed. This involves “producing speech which is 

socially appropriate to specific situations and relationships” (86). In this type of activities, language 

forms learnt, in the initial section of lessons, take social meaning. I used Littlewood’s (1981) 

classification to discover the type of activities the textbook promotes, which will unfold the 

communicative competence addressed. 

 

Learning materials and textbooks 

 

What is a learning material? What is a textbook? 

 

For Tomlinson (2001) and McGrath (2002:) a learning material is anything teachers make use of 

in the classroom to help learners to learn. They may be of a philological, graphic, oral, or kinesthetic 

type, and they may be packed in a CD-ROM, a DVD, a cassette, printed, a photocopy, a paragraph from a 

newspaper article, a song lyric, a graffiti, or in a website. 
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According to McGrath (2002) learning materials may be of a tangible or intangible nature. 

Learners may be presented with physical things or with representations, in the form of graphics, photos, 

pictures, or sounds representing something. McGrath (2002) remarks teachers should make use of visual 

aids more often in classes for they have a lot of potential.  Therefore, the author states teachers may 

design a variety of communicative activities through visual aids to help learners achieve goals set (p.7). 

From the rich palette of learning materials on the market, textbooks have become the most 

popular type of learning material lately, according to McGrath (2002). The author explains textbooks 

may be created by teachers to meet specific language needs, they may come from authentic sources, or 

they may be created by publishing houses, exclusively for learning and teaching purposes. Tomlinson 

(2011) defines textbooks as the element supporting language courses, comprising as much learning as 

possible in a book. The author writes textbooks are typically designed to be the sole learning material 

learners use during a language course, and they include, generally, activities to develop and improve 

learners’ reading, writing, listening, and speaking skills. They also address grammar, vocabulary, 

pronunciation, and functions inside activities proposed. 

 

Importance of materials in language teaching and learning 

 

Language departments and teachers, novice or expert ones, are commonly invited to choose a 

learning material to support language courses. Publishing house are constantly offering school and 

university teachers new learning materials. There is a billionaire market behind the learning of English as 

a foreign language. In fact, the learning English market is considered one of the most profitable assets in 

the globalization era. Thus, there is a great number of coursebooks circulating all over the planet, each 
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one tends to claim their method leads learners, more effectively, towards the goal of becoming 

bilingual. 

 

The learning material offers teacher receive grows proportionally with the market. Each learning 

material claims explicitly to improve with every edition distributed. Information shared at meetings with 

publishing houses, or at conferences, or on the web try to persuade teachers into choosing one or 

another. Sometimes, this selection activity is done without analyzing objectively the material content, 

and they are mostly chosen trusting the messenger. Sometimes, the learning material is chosen by 

school administrators, other times teachers do the job. 

 

For Tomlinson, coursebooks, these days, complement students’ book with extra materials. 

Typically, they include the main textbook, a workbook, a teachers’ guide booklet, packages to train 

teachers in the use of the material, off-line and on-line interactive activities to reinforce learning points 

(p. 180). However, despite, the coursebook innovations and claims, evaluating learning material is an 

exercise that should be done objectively, and carefully, with the intention of discovering what it 

proposes, in order to see if it suits the school/university aims. If the school/university observes language 

policy aims, then, results from a conscious material evaluation may, additionally determine if the 

material method help learners attain those goals the policy sets. 

 

Many scholars have expressed their views on the relevance and significance of learning 

materials. Richards (2001a) writes teaching materials are critical to the learning process (p. 251). 

Whether teachers created it, took it from authentic sources, or were created for teaching and learning 
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purposes, materials have become language program supporters. The author notes materials are 

perceived as training tools by novice teachers for they present language, generally, organized and 

sequenced in a linear way, which makes the teaching process easier. 

 

AbdelWahab (2013) states textbooks may be conceived as the system through which language 

knowledge and skills are transmitted to learners. The author explains their main goal is to present 

learners with the language in a methodical way (p. 55). For Hutchinson and Torres (1994) textbooks play 

a relevant role in the learning and teaching process. The authors assert textbooks supply teachers and 

learners with the necessary language, through the development of activities proposed. 

 

Nunan (1991) claims a textbook “can put flesh and bones where learning objectives have been 

specified in the form of a syllabus” (p. 208). Cunningsworth, (1995) and Dudley-Evans & St John (1998) 

consider textbooks inform learners about the language, they may motivate or discourage learners, but 

mostly they underpin language learning. McGrath (2013) writes textbooks help and guide learners, and 

they back and complement teachers’ work. Richards & Rodgers (1986) state textbooks’ significance may 

be determined by “suggestions made regarding the intensity of coverage, the amount of time allocation, 

the attention and detail to particular syllabus items and tasks” (p.25). 

 

 

Advantages of using coursebooks 
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Many reasons support textbooks’ popularity worldwide.  For instance, McGrath (2013) writes, 

textbooks, lately referred to as coursebooks, represent the roots of the language learning tree. The 

author claims coursebook’s popularity relies on the fact that they represent, on the learners’ mind, the 

content which will make them competent language user, as a result of their interaction. The following 

are some scholars’ arguments about the advantages of using textbooks in language learning: 

 

▪ For McGrath (2002) time for preparing the lessons is reduced. 

▪ For Byrd (1995) Learners and teachers find an explicit route showing the way to the final 

point. 

▪ For Hutchinson and Torres (1994) Ur (1996) textbooks are providers of language 

knowledge, which makes them valuable for both learners and teachers. 

▪ For Harmer (2001), they commonly wed a language framework, therefore, “they make 

standardized instruction possible”. They are visually appealing, cultural artefacts. 

 

Harmer (20019) considers coursebooks are more than a textbook these days. Students’ books 

are complemented with a package containing extra activities, off and on-line. For McGrath (2007) 

activities ready to print, and to reinforce specific learning points are comprised in teachers’ books, 

according to McGrath (p. 8).  

The author highlights publishing houses evaluate their products frequently, and each time they are 

revised, a new element is added to the previous package. Some of the material included in coursebook 

packages are: teacher’s video guide, customizable texts, customizable tests, publisher’s websites to 

specific courses, publisher’s websites available to any teachers, CD-ROM to accompany the student’s 
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book, publisher’s websites for students linked to a specific course, publisher’s websites for any learner 

(p.8-9). 

 

Finally, Grant (1987), O’Neill (1982, 1993), Hutchinson and Torres (1994), and Ur’s (1996) agree on the 

following points, in terms of learners and teachers’ needs: 

 

▪ Coursebooks trace a map, teachers and learners follow to meet projected goals.  

▪ This map describes the starting point, and the finishing line.  

▪ They teach by means of examples. 

▪ They usually display a variety of activities to engage learners and keep them motivated.  

▪ Coursebooks describe the whats learners will learn, and the hows learners’ progress will 

be measured.  

▪ They allow learners and teachers to identify progress made. 

 

Disadvantages of using coursebooks 

 

Despite their popularity, coursebooks have also been widely criticized. The debate generated 

around the suitability of coursebooks for language courses are supported on the following viewpoints:  

 

▪ Rinvolucri (2001) claims coursebooks are “a human, cultural and linguistic disaster”.  
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▪ For Harmer (2001) coursebooks do not address learning styles, and they pay no 

attention to research findings on material development and evaluation areas. In 

addition, coursebooks fail to represent learners’ cultures (p. 5). Finally, Harmer (2001) 

argues resource books should be used instead of coursebooks for they relegate teachers 

and they obstruct communication. 

▪ Tomlinson (2003) claims coursebooks focus mainly in developing and improving the 

linguistic competence. The author remarks this focus on formal aspects of language 

benefits studial learners and discourages visual, experiential, auditory or kinesthetic 

learners (p. 162). 

▪ According to McGrath (2013) coursebooks have become a form of imperialism. Through 

them, values of western cultures are conveyed (p. 9). The world is portrayed from an 

Anglocentric perspective, and they tend to neglect consumers’ reality.  

▪ Pennycook (1994) argues coursebooks promotes openly specific ways of life and points 

of view. This promotion is carried out by suggesting teaching practices, themes, and 

specific roles in the class (p. 178). 

▪ Littlejohn & Windeatt, (1989); Thornbury, (1999), (2010); Gray, (2002); McGrath, (2004); 

Arikan, (2005); Lund & Zoughby, (2007) agree on these points: coursebooks present an 

ideal world, a world without conflicts; they also exclude minority cultures and beliefs, 

the world coursebooks describe is not real, and they tend to portray conservative views 

of society. Allwright (1981) claims language learning is a complex process; therefore, it 

should not be restricted to information contained in a coursebook package (p.9). 
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What is material evaluation? 

 

Tomlinson (2003c) conceives material evaluation as a methodology, a system, a strategy that 

attempts to judge the pertinence of a learning material for a specific educational context. For the 

author, this procedure helps evaluators to determine the extent of impact a learning material may have 

on the targeted population. When evaluating a learning material, the evaluator should reflect on the 

following points: 

 

▪ Would the learning material attract learners’ interest? 

▪ Do learners, teachers, and the institution authorities find the learning material to be 

trustworthy? 

▪ Do learners, teachers, and the institution authorities find the learning material to be 

well founded and reliable? 

▪ Would the learning material help to keep learners motivated to learn the language? 

▪ Would the material help learners to see their progress within a short time? Are learning 

goals thought to be reached in a long time? 

▪ If presented with a new edition of a coursebook, what opinion do teachers and learners 

have of the learning material? 

▪ To what extend do the materials help teachers to plan lessons, teach them, and test 

learners’ progress? 

▪ How flexible are learning materials? Would they be adapted easily to learners’ context? 

▪ Does the material help teachers to reflect on their practice? 
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▪ Are the learning material goals aligned with the school’s vision, missions and goals 

concerning the learning of English? 

 

Learning materials are a critical element in the language learning process. Materials evaluation, 

then, should be carried out objectively, with grounded criteria guiding the process. A mistaken choice 

may represent a waste of money and time for the school community in general, but mostly, for the 

learners, who may lose their motivation to learn the language (McDonough, Shaw, and Masuhara, 2013) 

evaluating learning materials This exercise must be implemented carefully for coursebooks are 

perceived by academic authorities, school administrators, by some teachers and most learners as a 

critical element in language teaching. 

 

Arguments for evaluating materials 

 

Cunningsworth (1995) states evaluating learning materials permits evaluators to determine their 

pros and cons for a particular learning context. For the author, evaluating them would inform teachers, 

academic authorities, and school administration in the selection of the material matching the school 

goals and values, but mostly, learners’ needs and goals. 

 

Ellis (1997) stated “textbook evaluation helps teachers to go beyond impressionistic assessments 

and it helps them to acquire useful, accurate, systematic and contextual insights into the overall nature 

of textbook material”. Grant (1987) explains material evaluation is the method through which teachers 

or school administrators may use to guide their choice under objective criteria.  
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Criteria for evaluating coursebooks 

 

McGrath (2002) writes “Since there has been no slowing down in the production of language 

teaching materials, and since some of this is presumably still “rubbish”, it is clearly important that 

teachers and others who select textbooks or a specific context at least are able to distinguish what is 

likely to be more and less suitable” (p. 12). The author suggests an approach to material evaluation, with 

2 methods: A macro and micro dimensions (p. 14).  Ellis (1997) identifies two methods for evaluating 

learning materials: a predictive and retrospective evaluation. McDonough, J., & Shaw, C. (1993) also 

suggest two methods to approach materials evaluation: internal and external evaluation. 

 

With the intention of meeting the research purpose, I will use McDonough, J., & Shaw, C. (1993) 

criteria to evaluate Interchange Series, student’s book # 3, in the results chapter. The authors invite 

teachers, language departments, school administrators to discuss a set of statements, individually or 

with colleagues, to come to an agreement in the suitability of a learning material regarding goals 

projected by the school/university.  
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Research methodology  

 

It is the purpose of this research to characterize the relationship between the teaching practices 

and the textbook used in the 6th level of an English program in terms of the development of the 

communicative competence in 6th level students in a private university. 

 

In this chapter, I will first define these concepts: research, educational research, research 

paradigm, research design, qualitative research, research method, and research instruments. Secondly, I 

will describe decisions taken to conduct this research, and their rationale.  

 

Research definition 

 

The term research has been extensively characterized by scholars from all fields of study. 

Mugenda & Mugenda (2003) described it as the mechanism implemented to investigate diligently a 

specific phenomenon in any knowledge field. Kothari (2004) portrayed research as a systematic 

procedure aimed at increasing a group’s understanding over a particular reality. Neville (2007) 

characterized research as the means to clarify and explain existing problems within a community. The 

author remarked two features of research: (1) research should be systematic, methodical, and ethical; 

(2) the result of research should attempt to broaden a community’s knowledge stock.   

 

Denzin, and Lincoln (2005), stated research is an academic and systematic exercise closely 

interconnected to power. The authors implied that knowledge, gained from research, may, in one hand, 
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empower some groups and improve their positions on the field, and, in the other, knowledge gained 

may disqualify and weaken others’ position. Cohen, Manion and Morrison (2008) defined research as 

“the systematic and scholarly application of the principles of a science of behavior to the problem of 

people within their social context” (p. 48). 

 

For Creswell (2008), research can be understood as the product, stemming from deliberate and 

purposeful inquiry activities, designed to gain understanding of a particular phenomenon. To 

understand the phenomenon, the author noted it is necessary to set a strategy, comprising delimited 

stages, within which the researcher will collect information from the targeted population, to examine it, 

organize it, and interpret it, with the intention of increasing a group, community, or a society’s 

knowledge on that phenomenon. Merrian and Tisdell (2016) pointed out that research is the product of 

a person, group, or an organization’s desire to improve its field practice and to gain wider insights on 

issues influencing it. 

 

Educational research 

 

For Creswell (2008) When researchers undertake research for the betterment of their practices, 

understanding phenomena happening around those practices, and informing decisions through 

evidences, research swifts to applied research (p. 7). In this line of thought, researchers conducting a 

research in the education sphere, are indeed undertaking educational research. How has this research 

area been defined? How has it been depicted by scholars on the field? 
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Cohen, Manion & Morrison (2018) described educational research as an intentional, many-

sided, diplomatic, artful, and reflective exercise, in which researchers and participants continuously 

interact with the purpose of finding answers to education problems. For the authors, these ceaseless 

interactions allow investigators to determine what is actually possible to unfold through the research 

leading questions (p. 3). 

Ary, D., Jacobs, L.C., Irvine, C.K.S. and Walker, D. (2018) defined educational research as the methodical 

process used by educators to interpret education problems. They explained that scaffolding theories is 

the main goal in educational research so that investigators and teachers are able to understand, 

anticipate and regulate learners’ behaviors. 

 

Creswell (2008) conceived educational research as the medium, through which, teachers can 

unfold information to deal with education problems, and use research findings to support their 

decisions and improve their labor. According to Creswell (2008), results from educational research can 

be used for different purposes: (1) they may be addressed to fill an existing gap on educational theory, 

(2) findings may be used to support or invalidate results displayed in previous studies, (3) they may 

attempt to improve teachers’ practices (4) they may broaden teachers’ perspectives when they inquiry 

about successful practices in other educational settings, (5) they could be used to bolster language 

policies. Creswell (2008) also highlighted that teachers undertaking educational research are expected 

to observe a six steps plan, which stems from the scientific method steps adaptation to the educational 

research field. Then, researchers’ first task should be specifying the research problem.  Secondly, they 

should view concepts associated to the problem, and study them. Thirdly, they should narrow the 

research objective. Fourthly, in accordance with the research objective, they should make a decision 

informing the data needed and the method to address the question asked. Fifthly, researchers should 
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study the data collected to draw on interpretations. Finally, researchers should report their 

interpretations to whom may concern, and evaluate the research process by means of standards 

validated by research specialists. 

 

According to Creswell (2008), from the 1920s to the 1980s, educational research commonly 

embraced two perspectives, schools of thoughts, or philosophical grounds to carry on their studies. 

Those were: quantitative and qualitative approaches to research (p. 22). For Gubba (1990) and 

Tashakkori & Teddlie (1998), with the purpose of ensuring research objectivity, validity, and 

generalizability, educational researchers were used to approach educational research under the 

quantitative paradigm flag. Johnson, B., & Christensen, L. (2014) wrote that adopting a quantitative 

design to study human behaviors was deemed as a sound resolution, and was widely accepted within 

the education community, for this approach was believed to put social and natural sciences at the same 

status. For Gubba (1990) and Tashakkori & Teddlie (1998), though human behaviors have generally been 

influenced by a variety of factors, educational research was typically conducted in controlled scenarios, 

which differed from those happening at real life, via quantitative approaches. 

 

Research paradigms 

 

Historically, the quantitative paradigm dominated education research until the 1980s, according 

to Ary, D. and Jacobs, L.C. and Irvine, C.K.S. and Walker, D., (2018). Nonetheless, the authors remarked 

“Qualitative paradigm was the alternative” in educational contexts, for researchers who considered 

quantitative research “ignored the participants’ perspectives and experiences” (p.23). 
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Guba (1990), Tashakkori & Teddlie (1998) wrote that the so called “paradigm wars”, between 

supporters from both approaches, started at the beginning of the 1980s. Quantitative and qualitative 

researchers fiercely advocated for their perspective to be the most suitable to address and interpret 

educational phenomena. These researchers were named purists. They considered both paradigms were 

incompatible, and it was overtly claimed researchers should not mix them for their philosophical 

underpinnings were dissimilar. However, in Ary, D. and Jacobs, L.C. and Irvine, C.K.S. and Walker, D., 

(2018) “gradually there was a trend toward rapprochement as researchers began to see quantitative and 

qualitative methodology as complementary” (p. 23). 

 

What is a research paradigm? How has the term paradigm been defined and portrayed in 

educational research? Kuhn (1962) defined a paradigm as an ‘accepted model or pattern’. The author 

wrote a paradigm accounts for the way reality is viewed, the way reality is studied, the reality that is 

accepted and validated (as cited in Cohen, Manion & Morrison, 2018: 8). 

 

Johnson, B., & Christensen, L. (2014) defined a research paradigm as: “A worldview or 

perspective held by a community of researchers that is based on a set of shared assumptions, concepts, 

values, and practices” (p.80).  Rehman, A. A, and Alharthi, K. (2016) stated a research paradigm 

comprises a group’s reflections about the nature of reality and the theories underpinning such beliefs (p. 

2). According to the authors, a research paradigm evidences the way researchers conceive the reality, 

and therefore, the methods researchers should implement to analyze the reality. Cohen, Manion, & 

Morrison (2018) conceived a paradigm as the group of assumptions a community consider as correct (p. 

8).  
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For the authors, these assumptions represent that community, and they show the means to gain 

knowledge over a reality, to decide which reality merits to be analyzed, and through which method, the 

reality should be approached. Mackenzie & Knipe (2006), affirmed a paradigm describes the 

researchers’ view over the world. Khatri (2020) expanded this description as follows: “This worldview is 

the perspective, or thinking, or school of thought, or set of shared beliefs, that informs the meaning or 

interpretation of research data” (p. 1). 

 

Johnson, R. B., & Onwuegbuzie, A. J. (2004) portrayed a research paradigm as “the set of beliefs, 

values, and assumptions that a community of researchers has in common regarding the nature and 

conduct of research. The beliefs include, but are not limited to, ontological beliefs, epistemological 

beliefs, axiological beliefs, aesthetic beliefs, and methodological beliefs” (p. 24). The authors equaled a 

research paradigm to “research culture”. 

 

From the 1980s to the early 1990s, Egon Guba contributed to the growth of educational 

research, by inviting researchers to dialogue about research paradigms. Johnson, B., & Christensen, L. 

(2014) affirmed that Guba’s initiative, concerning conversations between quantitative and qualitative 

purists’ views, gave rise to mixed method research approaches. 

 

Scholars have named research paradigms under different terminology. Douglas (1973) 

introduced the terms: normative paradigm (it refers to positivists schools of thought) and interpretive 

paradigm (it refers to anti-positivists school of thought. Lather (2004) makes reference to 4 paradigms: 

“prediction (positivism); understanding (interpretive approaches); emancipatory (critical theoretical 
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approaches); and deconstruction (post-structuralist)” (as cited in Cohen, Manion and Morrison 2018:9). 

85. Johnson, B., & Christensen, L. (2014) refer to them as quantitative, qualitative, and mixed 

research paradigms. Cohen, Manion and Morrison (2018) mention two types of paradigms: positivist 

and post-positivist approaches. 

 

Assumptions in research paradigms 

 

In 1990, Guba asserted that despite their various terminology, research paradigms can be 

distinguished according to their assumptions about ontology, epistemology, methodology, and 

methods. How so? Guba formulated a set of questions, whose answers would help researchers to 

determine in which of the paradigms their research would be subscribed, quantitative, qualitative or in a 

mixed method one.   

First, the author explained the ontological assumption can be revealed by answering the 

question: “what is the nature of reality?”. In this vein, Patton (2002) noted the ontological question 

attempts to discover whether the researcher conceives reality as a single and confirmable truth; or if 

reality is conceived as a product stemming from plural sources (p. 134). Richards (2003) explained that 

the ontological assumption makes reference to “the nature of our beliefs about reality” (p. 33).  

 

Secondly, Guba (1990) explained the epistemological assumption can be revealed by answering 

the question: “What is the relationship between the knower (the inquirer) and the known (or 

knowable)?”. The author noted the ontological and epistemological assumptions are intimately related.  

Grix (2004) wrote that the ontological and epistemological assumptions “are to research what footings 
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are to a house” (p. 59).  By answering this question, a person can identify the nature of the relationship 

(a detached or a close bounded one) between the researcher and the reality being studied. 

 

Guba and Lincoln (1994) set 2 scenarios to unfold the epistemological assumption of a research. 

(1) if the researcher conceives reality as a single element, confirmable, and verifiable; if the researcher 

believes H/she must be detached from the reality being analyzed for the sake of objectivity, then, these 

beliefs unfold a quantitative epistemological assumption to research. On the other hand, (2) if the 

researcher considers reality is a pluralistic construction, nourished from various sources; if the 

researcher believes H/she, voluntarily and purposely, must create a close bound with the reality being 

analyzed, these beliefs unfold a quantitative epistemological assumption to research. This closed 

relationship with the reality would be translated to subjectivity. Patton (2002) highlighted the 

epistemological assumption orientates researchers in the discussion on objectivity, subjectivity, validity, 

and generalizability (p. 134). Guba and Lincoln (1994) affirmed that the ontological assumption guides 

the researcher on the epistemological assumption (p. 108). If the researcher believes reality is a single 

element, then, the researcher should analyze from an outside stand. Consequently, for Rehman, A.A., & 

Alharthi, K. (2016), if the researcher believes reality is a pluralistic construction, then, the researcher 

should “get involved with the subjects and try and understand phenomena in their contexts” (p. 3). 

 

Thirdly, Guba (1990) explained the methodological assumption can be revealed by answering 

these questions: “How should the inquirer go about finding out knowledge?” “What methods should be 

used in research?”. By answering this question, according to Grix (2004) a person can identify which 

research methods should be undertaken to answer the research question (p. 32). For Rehman, A. & 

Alharthi, K. (2016), the methodological assumption refers to, and unfolds two issues: the type of 
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information researchers needs to collect, and the methods, instruments, techniques needed to respond 

the research question (p.3). For Crotty (1998), the methodological assumption makes reference to “the 

study and critical analysis of data production techniques, and the strategies and plan of action” to 

answer the research question (p.3). 

 

Fourthly, Guba (1990) explained the axiological and rhetorical assumptions can be revealed by 

answering these questions: “What is the role of values in the inquiry process?” “What kind of language 

and communication should be used in research?”. For Johnson, B., & Christensen, L. (2014) these 

questions refer to the values and ethics the research embraces, and the type of language that will be 

used within the research respectively (p. 81). 

 

Qualitative research approach 

 

For Goundar, S. (2012) “qualitative research is concerned with qualitative phenomenon involving 

quality. It is non-numerical, descriptive, applies reasoning and uses words” (p. 9). The authors explain 

qualitative research concentrates its attention in the depiction of a situation, and on the feelings a 

community have towards it.  Ary, D., Jacobs, L.C., Irvine, C.K.S. & Walker, D., (2018) claim qualitative 

research designs conceive individuals and their reality as a singular phenomenon (p.29). For the authors, 

when research embark on a qualitative research, they remark researchers should not investigate them 

as separate subjects, for they do not exist without the other. Individuals and their reality construct 

meaning through their synergy. The authors highlight qualitative research focuses on people’s behaviors 

within their context, and it also tries to understand their worldviews, feelings and assumptions over the 
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problem being inquired. For the authors, this means, participants are a crucial piece in the research 

development, they should not be detached from the research for they give meaning to the problem 

object of study, and vice versa. The authors explain that qualitative findings are expected to characterize 

vividly, typically through words, such symbiotic relationship, so that readers get to understand that 

phenomenon from the participants’ point of view (p. 23). 

 

For Ary, Jacobs, Irvine and Walker (2018) “what is most important in the social disciplines is 

understanding and portraying the meaning that is constructed by the participants involved in particular 

social settings or events” (p. 420). Qualitative researchers attempt to describe this inseparably 

interconnection between individuals and their reality, from a holistic perspective. Therefore, the more 

vivid and in-depth the description, the better. 

 

Williams (2007:1) states that the main goal of qualitative inquiry is to unfold “social facts”. The 

author affirms social facts stem from the interrelation between participants and their context (p. 1). 

According to Williams (2007), the researcher constructs a rationale to conduct a research, by observing 

this bound in-situ. Consequently, research questions, and objectives emerge from those observations 

together with inductive reasoning. The author notes reflections, drawn from these 3 aspects, inform the 

researcher’ decision concerning the methodological plan to reveal the social phenomenon 

characteristics. Additionally, methodological decisions help researchers to determine the type and 

amount of data needed, and the means to obtain it. William (2007) asserts that after data collection, 

organization, and systematization is carried on, the researcher proceeds to interpret it with the purpose 

of revealing and sharing insights over the social fact subject of analysis. Participants’ points of view are 
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seen as the cornerstone of qualitative inquiries. Through their senses, experiences, beliefs, culture, and 

values, the reality being studied is best understood (p. 2). 

 

Creswell (1994) remarks that qualitative research detailed depictions emerge from the 

researcher’s involvement in the setting. The author writes familiarization with the participants and their 

reality helps researchers to gain a holistic picture of the phenomenon being analyzed. 

 

Johnson and Christensen (2014, p.82) describe qualitative research as a model devised to (1) 

gain insights on people’s experiences, and (2) see reality through their lenses. They believe qualitative 

research is a means to uncover knowledge about a particular phenomenon, by investigating people’s 

preferences and conduct within their context, without any sort of intervention (p. 82).  For the authors, 

“Qualitative researchers conduct observations and in-depth interviews, and the data are usually in the 

form of words” (p.88). 

 

For Johnson and Christensen (2014), qualitative research is thought to describe holistically 

people and their behavior, which includes trying to understand their worldview, social rules, and the 

way they happen together giving meaning to their world (p. 86). The authors avert generalizations over 

people’s behavior and their reality is not the prime concern of qualitative research. The authors explain 

behavior and reality are constantly redefining for they are not static. Therefore, most generalizations 

will not be valid beyond the setting where research was implemented (p. 82). Cohen, Manion and 

Morrison (2018) vehemently stress that the design of an educational research respond exclusively to 
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their purpose (p. 9). This is the force leading researchers to determine, which research design best fits 

the research purpose, either a quantitative, qualitative, or a mixed method approach one. 

Research Design 

 

Berg, and Lune (2017) describe a research design as the program the researcher sets to conduct 

a study (p. 34). They claim it is a reflection exercise every researcher has to do, which demands “thinking 

about, imagining, and visualizing how the research study will be undertaken” as Green & Thorogood, 

2007; Leedy & Ormrod, 2004; McTavish & Loether, (2002) explained. Berg, B. L., & Lune, H. (2017) state 

that designing a research entails a decision-making process. The authors explain that at this point of 

research, researchers have already drafted the research problem, and the question to answer. 

Therefore, having narrowed the object of study and the leading question, researchers’ next move should 

be planning how they will fulfill the research purpose, and answer its leading question. 

  

According to the authors “It’s often unclear what information goes into a research design, and at 

what level of detail” (p.34). However, the authors mention there are a number of elements researchers 

need to reflect on during the stages of a research design: (1) The time allocation to conduct the 

research, (2) the funds to afford the research, (3) the place where the research will be conducted, (4) 

The number of researchers undertaking the study, a single researcher or a group of researchers. Here, 

the authors stress it is necessary to decide whether researchers will gather the same data by means of 

the same or different methods. (5) The population selected to provide the data. (6) The type of data that 

needs to be collected. (7) The use of a single research method, or the combination of methods to collect 

the data. This refers to the triangulation exercise. (8) The mechanism to measure the data, and 

systematize it, (9) and the plan to use the data collected to answer the research question.  
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Akhtar (2016) points out a research design predominantly makes reference to methodological 

decisions. The author portrays research design as a structured plan to gather the right data “for 

interpretations with economy and procedure” (p.3).21 In his view, research design is the product of 

reflections and decisions made on data collection, measurement methods, and data analysis. Vaus David 

de., (2001) states research design is the means to ensure the research question will be answered 

reasonably by setting in advance the type of data needed (p. 16). Zikmund (1988) describe research 

design as the blueprint identifying the methods and procedures for gathering and interpreting the 

needed data (p. 41). 

 

Kothari (2010) states a research design is expected to give accounts on (1) the research topic, (2) 

the type of information needed, (3) the research purpose, (4) the sources of the information, (5) the 

research setting, (6) the research area, (7) the research time duration, (8) the sampling to be used, (9) 

the right methods to gather the information, and (10) the plan to analyze and interpret the data (p. 31). 

 

Cohen, Manion, & Morrison (2018) define a research design as the “plan or strategy that is 

drawn up for organizing the research and making it practicable, so that research questions can be 

answered based on evidence and warrants” (p.173).  The authors stress research design does not follow 

a fixed plan. They claim the design of a research emerges from the research problem, and the research 

design discloses the methodology to conduct the research. White (2013) defines research design as “a 

 
21 https://www.researchgate.net/profile/Inaam-

Akhtar/publication/308915548_Research_Design/links/57f72d4b08ae886b8981d469/Research-
Design.pdf?origin=publication_detail 
 

https://www.researchgate.net/profile/Inaam-Akhtar/publication/308915548_Research_Design/links/57f72d4b08ae886b8981d469/Research-Design.pdf?origin=publication_detail
https://www.researchgate.net/profile/Inaam-Akhtar/publication/308915548_Research_Design/links/57f72d4b08ae886b8981d469/Research-Design.pdf?origin=publication_detail
https://www.researchgate.net/profile/Inaam-Akhtar/publication/308915548_Research_Design/links/57f72d4b08ae886b8981d469/Research-Design.pdf?origin=publication_detail
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logical rather than a logistical matter”. Yin (2009) describes the “logical matter” as the steps the 

researcher sets to relate the data to the research questions and its interpretation (p. 221). 

 

In addition to the elements mentioned above, Berg, B. L., & Lune, H. (2017), Cohen, Manion & 

Morrison (2018) state a research design should give accounts of these aspects: (1) the type of research 

to be conducted (experimental, action research, ethnography, and a rationale for its inclusion), (2) The 

criteria for choosing the participants, (3) the reliability and validity of the information needed, and the 

rationale for choosing that type of information, and (4) the ethical considerations. 

    

Gorard (2013) highlights there is no final word concerning the elements that should be included 

in a research design. Cohen, Manion & Morrison (2018) state the debate happens around “the level of 

detail and scope” of those elements. Due to the lack of consensus, Gorard (2013) deems research design 

as “an open question” with supporters on both sides: those who consider research design is a 

planification exercise, and those who consider research design goes beyond the planning stage. 

 

Research method 

 

Egbert & Sanden (2014) define a research method as the particular operations through which 

data is collected and analyzed (p. 75). Berg, B. L., & Lune, H. (2017) refer to them as procedures the 

researchers use to get complementary accounts of the reality being observed (p. 12). Kothari (2004) 

explains that a research method can be conceived as the methods the research makes use of when 

undertaking a research (p. 7). The author points out that selecting research methods depends on 
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previous reflection exercises and decision made. According to the author, research methods respond to 

(1) the research problem and its leading question, (2) the research paradigm, (3) the research approach. 

(4) research design/methodology. Kothari (2004) remarks that a research method is an element of a 

research design. “The scope of research methodology is wider than that of research methods”. 

 

Kothari (2004) writes there exists numerous methods to collect information. The author 

mentions observations, interviews, questionnaires, content analysis, and case studies. Leavy (2017) 

refers to field research (ethnography) as a genre, where researchers may make use of participatory or 

nonparticipatory observation methods; interviews, which can be of an unstructured, structured, and 

highly structured sort and content analysis (139). Berg, B. L., & Lune, H. (2017) report on these research 

methods: ethnography, focus group interviews, participatory action research, historical research and 

oral traditions, case studies.  Johnson, B., & Christensen, L. (2014) mention experimental and 

nonexperimental methods in quantitative research (p.93-95); phenomenology, ethnography, narrative 

inquiry, case study research, grounded theory, and historical research concerning qualitative methods 

(p. 102-106). 

Hammersley and Atkinson (1983) stated that participant observation, interviews and 

conversations, documents and field notes, accounts, notes and memos are the main methods to collect 

data in qualitative research. Arsenault and Anderson (1998) include case studies, comparative studies, 

retrospective studies, snapshots, longitudinal studies, ethnography, grounded theory, biography, 

phenomenology (p. 121). 
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Research instruments 

 

For Birmingham, P., & Wilkinson, D (2003) research instruments are devices researchers design 

for obtaining information relevant to a research project, and there are many alternatives from which to 

choose (p. 3). The authors explain researchers need to keep in mind that any research instrument is 

finer than another, they all have their pros and cons. Thus, the researcher needs to weight which 

instrument fits better to the research circumstances. In their view, the best instrument is the one 

designed more thoughtfully and carefully (p.4). 

 

Seaman (2008) define research instruments as the tools a researcher designs to gather 

information while undertaking a study (p. 42). Zohrabi (2013) refers to them as the “different ways to 

gather information” (p.1). Moyo (2017) states that research instrument selection is a crucial component 

of researches for they provide the response to the research problem. 

 

Cohen, Manion, & Morrison (2018) mention questionnaires, interviews, observation, tests, 

secondary data, and personal constructs, role playing, and visual media in educational research as 

instruments to collect data (p. 469-640). Wilkinson & Birmingham (2003) mention questionnaires, 

interviews, focus groups, and observations. 

 

After defining these concepts related to research, I will give an account of the decisions made to 

undertake this research. 
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Decisions on this research paradigm, approach, design, methods and instruments. 

 

The research problem 

 

I worked for the university teaching English as a foreign language for many years. I was there 

when the CEFRL (2001) was announced as the benchmark guiding foreign language teaching in 

Colombia. In the air, there was this feeling of excitement, based on the belief that the CEFRL (2001) 

adoption and adaptation to Colombian notion of grades, would revolutionize foreign language teaching 

in the country.  One of the changes expected was the redefinition of the English curriculum in terms of 

the NBP (2004), today renamed as Colombia Bilingüe. We expected to receive explicit pedagogical 

orientations to design and implement an English curriculum answering to the policy and the university 

objectives as well. This curriculum redefinition was expected to be translated into more effective 

outcomes concerning teaching and learning English at the university. Novice teachers, sometimes, may 

not prevent being naïve. 

However, apart from being asked to observe the new language policy content, the adoption of 

the CEFRL (2001), and its statement regarding the language proficiency level under-graduating learners 

were expected to reach, we teachers were not informed about the whats, the hows, the whys, the 

when, and the what fors planned by the English department to meet the policy and university goals, 

therefore, the job continued to be done mostly based on teachers’ beliefs. And the English curriculum 

redefinition was being carried out behind closed doors. Teachers were not invited to give their views or 

suggestions to define the new curricula. 
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Then, we teachers took on the challenge presented, and everyone gave their best to do the job. 

We knew we were implicitly responsible to meet the policy objective, helping learners to reach the B2 

proficiency level, and we understood we were free to design an individual plan to get there. At least, 

that was the understanding, until the new curriculum was passed and approved. 

 

Such freedom, autonomy, or laissez faire grant, covertly given by the English department to the 

teachers, strongly contrasted with the relentless guidance I received as a high school teacher in a 

secondary school. Policy makers devised and shared publicly a national plan, to inform primary and high 

school staffs about the suggested steps to meet the policy goals through time. There were workshops, 

scheduled visits to schools to describe the language policy pedagogical orientations, there were English 

courses and immersion programs for teachers and learners. Every teacher of English received a set of 

booklets, containing the information needed to redefine school curricula, with the intention of meeting 

the policy goals. 

The reason behind this research was the opportunity I had to see the two sides of the same 

coin, first hand. In the absence of explicit quality indicators, from the part of policy makers, to guide the 

teaching/learning process of English as a foreign language, for high-level institutions, I was interested in 

discovering these two scenarios: (1) identifying the 6th level English teachers’ practices displayed in the 

classroom, and the teaching practices the language policy recommends to help learners improve their 

communicative competence, and; (2) identifying the type of activities promoted by the textbook used at 

6th level Englis classes, and the type of activities the language policy recommends to help learners 

improve their communicative competence. The interest of discovering these phenomena drove the 

beginning of this research. 
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Defining the research purpose  

 

Narrowing the research scope was a long process, the purpose, its objective and main question 

changed many times until what it is today. Though the study moved backwards and forwards on the 

continuum of communicative competence, teaching practices and material evaluation, it was a pretty 

interesting and enlightening analysis exercise. 

 

  After having established a well-defined research purpose, that is, to characterize the 

relationship between the teaching practices and the textbook used in the 6th level of an English 

program in terms of the development of the communicative competence in 6th level students in a 

private university. I started to think about the type of data I needed to gather to meet the research 

purpose, the methods to collect it, and the instruments I would design. 

 

Deciding on the research design/research methodology 

 

This study conceives research design and research methodology as similar research stages. As 

Berg and Lune (2017) described them, they are the program the researcher sets to conduct the study. 

For the authors, they are the reflection exercise every researcher has to do when embarking on an 

inquiry (p. 34). It was Akhtar’s (2016) consideration, deeming research design as the stage, where the 

researcher predominantly refers to methodological decisions, the indicator I found to conceive these 

two terms as similar ones.  The author portrays research design as a structured plan to gather the right 



123 
 

data “for interpretations with economy and procedure” (p.3).22 In his view, research design is the 

product of reflections and decisions made on data collection, measurement methods, and data analysis. 

Cohen, Manion, & Morrison (2018) strengthened this assumption when defining research design as the 

“plan or strategy that is drawn up for organizing the research and making it practicable, so that research 

questions can be answered based on evidence and warrants” (p. 173).   

 

With the intention of achieving this research purpose, and being able to draw on a sound 

description of it, the following are some of the actions I undertook to meet the research purpose: 

 

▪ explaining teachers and learners what I was attempting to do, and getting their consent. 

Though learners were not a direct source of information in this research, they were 

indirect participants in the classroom observations, therefore, I considered it was 

prudent to let them know about the research.  

▪ informing the English department about this research purpose.  

▪ granting teachers and learners anonymity during and after the research.    

▪ getting informed about the methods that may fit the purpose of this descriptive 

research.  That is, I browsed over the various methods that could help me to draw on 

the description projected.  

▪ reflecting on the design, content and purpose of selected methods and instruments.  

▪ designing and piloting them.  

 
22 https://www.researchgate.net/profile/Inaam-

Akhtar/publication/308915548_Research_Design/links/57f72d4b08ae886b8981d469/Research-
Design.pdf?origin=publication_detail 
 

https://www.researchgate.net/profile/Inaam-Akhtar/publication/308915548_Research_Design/links/57f72d4b08ae886b8981d469/Research-Design.pdf?origin=publication_detail
https://www.researchgate.net/profile/Inaam-Akhtar/publication/308915548_Research_Design/links/57f72d4b08ae886b8981d469/Research-Design.pdf?origin=publication_detail
https://www.researchgate.net/profile/Inaam-Akhtar/publication/308915548_Research_Design/links/57f72d4b08ae886b8981d469/Research-Design.pdf?origin=publication_detail
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▪ drafting a final version of research instruments.   

▪ asking 6th level English teachers’ permission to observe their classes.   

▪ setting the logistics to class observation and questionnaires filling.  

▪ setting classroom observations and questionnaires filling schedules.  

▪ analyzing existing documents guiding foreign language teaching at the university (a 

common format for subjects taught at the university, and the rationale for teaching 

English inserted on the PEI).   

▪ searching for literature on the following concepts: national and international bilingual 

policies, the CEFRL (2001) orientations for improving learners’ proficiency, 

communicative language teaching tenets, communicative competence concept held on 

the national policy, teaching practices promoted by communicative language 

methodology, communicative language activities, material evaluation approaches, 

quality curriculum, and similar research articles.   

▪ dealing with time and money constraints, to mention some of them.  

 

Gorard (2013), and Cohen, Manion & Morrison (2018) have claimed a research design or a 

research methodology may be understood as the moment when researchers think, project, and decide 

through which route the research purpose will be best approach. They ascertain researchers should 

always bear in mind the type of purpose set, to determine the type of research design or methodology 

that will guide their research. In other words, the action the research tries to endeavor, will indicate the 

fitting approach. 
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Therefore, considering that this research intends to provide a description of the teaching 

practices displayed in 6th level courses, and the types of activities the textbook promotes, in terms of the 

communicative competence, a qualitative approach should and will guide this study. 

 

Research approach 

 

Why does a qualitative approach fit this research? As indicated before, this study searches to 

describe a specific phenomenon. To characterize it, I need to discover what the 6th level teachers believe 

about their teaching practices and the type of the activities promoted in the textbook, in terms of the 

communicative competence. To discover these beliefs, I need to observe the phenomenon in situ, so 

that I can gain a complete picture of the situation to ensure the final description portrays vividly the 

variables being analyzed. These being: teaching practices, the type of activities the book promotes, in 

terms of the communicative competence. As Ary et al. (2018), Creswell (1994), Johnson, B., & 

Christensen, L. (2014), Cohen, Manion and Morrison (2018) Williams (2007) and Goundar (2012) have 

stated, these are features and indicators that research should be approached qualitatively. 

 

Decisions on methods and instruments 

 

The most important reflection during the research design stage, was the research methods and 

instruments choice to collect the type of data needed. As stated previously, based on the research 

problem, purpose, and leading question, it seemed appropriate to approach this research from a 
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qualitative perspective. Then, methods and instruments ascribed to qualitative research would help me 

portray the phenomena object of analysis here. 

 

This research conceives methods as Berg and Lune (2017), Egbert and Sanden (2014), and 

mainly according to Kothari’s (2004) understood them.  Kothari (2004) stated methods are an element 

of a research design. For the author, they are a single part of the plan/methodology, a researcher sets to 

meet the research purpose. Then, its scope is narrower than a research design, and they are devised to 

collect the type of data needed. According to the author, observations, interviews, questionnaires, 

content analysis, and case studies are types of research methods, and they should be devised to get a 

holistic picture of the phenomena being observed, that is, they should complement each other in 

putting pieces of the description together. 

 

As it regards to research instruments, this study conceives them as the tools, Seaman (2008) 

talked about, which are designed by researchers to gather the type of information needed while 

conducting a research (p.42). Cohen, Manion, & Morrison (2018) mentioned questionnaires, interviews, 

observation, tests, secondary data, personal constructs, role playing, and visual media, as instruments to 

collect data in educational research. 

 

When I was reviewing the terminology, I noticed some scholars used the same names to refer to 

methods and instruments, as it has been shown above. I managed to understand the difference 

between methods and instruments labeled under the same terms, by using White’s (2013) appraisal: A 

research design should be seen as “a logical rather than a logistical matter” (p. 221). 
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Case study, classroom observations, questionnaires, and the construction of a literature 

framework, on the topics crossing the research purpose, were the methods I chose to collect the type of 

data needed to meet the research purpose. Through the method of case study, I will delimit the focus of 

this research, I will be able to obtain their views, and feelings to characterize the phenomenon I am 

investigating. 

 

On case studies  

 

Zainal (2007) defines case studies as the method, which aims to examine and investigate about 

existing concrete events, by means of situational reflections on two factors: delimited areas or 

populations, and their relationships. Similarly, Merriam & Tisdell (2016) describe them as “an in-depth 

description and analysis of a bounded system”, which strive for gaining knowledge and sense making of 

delimited phenomena. According to Berg, B. L., & Lune, H. (2017) case studies are “a powerful tool” 

because they allow researchers to inspect closely, and from different angles, the phenomenon studied. 

For the authors, case studies give the researcher, more context and meaning over the phenomenon 

being examined. 

 

For Zainal (2007), case studies have helped researchers to decode and interpret behaviors 

observed in concrete settings objects of study, which could be ignored in other types of research. The 

author highlights that case studies allow researchers to use either qualitative or quantitative approaches 

when handing out data collected. Yin (1984) notes that tough case studies are tightly related to 

qualitative methods, “they can be based entirely on quantitative evidence” for describing the bounded 

phenomenon. 
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In relation to data analysis, Creswell (2014) notes that case studies entail the use of “in-depth 

data collection” techniques which incorporate numerous information referents (observations, 

interviews, audiovisual material, reports, and documents).  As it concerns outcomes in case studies, 

Creswell (2007) and Yin (2003) hold the view that conclusions drawn are paramount for they enrich 

existing theory, and contribute to its implementation in external environments. 

 

Sanden, S., & Egbert, J. (2014) conceive case studies as a methodology, which aim at gaining 

insights over a specific group of individuals, who share common characteristics, to decode their points of 

view, and feelings over the problem the researcher has observed. Barone (2004) explains case studies 

drop “a box is drawn around the entity to be studied and a systematic exploration is made of everything 

that impacts that single bounded system”. 

 

For Merriam and Tisdell (2016) the researcher’s role in case studies is expanded. They stress 

researchers become “the primary instrument of data collection and analysis”, more than being agents in 

charge of an investigation. Case studies are of different types: exploratory, explanatory, and descriptive 

according to Yin (1994, 2003a) and Winston (1997). For Berg, B. L., & Lune, H. (2017), these categories 

are typically used to identify the purpose of a research (p. 177).   Choosing a descriptive case study will 

help this research describe teaching practices displayed at 6th English level courses - the type of 

activities the textbook promotes, in terms of the communicative competence. 
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On observations 

 

Bogdan (1972) refers to observation as “research characterized by a prolonged period of intense 

social interaction between the researcher and the subjects, in the milieu of the latter, during which time 

data, in the form of field notes, are unobtrusively and systematically collected’ (p.13). Kothari (2004) 

claims researchers typically adopt this method when undertaking qualitative researches (p. 96). She 

states observation swifts to a scientific strategy when it pursues a specific research purpose. That is, 

when researchers plan its implementation, and set a strategy to gather the data needed. The author 

explains observations allow researchers to observe in situ the behavior being analyzed. This may help 

the research to not exert any influence over the observed. The author stresses observations can be 

completely objective if carried out appropriately.  

 

I decided to use observation as a research method to “gather first-hand, ‘live’ data in situ”, as 

Cohen, Manion & Morrison (2018) suggests. I attempted to observe teachers doing their job, willing to 

understand and interpret their practices, as recommended by Birmingham, P., & Wilkinson, D., (2003). 

 

On questionnaires 

 

Cohen, Manion & Morrison (2018) state questionnaires can be used in qualitative and 

quantitative research. The authors explain questionnaires may collect quantitative data, which 

researchers may interpret and present in the form of descriptions. Leavy (2017) writes questionnaires 

“are the primary data collection tool in survey research” (p. 101). Cohen, Manion & Morrison (2018) 
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suggests researchers to plan and draw a map of the questionnaire, by doing it so, the authors state, 

researchers will anticipate participants likely answers (p.472). The authors explain questionnaires should 

emerge from the research purpose. The authors write, it is prudent to divide the research purpose in 

pieces, so that the questionnaire provides the data needed (p.473). I decided to use questionnaires to 

collect data regarding teachers’ beliefs on their practice, and the teachers’ belief over the textbook used 

in 6th level English classes. In appendix 2, you will find the teacher’s questionnaire on beliefs about their 

practice. In appendix 3, you will find the teacher’s questionnaire on beliefs about the textbook activities. 

 

On lesson observations 

 

At the moment this research was being conducted, there were three teachers in charge of 6th 

level English classes. The three teachers were observed three times continuously. Classes lasted 2 hours. 

All the classes were video-taped. Then, the observations were transcribed into a form. The teacher and 

learners’ speech acts are shown in the vertical side of the format. In the horizontal part, the 

communicative competence is displayed. After having the transcripts ready, I filled the form using (1) to 

indicate which element of the communicative competence was addressed by the teacher’s practice. And 

I used (0) to identify the elements of the communicative competence that were not addressed. In 

appendix 1, you will find the lesson observation format, in which the classes observed were transcribed 

to organize the data. 

 

The lesson observations were conducted to discover the teaching practices displayed at 6th, and 

the type of activities the text promotes (pre-communicative or communicative). However, they also 

allowed me to unfold information related to: 
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▪ the predominant interaction patterns in the classroom 

▪ the elements of the communicative competence strengthened and weakened by the 

activities implemented during the classes. 

 

On questionnaires as instruments 

 

To gather information concerning teachers’ beliefs about their practice, and the type of the 

activities the textbook promotes, I designed two questionnaires. The three teachers filled both 

questionnaires before conducting the lesson observations. 

 

I designed the two questionnaires to unfold: 

▪ teachers’ beliefs about their practice in terms of the communicative competence. 

▪ teachers’ beliefs about the components of the communicative competence the textbook 

type of activities promotes. 

 

Each questionnaire shows the communicative competence, divided into components and 

subcomponents. You will see the macro competences: linguistic, socio-linguistic, and pragmatic 

competences in the questionnaire. They were divided into its components, and these components were 

divided into subcomponents. This information was extracted from the CEFRL (2001) conceptualization of 

the communicative competence. In appendix 2, you will find the teacher’s questionnaire on beliefs 

about their practice. In appendix 3, you will find the teacher’s questionnaire on beliefs about the 

textbook activities. 



132 
 

The charts will show: 

▪ the components of the communicative competence teachers believe are strengthened 

and weakened by practice. 

▪ the components of the communicative competence teachers believe the textbook 

activities strengthens /weakens. 

 

On checklists 

 

With the purpose of capturing the key features of teaching practices displayed at 6th English 

level courses in terms of the communicative competence, I turned to the following documents in order 

to provide this study with a conceptual framework to broaden and update my knowledge on such topics, 

and to ensure a vivid and holistic characterization of the phenomena being researched. 

 

The CEFRL (2001)23.  I specifically focused on the sections suggesting reflections concerning: 

▪ Communicative language competence (p.13) 

▪ Communicative language competences (p.108 – 130) 

▪ language activities (p.14) 

▪ The B2 proficiency level descriptors (p.22-29) 

▪ Communicative language activities and strategies (p. 57) 

▪ Tasks and their role in language teaching (p. 157-167). 

 
23 

https://rm.coe.int/CoERMPublicCommonSearchServices/DisplayDCTMContent?documentId=0900001680459f97 
 

https://rm.coe.int/CoERMPublicCommonSearchServices/DisplayDCTMContent?documentId=0900001680459f97
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▪ In appendix 4, you will find the CEFRL (2001) checklist on teaching practices. 

 

Littlewood’s (1981) work. Communicative language teaching.  An introduction.  I used 

Littlewood’s (1981) work on to describe the type of activities the textbook promotes:  pre-

communicative and communicative activities. In appendix 6, you will find the format where I tabulated 

the textbook type of activities. 

 

I used some of the roles Kumaravadivelu (2003) mentions to exemplify teaching practices that 

should be displayed in communicative classrooms. They are summarized in table 4. These roles were 

used to explain results founds in teaching practices, and to draw on informed conclusions. 
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Results 

 

In this section, the results of the data collected will be presented.  The data was gathered 

through an observation process, the filling of checklists to describe teaching practices, and to evaluate 

the textbook and its activities, and questionnaires. The instruments were designed to determine how 

the teaching practices and the use of activities in the textbook affect the development of the 

communicative competence in level 6th students in a private university. 

 

Lesson observation results 

 

For this research, I conducted classroom observation in order to identify the English language 

teaching practices professors use at Jorge Tadeo Lozano University, in their attempt to develop learners’ 

communicative competence. The observations were carried out at 6th level classes. Three teachers were 

observed during three classes. Each class lasted 2 hours, for a total of six hours for each teacher. Classes 

observed corresponded to unit 16 of the textbook used. The unit’s title is “Challenges and 

accomplishments”. From observations conducted, relevant information was obtained.  

 

▪ I was able to unfold the teaching practices professors use at 6th level English classes at 

the university, by means of the CEFRL (2001) suggested teaching practices checklist I 

created. You can see the CEFRL (2001) teaching practice checklist on the appendix 

section. 
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▪ I was able to determine which communicative competence learners use the most, the 

linguistic, socio-linguistic, or the pragmatic, by contrasting their speech acts with 

components of the competences, as this case study aims to discover which 

communicative competence teachers foster through their practice. For this analysis, I 

created a chart, which includes six columns: Turn, interaction patterns, speech acts, and 

three components of the communicative competence (linguistics, pragmatic and 

sociolinguistic), with its subcomponents.  With the purpose of exploring the information 

collected, every speech act was marked with a number. (1) means the competence is 

activated on students, (0) means the opposite. You can see the lesson observation 

format in the appendix section. 

▪ I was able to identify the interactional patterns happening in the lessons observed. 

 

About teaching practices used at 6th level English classes 

 

The information was categorized under the following areas:  

▪ language approach,  

▪ and the communicative competences (linguistic, socio-linguistic, and pragmatic), 

▪ type of activities to develop language skills. 

 

This categorization derives from the CEFRL (2001) chapter on communicative language 

competences (p. 108-120). In this section, the benchmark suggests readers a set of practices intended to 
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develop the communicative competence. You will find the teaching practice checklist in the appendix 

section. 

 

Graph 1 

 

About the language approach identified in the lessons, observations showed that 

teachers do not expose learners to authentic use of language through videos, TV shows, 

conferences, unmodified or authentic readings, conferences. All the material used is from the 

textbook and is adapted. In addition, when the teachers address the students, they used graded 

spoken utterances in English to complete tasks. 

 

 

Language approach

Yes No
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Graph 2 

 

 

 

In terms of classroom management, teachers supervised the class, maintained order, monitored 

learners’ work and were available for individual counselling.  
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Graph 3 

 

 

 

About the type of activities conducted in class, teachers used traditional exercises such as gap-

filling, sentence construction following a model, category substitution exercises, and questions and 

answer involving use of particular structures. 

 

Type of activities developed in class

Yes No
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Graph 4 

 

 

In terms of error treatment, teachers corrected immediately all errors. The oral production was 

not spontaneous or impromptu. In most cases, learners’ speaking was controlled and aligned with the 

models presented in the activities. There was no room in the class for freer interaction. Learners were 

mostly reading aloud texts or sentences. Concerning the appropriate time for dealing with learners’ 

errors in speaking activities, Harmer and Thornbury (2007) invite teachers to provide feedback on errors 

at the end of the learner’s turn. The authors explain that interrupting learners, right after the error 

occurs, may be counter-productive, for it may affect their accuracy, autonomy and fluency. Also, the 

authors highlight learners may feel frustrated because of the continuous interruptions, affecting their 

oral pace. 
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Graph 5 

 

 

 

Teachers did not promote the use of dictionary for developing activities. They did not recycle 

activities for further exploitation or presented the words accompanied by visuals (pictures, gestures and 

miming, demonstrative actions, realia). They also never asked students to construct mind-maps, and to 

explore semantic fields.  
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Graph 6 

 

 

 

In terms of grammar, the teacher explained structures (whether they were included in the text 

or not) using metalanguage to indicate parts of the speech. He explicitly explained grammar rules.  

 

Parts of
speech.

Sentence
structure.

Grammar
rules.

Translation
exercises

Speaking
exercises.

Gramatical competence development

YES No



142 
 

Graph 7 

 

 

The socio-linguistic competence was not addressed in the lessons observed. Learners were not 

exposed to authentic language used inside its social setting. Learners were not exposed to language 

exemplifying social differences between their culture and the target society. The majority of activities 

presented to learners fostered the linguistic competence.  
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Graph 8 

 

 

About the pragmatic competence, teachers attempted to make learners aware of the use of 

some terms in the target society. 
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verbal exchange

patterns.

by awareness-
raising (analysis,

explanation,
terminology, etc.)

in addition to
practical activities.

 by explicit teaching
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functions, verbal

exchange patterns
and discourse

structure.

Pragmatic competence development

Yes No
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Graph 9 

 

 

 

As regards vocabulary related activities, teachers did not introduce new vocabulary or ask 

students to memorize word-lists with translation equivalents. they never made use of collocations, 

phrasal verbs or idioms. 

 

 

compounding collocations phrasal verbs idioms

Vocabulary related activities

Yes No
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Graph 10 

 

 

 

As it concerns the development of pronunciation, teachers asked learners to read the dialogues 

inserted in the unit by imitating the recordings played. Learners were not exposed to explicit phonetic 

training, authentic spoken utterances, or phonetic drilling.  

simply by exposure
to authentic

spoken utterances

by chorused
imitation of the
teacher; audio-
recorded native
speakers, video-
recorded native

speakers.

by ear-training and
phonetic drilling

by explicit
phonetic training

Pronunciation related activities

Yes No
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Graph 11 

 

 

 

Reading was not actually taught but rather practiced. Learners were asked to complete charts 

with information from the adapted texts inserted in the unit. Thus, what learners mostly did was looking 

for specific information in the text to complete charts, and their understanding was tested by giving 

details of the text worked in class. 

gist look for specific
information;

test detailed
understanding;

check learners infer
implications, etc.

Reading related activities

Yes No
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Graph 12 

 

 

As with reading, Writing was also practiced. Teachers asked learners to produce a poster to 

support a speaking activity. Teachers did not ask learners to write reports, take notes, take down 

messages, write personal or business letters, and to complete forms or questionnaires. 
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messages from
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questionnaires

complete
forms and

questionnaires

Writing related activities

Yes No
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Graph 13 

 

 

In terms of speaking, teachers asked learners to read written texts aloud, to read conversations 

aloud in pairs, and to answer open questions related to the unit theme. 

 

 

 

 

read a written text aloud;speak from notes, or from a written text or visual aids (diagrams, pictures,
charts, etc.);

 act out a rehearsed role (monologues);speak spontaneously (conversations);sing; Do monologues

Speaking related activities

Yes No
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Graph 14 

 

None of the speaking activities suggested by the CEFRL (2001) were set by the teacher. Teachers 

stick to the activities the textbook proposes. Learners were not asked to make detailed descriptions, 

present and support arguments with examples, explain their viewpoints presenting advantages and 

disadvantages of points discussed, etc. 

 

 

Give clear,
detailed

descriptions on a
wide range of

subjects related
to his/her field of

interest

Develop a clear
argument,

expanding and
supporting

his/her points of
view at some
length with

subsidiary points
and relevant

examples;

Construct a chain
of reasoned
argument;

Explain a
viewpoint on a

topical issue
giving the

advantages and
disadvantages of
various options

Give a clear,
systematically

developed
presentation,

with highlighting
of significant
points, and

relevant
supporting

detail.

Depart
spontaneously

from a prepared
text and follow
up interesting

points raised by
members of the
audience, often

showing
remarkable

fluency and ease
of expression.

Oral production language activities

Yes No
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Graph 15 

 

 

 

As it concerns to listening, teachers asked learners to listen to dialogues to look for specific 

information. They also requested learners to complete charts with information from the aural texts. 

Aural tests were not authentic, they were adapted to match the unit learning aim. 

Gist Look for specific
information

Test detailed
understanding

check learners infer
implications, etc.

Listening related activities

Yes No
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About teaching practices and their influence on communicative competence development 

 

The following graphs show the number of times learners activate the competences as a result of 

teaching practices and the textbook activities. 

 

Graph 16 

 

 

 

The graph shows that teaching practices used and the textbook activities favor the linguistic 

competence with 429 turns addressed to it. This is followed by the pragmatic competence with 181 

turns and last, the sociolinguistic component with 48 turns.  
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Graph 17 

 

 

 

The graph shows teaching practices used and the textbook activities favor the linguistic 

competence with 165 turns addressed to it. This is followed by the pragmatic competence with 81 turns 

and last, the sociolinguistic component with 48 turns. 
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Graph 18 

 

 

The graph shows that the most favored component of the communicative competence was the 

linguistic competence with 139 turns. It is followed by the sociolinguistic competence with 84 turns, and 

the pragmatic competence with 81 turns. 
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As can be seen in Table 6, the linguistic is the most favored aspect of the communicative 

competence, followed by the pragmatic and the sociolinguistic. This may be related to the type of 

activities the teacher develops, but it may affect learners’ language development. Littlewood (1981) 

claimed that textbooks generally present learners with pre-communicative activities, “such as different 

types of drills, or questions and answer practice” (p. 85).  

 

The author explains these activities are designed with the intention of developing learners’ 

linguistic system, without expecting that learners make use of them for communicative purposes. 

 

 

 

 

 

 

 

 

 

 

Table 5 
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Summary of communicative competence turn. 
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Linguistic 429 165 139 733 58,3% 

Pragmatic 181 81 81 343 27%3 

Sociolinguistic 48 48 84 180 14,3% 

 

A final analysis from lesson observation was related to the interaction patterns used in class.  
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Graph 19  

 

 

 

The graph shows the most used pattern is the student-teacher one, with 41,6 % of occurrence. It 

is followed by the teacher-group pattern, with a 25,4 % of occurrence; the teacher-student pattern with 

a 20,2 % of occurrence; finally, the student-student pattern, with a 12,7 % of occurrence. 
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Graph 20

 

 

The graph shows the most used pattern is the student-teacher-pattern, with a 43 % of 

occurrence. It is followed by the teacher-group pattern, with a 25,9 % of occurrence: the teacher-

student pattern with a 24,6 % of occurrence; finally, the student-student pattern with a 6,17 % 

cooccurrence. 
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Graph 21 

 

The graph shows the most used pattern is the student-teacher-pattern, with a 37,7 % of 

occurrence. It is followed by the teacher-student, and the teacher-group, both with 30% of 

occurrence; finally, the student-student pattern with 2,22 % of occurrence. 
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Table 6 

Summary of Interactional patterns observed. 

Interactional patterns observed. CO1 CO2 CO3 

Teacher-student 20,2% 24,6% 30% 

Student-teacher 41,6% 43% 37,7% 

Student-student 12,7% 6,17% 2,22% 

Teacher-group 25,4% 25,9% 30% 

 

Table 6 shows that teaching practices favor the student-teacher pattern. It is followed by the 

teacher-group, the teacher-student, and, the student-student patterns respectively. This may be related 

to the activities promoted by the textbook. 

 

Textbook evaluation 

 

A second instrument was the evaluation of the textbook used in the class. This was Interchange 

3 student’s book24. This exercise was carried out following the criteria McDonough, J. and Shaw, C. 

(1993) proposed for evaluating learning materials. The evaluation is divided in two parts, the internal 

and external evaluation, as suggested by the authors. 

 
24 https://drive.google.com/file/d/14MQWMrmnTSbXs9hWYhB9DEOhpihfjtdI/view?usp=sharing 

 

https://drive.google.com/file/d/14MQWMrmnTSbXs9hWYhB9DEOhpihfjtdI/view?usp=sharing
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These criteria have been used as a valid, impartial and reliable method for school authorities, 

experts or teachers to ascertain the suitability, and appropriateness of a teaching material for a 

particular learning context. For the interest of this study, these principles will be used to describe the 

influence the textbook activities have in learners’ communicative competence. 

 

The external evaluation 

 

In this stage of material evaluation, McDonough & Shaw (1993) refer to a set of criteria 

aiming to discover the way the material is organized. Evaluators will be able to determine if the 

textbook statements, regularly presented on the cover, are inserted in the textbook 

organization. 

 

I elaborated a set of questions, using the reflections proposed by the authors, to evaluate the student’s 

textbook. Paragraphs ahead answer the questions on table 8. I analyzed the statements made by the 

publishers, in relation to the language teaching principles, underlying the design of the textbook. 

 

 Table 7 

External evaluation 

1.      What does the book claim? 13.  Does the teacher book offer teaching hints? 

2.      What does the introduction state? 14.  Does it include vocabulary lists? 
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3.      How are contents presented? 15.  Does it contain photographs? 

4.      Which audience does the series address? 16.  Does it contain charts? 

5.      To which particular level is aiming? 17.  Does it contain diagrams? 

6.      Is it intended for teaching General English? 18.  Are these for cosmetic value? 

7.      Is it intended for teaching English with a 

specific purpose? 

19.  Are these integrated to the activities? 

8.      In what way language is presented? Units, 

lessons? 

20.  Is the layout clear? 

9.      How many hours is it designed for? 21.  Is the layout cluttered? 

10.  When was last published? 22.  Does the material feel durable? 

11.  How is the series composed? 23.  Is the paper quality good? 

12.  Is there a teacher’s book?  

 

Statement # 1: English is best learned when used for meaningful communication. According to 

Richards, J.C., Hull, J., Proctor, S., and Cambridge University Press, the philosophy of the series is that 

English is best learned when used for meaningful communication. The authors claim Interchange (3rd 

Edition) implements a systematic updating process that goes in accordance with the recent trends in 

language teaching. They claim that the successful multi-skills syllabus integrates themes, grammar, 

functions, vocabulary, and pronunciation. 
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Analysis 

 

What the publishers imply by meaningful communication, and recent approaches to language 

teaching and learning is not explicitly displayed in the textbook. No paragraph details what the book 

does in terms of the development of the communicative competence, the teacher and learner’s role, 

the view of language and learning, the assessment approach, learning strategies and styles. It seems 

that the teacher is responsible for interpreting what “meaningful communication” is and the 

implications this term could have for the aspects mentioned above.  

 

There are no clear pedagogical recommendations to scaffold the learning and teaching process 

in the material. One of the suggestions from the CEFRL (2001) to educational bodies adopting the 

benchmark, is that of establishing the course’s pedagogical foundations. The learning material, in this 

case the textbook, should represent a resource to support this. 

 

Statement # 2: The textbook provides learners with plenty opportunities to practice the 

language to improve their English. The authors claim this revised edition gives students many more 

opportunities to learn and practice English, with the combination of topics, functions, and grammar. The 

authors state students will develop the four skills of listening, speaking, reading, and writing, in addition 

to vocabulary and pronunciation.  

 

Analysis  
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If classes are taught following the teacher’s book hints, learners will certainly have opportunities 

to practice and speak English. Almost all activities require students’ participation. For instance: In the 

activity below, learners are asked to listen to a recording to complete a chart with information obtained. 

Then, though the textbook does not directly ask learners to read their answers aloud, they generally 

read them aloud in front of the group. Practicing English, then, may be understood as completing the 

activity to read it aloud.  
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Similarly, in this activity, learners are asked to match columns using the grammar point 

practiced in class. At the end, they are expected to read their answers aloud.  

 

Learners are speaking and practicing English in two stages, first, they do the activity assigned, 

and secondly, they read their answers aloud. However, it is necessary to distinguish two events here: 

learners practicing and speaking English and learners speaking English to convey a message.  

 

Most activities proposed in the textbook manages to make learners practice and speak English. 

But this speaking is mostly an answer to the stimulus presented in the activity. As Littlewood (1981) 

stated “these activities are aimed to provide learners with a fluent command of the linguistic system 

without actually requiring them to use it for communicative purposes” (p.85). 
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The publishers claim the textbook provides plenty opportunities for learners to practice English, 

by integrating the macro-skills, pronunciation, and vocabulary activities. This integration of activities will 

improve learners’ English (improving learners’ English is understood in this study as the improvement of 

learners’ communicative competence), according to the authors. However, despite the textbook’s units 

present learners with activities to practice pronunciation, vocabulary, and the macro-skills, what the 

textbook actually does is activating the linguistic competence, and its components via this integration. 

 

For instance, in the activity below, learners are asked to complete the sentences using the 

passive voice. This activity activates the lexical and grammar component; therefore, the linguistic 

competence is activated. Learners have to show command of the language form taught and practiced, 

but meaning is left aside for the purpose of the activity is helping learners to master the piece of 

language presented. 
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Statement # 3: Interchange (3rd Edition) is the world’s most successful English series for adult 

and young adult learners. It is written in American English, but reflects the fact that English is the major 

language of international communication. Interchange (3rd Edition) is the world’s most successful English 

series for adult and young adult learners. It is written in American English, but reflects the fact that 

English is the major language of international communication, and it is not limited to any country, region 

or culture. It remains the innovative series that teachers and students know and love. The course offers 

new, fresh content in every unit, additional grammar practice, and more opportunities to develop 

speaking and listening skills. The series focuses on both accuracy and fluency, and features 

contemporary topics. 

 

Analysis 

 

In a thorough search of the audios and the texts, dialects or accents different from American 

English were not found in the textbook. The textbook overlooks almost all aspects of the socio-linguistic 

competence. Activities in the textbook do not address linguistic markers of relationship, politeness 

conventions, expressions of folk wisdom, register differences, and dialect and accents. Canale and Swain 

(1980) stress the importance of involving learners in activities aiming to develop and improve the socio-

linguistic competence, for they provide “foreign language learners with the social rules to judge, when 

necessary, which conducts would be beneficial and which one will not”.  The authors explain learners 

need to be aware of those social rules accepted in the target language, with the purpose of 

communicating assertively and effectively.  In this sense, the textbook seems not to support the 

development of the awareness of what Crystal calls “world Englishes” (2003). 
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The textbook organization 

 

The book is divided into 16 units, and each unit is divided into 9 sections. Each section pursues a 

specific goal. The Snapshot section usually introduces the unit’s topic with real-world like information. 

The word power section presents learners with new vocabulary. Perspectives is a new section in this 

edition, that uses people’s opinions and experiences about a topic to present new grammar.  The 

conversation section resembles natural interactions that introduces new grammar. The grammar focus 

section, as its name implies, relates to the explicit teaching and practice of the grammar. The 

pronunciation section exercises help students improve this aspect. In the listening section, monologues 

and dialogues are presented. There are speaking activities to help learners develop their oral skills. And 

in the Interchange activities section, learners are generally asked to talk about themselves.  

 

Interchange 3 (third edition) is aimed to upper intermediate level, and it is intended for teaching 

general English. The textbook comprising eight units is designed for 120- hour courses. It was first 

published in 1991. The second edition was released in 1998, while the third edition was published in 

2005. As for the book’s presentation, paper is of good quality, it is durable, binding resistant, and the 

layout is clear. 

 

The third edition comprises:  

 

▪ Student’s textbook with CD, and CD-ROM. It also includes self-study audio scripts, self-

study answer keys for every unit, and a list of irregular verbs. 
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▪ A laboratory guide with extra listening and writing activities. 

▪ A workbook with extra grammar and vocabulary activities, self-study audio script, and 

self-study answer keys, and a list of irregular verbs. 

▪ A teacher’s edition book containing language summaries and expressions for every unit, 

a question bank section for oral quizzes for every unit, written quizzes for grammar 

focuses, listening quiz and audio scripts, quiz answer keys, student’s book audio scripts, 

workbook’s answer keys, photocopiables, games, fresh ideas and hints for every task in 

units’ sections. 

 

Tests, quizzes and audio-scripts are closely related to the content of the textbook. Each of them 

reinforces the grammar, vocabulary, expressions, pronunciation hints, etc. 

 

Key features of Interchange student’s book (3rd Edition).  

 

These are the self-declared characteristics of the textbook:  

 

▪ A proven multi-skills syllabus: The textbook presents learners with activities involving 

the macro skills. However, they are presented separately. The textbook does not explain 

how the multi-skills syllabus has been proved. 

▪ A focus on accuracy and fluency: The textbook activities mainly focus in improving 

learners’ accuracy. Activities are controlled, and they expect learners to produce well-

formed language units. 
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▪ Natural, conversational language: Conversations presented in the book are not 

authentic. They appear to be created to model for learners the unit’s speaking goal.  

▪ Grammar in communicative contexts: The textbook attempts to present learners with 

grammar points inserted in communicative situations.  

▪ Task-based listening activities: Listening activities generally ask the learner to complete 

charts with information from the recording. Aural texts are artificial, they are adapted to 

exemplify the unit learning aim. 

▪ An updated pronunciation syllabus: In this section, learners are expected to imitate the 

pronunciation models presented, to later produce similar sentences. The textbook fails 

to include discrimination activities, or ear training activities.  

▪ Frequent learner-centered progress checks: Every two units, learners are asked to 

evaluate their progress  

 

The internal evaluation 

 

For the authors, the critical issue of internal evaluation is “to analyze the extent to which the 

aforementioned factors in the external evaluation stage match up with the internal consistency and 

organization of the materials as stated by the author/publisher” (p. 59). 

 

To conduct the internal evaluation, I elaborated the following questions, which were created by 

using McDonough and Shaw (1993) suggested criteria to evaluate materials. Paragraphs ahead answer 

the questions on table 9. 
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Table 8 

 

Internal Evaluation 

1.      Which skills are covered? 17.  Does the material seem to motivate 

teachers? 

2.      In what proportion? 18.  Does the material seem to motivate 

learners? 

3.      Are they treated discretely? 19.  Does the material enhance teacher/learner 

interaction? 

4.      Are they integrated? 20. Is it culturally specific? 

5.      Is the material graded in a linear way? 21.  Is it culturally biased? 

6.      Is the material graded through modules? 22. Does it represent minorities? 

7.      How is the material graded? 23.  How are women seen? Positively or 

negatively? 

8.      Are texts appropriate to work beyond the 

sentence? 

24.  What kind of society do they present? 

9.      Are texts designed to work on sentence 

construction? 

25.  Does it have audio materials? 

10.  Are the recordings authentic? 26.  Does it have video materials? 
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11.  Are the recordings artificial? 27.  Are these audio-visual materials necessary to 

use the book successfully? 

12.  Have dialogues been written? 28.  Does the material include diagnostic test 

samples? 

13.  Are dialogues natural? 29.  Does the material include progress test 

samples? 

14.  Are tests directly related to learners’ needs? 30.  Does the material include achievement test 

samples? 

15.  Are tests related to what has been taught 

throughout the course? 

31.  Do you consider these tests useful? 

16.  Is the material suitable for self-study? 32.  Do they match with the language taught? 

 

The student’s book covers the four macro skills.  

 

They are presented in the same proportion, 2 activities minimum for each skill. The textbook 

addresses the four macro skills separately. For instance, these are the speaking activities of unit 16: 
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Listening activities. 
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Reading. 
 

 

 



175 
 

Writing. 
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The material has graded the language content in a linear way, by means of units. Reading 

activities tend to ask learners to skim and scan the text for specific information. They also ask learners to 

label statements under true or false categories, to match words with their definition, to complete 

sentences with words from the text, etc. They generally are placed at the end of the unit, and they 

include models of the grammar and lexis practiced. 

 

In the listening activities, learners are exposed to artificial aural texts that model the language 

learners are expected to domain at the end of the unit. Learners are asked to complete sentences with 

information on the texts. 

 

Conversations are written so learners can see and follow what they are listening. Generally, the 

listening activity leaves one or two questions to be answered without seeing the transcript. Progress 

tests match the language worked in the lessons. The textbook may be used by learners to self-study. 

Activities, which are mostly pre-communicative ones, enhances the pattern teacher-student interaction. 

 

The world portrayed in the book is problem- free.  

 

Conflicts human beings currently deal with are not portrayed in the book, except for 2 topics 

presented: Global warning and pollution in the environment. It could be understood the textbook tends 

to show a perfect world to control the language learners are expected to produce.  The following 

activities illustrates the world as it is usually portrayed in the textbook. 
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This idealistic world may negatively influence learners’ motivation to learn the language. Then, 

choosing relevant topics for learners may promote critical thinking and encourage learners to 

participate.  
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The Book focuses on American Culture only 

 

Speaking, listening, reading, and writing activities are often held in spaces common to the 

American culture. By looking at pictures accompanying these activities, I found they seem to be set on 

around events, dates, celebrations, and places highly valued in this culture. The pictures below are an 

example of this situation. 

 

 



179 
 

 

Students are exposed to vocabulary, grammar, expressions, pronunciation, listening, writing, 

and reading activities related to different topics. These topics hardly relate to the target audience, and 

language needs.  

 

The following are some of the topics proposed by the textbook: 

▪ Personality types 

▪ Favors, formal and informal request 

▪ The media: exceptional stories 

▪ Historic events 

▪ Challenges and accomplishments 



180 
 

 At first glance, it could be assumed the book activities promotes the development of the 

communicative competences. Students talk a lot in class; they talk to the teacher, and talk to each 

other.  However, if one examines carefully, most of the textbook activities are aimed at eliciting 

learners’ accuracy in sentence construction. Thus, the linguistic competence is favored by the textbook 

activities, while the socio-linguistic, and the pragmatic competence are neglected. For instance, in the 

activity below, learners are expected to use relative pronouns accurately. The activity does not go 

beyond sentence construction. 
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The textbook quality 

 

The textbook is of great quality. The cover and paper are resistant. It has supplementary 

resources to help teachers do their job, concerning learning aims set for the level. Extra audio and visual 

activities are inserted in the package. These extra activities are not necessary to reach the learning aims, 

they are proposed to reinforce language learned. The student’s book does not include diagnostic test 

samples. These are included in the teacher’s book, on the testing package section. The package also 

includes test samples to assess learners’ progress. The tests match the language activities developed in 

the class and the language learned. 

 

The interchange 3d edition, though released in 2005, is not aligned with the CEFRL (2001) goals 

and proficiency levels. The textbook does not make any claim around its relation with the framework. 

Then, it is not possible to state that the textbook 3 was thought to help learners reach the B2 proficiency 

level. 

  

When going through the learning goals in the textbook, and the can-do descriptors for the B2 

level regarding the macro skills, one is able to see the unsuitability of the textbook for helping learners 

meet the goals set on the national policy, which have been embraced by the University, and inserted on 

the PEI. For instance, let’s look at the speaking can-do descriptors corresponding to the B2 level, and the 

speaking goals presented in the textbook. 
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Table 9 

 

Speaking Can-do descriptors for the B2 level Speaking goals in the textbook 

Interact with a degree of fluency and spontaneity 

with native speakers. 

Describing how something is done or made. 

Take an active part in discussions in familiar 

topics. 

Discussing traits needed for meeting challenges. 

Account and sustain points of view. Describing regrets and hypothetical situations. 

 

This does not mean the material is unable to help learners reach the B2 level. Through teachers’ 

mediation, the textbook could get aligned with the goals proposed for the level by the national policy. 

However, as it has been observed in class, teachers stick to the textbook activities literally. Activities 

were not adapted in any sort, during the lessons observed, to meet the goals for the B2 proficiency 

level.  

 

From this point onwards, I will present the analysis resulting from contrasting the type of activities, 

comprised in the textbook, with Littlewood (1981) categories to distinguish them. In the following 

tables, you will find a description of the activities proposed in the 9 sections units have in the textbook.  

This analysis will allow this study to determine the type of activities the book promotes, and 

consequently, the communicative competences they develop. 
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Analysis of the textbook sections and their activities using Littlewood (1981) classification. 

 

Graph 22 

 

 

In the snapshot section, learners are exposed to six type of activities. The graph shows that 4 of 

them are of a queasy-communicative type. The other two are of a structuralist and functional type. The 

textbook asks learners to order information, to answer opinion questions, to add new information, to 

scan for specific information, to rate options presented on a particular topic. 

 

 

 

Snapshot

Structuralist Quasi-communicative Functional activities Social interaction activities
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Graph 23 

 

 

In the first listening section, learners are exposed to eight type of activities. All of them are of a 

quasi-communicative type. The textbook asks learners to scan the text, to show agreement or 

disagreement by ticking statements, to repeat conversations aloud, to identify speakers, and to number 

pictures according to events sequence. 
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Graph 24 

 

 

In the second listening section, learners are exposed to five type of activities. Three of them are 

structuralist, and the other two are quasi-communicative. The textbook asks learners to scan the text for 

specific words, expressions, and clauses, to show agreement or disagreement, name pictures, to 

describe people, to complete charts with information from the aural text. 

1.     Scanning the
text for specific

words,
expressions,

clauses

2.    Ticking
statements to

show agreement

3.    Ticking
statements to

show
disagreement

4.    naming
pictures as to

descriptions or
people

5.    completing the
chart

Listening activity # 2

Structuralist Quasi-communicative Functional activities Social interaction activities



186 
 

Graph 25 

 

 

 

In the grammar focus, learners are exposed to seven type of activities. Five of them are of a 

quasi-communicative type, and the other two are structuralist.  Learners are asked to complete the text 

with grammar practiced, to match columns, to complete sentences about themselves with the grammar 

practiced, to rewrite sentences with the grammar practiced, to match photograph with sentences, to 

write sentences with the grammar practiced. 
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Graph 26 

 

About the pronunciation activities, learners are exposed to six type of activities. All of them are 

structuralist. Learners are asked to repeat what they listen, to mark vowel and consonant sounds, to link 

words, to notice word stress, intonation patterns, and auxiliary reduction. 
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Graph 27 

 

 

In the word order section, learners are exposed to eight type of activities, all of them are of a 

structuralist type. The textbook asks learners find antonyms and synonyms, to match words with 

definitions, to add suffixes and prefixes, to use collocations, phrasal nouns, and phrasal verbs. 
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Graph 28 

 

 

 

In the discussion section, learners are exposed to four type of activities. Three of them are 

queasy-communicative, and one is of a structural type.  The textbook asks learners to answer the 

questions given, to make suggestions, to speculate, and to complete charts. 
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Graph 29 

 

 

 

In the writing section, learners are exposed to twelve type of activities. Ten of them are 

functional activities, and two are of a structural type. The textbook asks learners to write e-mails, 

newspaper articles, tourist pamphlets, complain letters, biographies, etc. 

 

 

Writing 

Structuralist Quasi-communicative Functional activities Social interaction activities
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Graph 30 

 

 

 

In the reading section, learners are exposed to fourteen type of activities. Nine of these 

activities are structuralist, three are quasi-communicative, and the last two are of a functional type. The 

textbook asks learners to say true or false, to write headings for paragraphs, skim and scan texts, to 

answer questions according to the text read, to match columns, to complete charts, to scan for the 

writer’s opinion, to number events, and to complete paragraphs. 

Reading

Structuralist Quasi-communicative Functional activities Social interaction activities
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As can be seen in the following table, the textbook makes uses of 70 type of activities. After 

contrasting the textbook activities with Littlewood’s classification of activities, I found that 32 activities 

are of a structuralist type, 25 of them are of a quasi-communicative type, and 13 of them are of a 

functional type. These numbers show the textbook favors structuralist and quasi-communicative 

activities, they represent almost 80% of the activities the textbook presents to learners. These types of 

activities exclusively foster the linguistic competence. According to Littlewood (1981), structuralist and 

quasi-communicative are aimed at helping learners mastering the formal aspects of the target language, 

and they do not require learners to convey messages. 

 

Table 10 

 

Sections in the book contrasted with Littlewood’s classification of activities 
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Grammar focus 2 5 0 0 7 

Pronunciation 6 0 0 0 6 

Word order 8 0 0 0 8 

Discussion 1 3 0 0 4 

Writing 2 0 10 0  12 

Reading 9 3 2 0 14 

 

 

32 25 13 0 70 

 

Graph 31 

 

 

This graph shows the majority of the textbook activities are of a pre-communicative type. The 

textbook fosters the linguistic competence, and neglect the socio-linguistic, and the pragmatic 

competence. 
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Results on the teacher’ questionnaire perception of their practice 

 

It was important to identify teachers’ perceptions about their own practice. For that, a 

questionnaire was applied. The results will be described below. 

 

The linguistic component in the teacher’s practice 

 

To the question, “which of these elements you believe your teaching practice fosters and 

neglects?”, teachers indicated their teaching practice favors the following components of the linguistic 

competence: lexis, grammar, semantics, and phonology. The teachers consider their practice neglects 

the orthography and orthoepic components.  

 

Graph 32 
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Graph 33 

 

To the question, “which of these elements of the lexical competence you believe your teaching 

practice fosters or neglects?”, teachers responded that their practice favored the learning of fixed 

expressions, proverbs, phrasal idiom and single word meanings. They also indicated that they neglected 

the teaching of phrasal verbs and collocations. 
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Graph 34 

 

Teachers believe their practice fosters the following components of the grammatical 

competence: affixes, singular and plural case, word gender, concrete nouns, countable and uncountable 

nouns, transitive verbs, active and passive voice, tense choice, conjugations, single words, compound 

words, phrasal nouns, main clauses, and subordinated clauses. On the other hand, teachers believe their 

practice neglects the following components: morphemes roots, abstract nouns, intransitive verbs, 

declensions, and phrasal verbs. 
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Graph 35 

 

Teachers believe their practice fosters the following components of the semantic competence: 

learning new word meanings, and relationships such as synonymy, antonymy, hyponymy and 

collocations. 
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Graph 36 

 

In terms of the phonological competence, the teachers responded that their practice favored 

the teaching of allophones, phonemes, syllable structure and phonological reductions. They also 

mentioned they did not address word stress, intonation. 
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Graph 37 

 

In terms of the orthographic competence, the teachers expressed that their practice favored the 

use of capital and lower-case letters, word spelling, word contractions and logographic signs. The only 

aspect they did not favor was the use of punctuation marks. 
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Graph 38 

 

In terms of the orthoepic competence, the teachers said their practice favored the use of a 

dictionary for pronunciation, representation of phonemes and making word meaning in the light of 

context. Spelling conventions and intonation when reading were not addressed. 
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Graph 39 

 

The socio-linguistic component in the teacher’s practice  

 

Teacher expressed they foster the following subcomponents inside the linguistic markers of 

relationship:  greeting choice and use, different ways of addressing people and conventions for turn 

taking. They said they did not address the use of expletives.  
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Graph 40 

 

In terms of politeness conventions. Teachers said they attempted to use all possible 

opportunities to develop these subcomponents, such as teaching expressions to show interest, 

admiration, prohibition, apologies, gratitude, affection etc. 
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Graph 41 

 

In terms of language aspects related to folk wisdom, the teachers said that their practice foster 

the teaching proverbs, clichés and slogans. However, they do not teach idioms or television catchy 

phrases. 
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Graph 42 

 

In terms of register differences, the teachers expressed they try to teach all the subcomponents 

of this competence, such as formal, neutral, informal, familiar and intimate. 

 

 

 

 

Formal Neutral Informal Familiar Intimate

Subcomponents of register differences

Your teaching strengths Your teaching weakens



205 
 

Graph 43 

 

In terms of dialect and accent, teachers said their practice foster the recognition of the 

speaker’s national origin, and its occupational group. 
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The pragmatic competence in the teacher’s practice 

 

Graph 44 

 

In terms of the discourse components, teachers said they addressed all the subcomponents, 

such as producing cause effect messages, structuring coherent and cohesive messages, organizing 

discourse by topic, being brief and ordered when communicating, and giving truthful contributions to 

discussions. 
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Graph 45 

 

About the functional competence, teachers expressed they address all the subcomponents of 

the functional components through their practice, such as teaching learners how to keep a conversation 

given, how to cope in a conversation, how to express agreement or disagreements, etc. 
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Graph 46 

 

When asked about text design, teachers said they tend to use and teach the different genres 

(expository, narratives, descriptions, anecdotes, jokes). They also mentioned they addressed the 

formality of communications in his lessons. 
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Results on the teacher’ questionnaire perception about the textbook  

 

Graph 47 

 

As regards teacher’s perception about the textbook, and in terms of the linguistic competence, 

the textbook seems to favor the lexical, semantic and grammatical components of the competence, 

while it neglects the phonological, orthographic, and orthoepic ones. 

 

 

 

LEXICAL GRAMMATICAL SEMANTIC PHONOLOGICALORTHOGGRAPHIC ORTHOEPIC

Linguistic competence

The textboook weakens The textbook strenghts



210 
 

Graph 48 

 

In terms of the lexical competence, teachers consider the book fosters the learning of fixed 

expressions, collocation and single word meanings. On the other side, they believe the textbook does 

not address the teaching of proverbs, phrasal idioms, and phrasal verbs. 
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Graph 49 

 

As regards the grammatical competence, teachers consider the textbook fosters the teaching of 

affixes, singular and plural case, word gender, countable and uncountable nouns, transitive verbs, active 

and passive voice, conjugations, tense choice, main and subordinate clauses. On the other hand, the 

textbook neglects the teaching of morpheme roots, abstract and concrete nouns, intransitive verbs, 

declensions, compound nouns, phrasal nouns, and phrasal verbs. 
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Graph 50 

  

In terms of the semantic competence, the teacher says the textbook fosters aspects related to 

synonymy but no other relationships within words. 
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Graph 51 

 

In terms of the phonological component, according to the teacher, the book promotes the 

development of word stress and intonation, but it does not foster the pronunciation of allophones, and 

phonemes, elisions, vowel reductions, and syllable structure. 
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Graph 52 

 

About the orthographic component, the teacher reports that the book favors the use of capital 

and lower-case letters, word’s contraction forms, the use of punctuation marks and logographic signs. 
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Graph 53 

 

According to the teacher, the textbook does not promote the orthoepic competence at all.
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The following charts refer to the teacher’ perspectives in terms of the sociolinguistic aspect of the 

communicative competence in the book. 

 

Graph 54 

 

In terms of the use of linguistic markers of social relationships, the teacher says that the book 

promotes the use and selection of greetings, different ways of addressing people and conventions for 

turn taking. 
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Graph 55 

 

In terms of politeness conventions, the teacher considers that book addresses all of categories 

associated in the CEFRL with this subcomponent including: expressing interest, admiration, gratitude, 

affect, etc. 
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Graph 56 

 

In terms of knowledge about the folklore, the teacher says the book does not address this 

component. 
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Graph 57 

 

As regards register differences, according to the teacher the book addresses all the 

subcomponents including formal, neutral, informal, familiar and intimate registers. 
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Graph 58 

 

For teachers, the textbook includes all the subcomponents of the dialect and accent such as 

recognizing differences between social and class language, regional provenance of the speaker and the 

occupational group to which the person belongs. 
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Graph 59 

 

The next graphs will deal with the pragmatic competence. The first question addresses how the 

teachers perceives the inclusion of this aspect of the competence in the book. The teachers indicates 

that it promotes the development of all the subcomponents including sequencing messages logically, 

producing cause-effect messages, organization of discourse by topic, coherence, cohesion etc. 
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Graph 60 

 

In terms of text design, the teachers consider that the book addresses all of the subcomponents 

(descriptive, narrative, anecdotes, formal letters, formal essays etc.) except showing how jokes are told. 
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Graph 61 

 

In terms of the functional aspect of the pragmatic competence, the teachers consider that the 

book addresses all of them including how to keep, cope in a conversation, question and answers, how to 

show agreement.  
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Discussion 

 

It is the aim of this study to characterize the relationship between the teaching practices and the 

textbook used in the 6th level of an English program in terms of the development of the communicative 

competence. Instruments drew the following results regarding teaching practices and the type of 

activities promoted by the book, and its influence on learners’ communicative competence. 

 

Results from questionnaire about teachers’ beliefs on their practice 

 

Teachers believe they foster the linguistic, socio-linguistic, and pragmatic component of the 

communicative competence with their practice. In terms of the linguistic competence, teachers believe 

they address 4 of the 6 sub-components of the linguistic competence. They reported they fail to address 

the orthographic and orthoepic competence, however, they foster the lexical, grammatical, semantical, 

and phonological sub-component. See graphs 33, 34, 35, 36, 37, 38 for more detail. 

 

In the socio-linguistic competence, teachers reported they should pay more attention to the 

teaching of expletives, but they believe they teach learners how to greet effectively, depending on the 

context, how to show affection, agreement, regret, and some others feelings. They said they teach 

proverbs, clichés, and slogans, but they fail to teach idioms, and catchy phrases. They reported to teach 

learners how to communicate using different registers: formal, informal, intimate, familiar, etc., They 

also said they teach learners to recognize the different Englishes, and to recognize social characteristics 

of speakers such as occupation, and social class. See graphs 39, 40, 41, 42, 43 for more detail. 
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About the pragmatic competence, teachers reported they teach learners to construct brief, and 

organized texts, which are coherent and cohesive. They believe they teach learners to keep 

conversations going, to cope in conversations, to make themselves clear, to show agreement or 

disagreement, and to make open questions. Teachers believe they teach learners to write descriptive, 

expository, argumentative, and academic texts. See graphs 44, 45, 46. 

 

Results from the CEFRL (2001) teaching practice checklist 

 

On the other hand, results from the CEFRL (2001) teaching practice checklist revealed that 

teaching practices foster mostly the linguistic competence. Teaching practices observed specifically 

address the following subcomponents of the linguistic competence: parts of speech, sentence structure, 

and grammar rules. See graphs 5 and 6. 

 

As it concerns the socio-linguistic competence, the checklist showed that teachers do not 

expose learners to authentic written texts, to Tv programs, to listening texts from the radio, or 

recordings. Teachers always stick to aural and written texts comprised in the textbook. Therefore, 

learners are not exposed to learning situations where they can discover features of the target culture, or 

where teachers have the opportunity to explicitly teach such differences. In this respect, Vanegas Rubio 

and Zambrano Castillo (1997) claim teachers should expose learners to significant input, acting as a 

facilitator as Richards and Rodgers (2004) recommend. It was mentioned in the textbook internal 

evaluation, that the world portrayed in the textbook is problem free. This may explain why 

opportunities to address socio-linguistic aspects hardly ever take place. See graph 7 for more detail. 
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In relation to the pragmatic competence, the checklist showed that teaching practices address 

some subcomponents of the pragmatic competence, specifically by means of teachers’ instructions to 

carry on the writing activities. This finding may be explained via the free nature of writing activities. They 

may represent less control to learners, and learners probably transfer their knowledge about text types 

on their mother tongue to English. It was observed that teaching practices required learners to construct 

texts, in which the complexity increased progressively, and verb patterns practiced should be used. 

 

Findings from the questionnaire on teachers’ perception about their practice, and the teaching 

practice checklist, both in the scope of the communicative competence, have revealed there is a 

mismatch between what teachers believe they do, and what actually happens in the classroom. Jaime 

Osorio & Insuasty (2015) have pointed out this mismatch as the tendency in similar studies. The authors 

claim such perceptions may be due to teachers’ lack of knowledge on what the communicative 

competence entails, and the roles/practices teachers should assume when approaching the teaching of 

a language under the communicative teaching flag.  

 

The influence teaching practices have on learners’ communicative competence 

 

As to the influence teaching practices have on learners’ communicative competence, it was 

found that teaching practices primarily favor the development of the linguistic competence.  

 

In the lessons observed, the communicative competence was addressed 1.256 times. The 

linguistic competence was addressed 733 times, which represent the 58,3 % of learners’ communicative 
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acts of this type. As Zúñiga Camacho, G., Insuasty, E. A., Macías Villegas, D. F., Zambrano Castillo, L. C., & 

Guzmán Durán, N. (2009) stated this happens when teaching practices addressed mainly the formal 

aspects of languages to be used in the construction of well-formed messages. 

 

Secondly, it was found that the pragmatic competence was addressed 343 times, which 

represents the 27,3 % of learners’ communicative acts of this type. And thirdly, the socio-linguistic 

competence was addressed 180 times, which represents the 14,3%of learners’ communicative acts of 

this type. According to Zuñiga et al. (2009) such difference in the components of the communicative 

addressed may be related to the emphasis teaching practices give to grammatical, and vocabulary 

activities. Jaime Osorio & Insuasty (2015) found the tendency is for teachers to give learners information 

about the language structures, and to carry out repetition drills, where learners will show command of 

the grammatical and lexical component that were practiced in class. 

These findings reveal teaching practices focus mainly in developing learners’ knowledge of the 

lexical and grammatical subcomponents, and consequently fostering the linguistic competence, despite 

teachers affirmed in the perception questionnaire they strengthen the three components of the 

communicative competence. 

 

Results from the questionnaire on teachers’ beliefs on the textbook activities and its influence on the 

communicative competence 

 

Teachers reported they believe the textbook strengthens the three components of the 

communicative competence. About the linguistic competence, they believe the textbook strengthens 
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the lexical, grammatical, and semantic components, while it neglects the phonological, orthographic, 

and orthoepic ones. See graph 47. 

 

As regards the socio-linguistic competence, teachers believe the textbook strengthens the 

linguistic markers of social relationships, politeness conventions, register differences, dialect and accent 

components, but it neglects the folk and wisdom one. See graphs 54 to 58. 

As to the pragmatic competence, teachers believe the textbook strengthens the discourse competence, 

text design, and the functional competence. See graphs 59, 60, and 61. 

 

Analysis on the textbook type of activities and its influence on learners’ communicative 

competence. 

 

To analyze the type of activities the textbook promotes and present learners with, this study used 

Littlewood (1981) categories for classifying textbook activities.  

  

Interchange # 3 presents learners with seventy different types of activities, divided into the nine 

sections, conforming every unit. As table 10 displays, 32 activities are of a structuralist type, 25 activities 

are pre-communicative, and 13 are of a functional communication type. The analysis showed the 

textbook does not present learners with social interaction activities.  
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In graph 31, it is portrayed that the textbook favors structuralist and pre-communicative activities, 

with percentages of occurrence of 45,70% and 35,70% respectively. Functional activities represent the 

remaining percentage of 18,50%.  

 

57 of 70 activities displayed across the textbook are of a pre-communicative type. These 

numbers indicate that the textbook mostly strengthen the linguistic competence, with 81,4% of the 

activities addressing it. This finding strongly contrasts with results from the teachers’ questionnaire on 

their beliefs about the influence the textbook activities have on the three components of 

communicative competence. 

 

Littlewood (1981) explained his classification of activities should be understood as a continuum. 

Activities in a textbook should move all over the framework. For the author, textbooks should present 

learners with activities from the two shores: pre-communicative and communicative activities, in order 

to develop all aspects or components of the communicative competence.  

 

In the author’s view, textbooks designed to teach foreign languages should: 

▪ start by presenting learners with structuralist activities. That is, proposing activities to 

get learners familiar with the language item needed, to perform an action with the 

language, until they show proper command.  

▪ Then, the textbook should present activities that “create links between the language 

forms being practiced, and their potential functional meaning” (p.86).  
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▪ After that, the textbook should present learners with functional activities that require 

them to perform explicit communicative actions, to signify the language item presented 

previously. As the focus in functional activities shifts from accuracy to fluency, tasks 

should pay less attention to language forms and should assess learners’ ability to 

perform the communicative goal set. 

▪ Finally, the textbook should present learners with social activities, where language 

learnt “take social meaning”. This means, activities proposed should allow learners to 

demonstrate they are familiar of the social conventions they should observe to perform 

the communicative goal set. 

 

Findings from the classification of activities displayed on table 10, and on graph 31 have shown 

the textbook fails to present learners with activities from all the continuum described by Littlewood 

(1981). The analysis reveals the textbook activities mainly cover activities from the pre-communicative 

shore, and to a less extent, it presents learners with communicative activities type. Littlewood (1981) 

highlighted this is the tendency on most textbooks designed for teaching foreign languages. 

 

The following are the structuralist activities strengthening the linguistic competence in the 

textbook:  

1. ordering information from aural and written texts. 

2. Scanning the text for specific words, expressions, clauses. 

3. Naming pictures as to descriptions of people. 

4. Completing charts. 
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5. Completing written texts with the grammar elements practiced. 

6. Listening to adapted recordings, and repeating them without negotiation of meaning. 

7. Marking specific vowel and consonant sounds 

8. Linking sounds 

9. Noticing word stress 

10. Noticing intonation patterns 

11. Noticing auxiliary reductions 

12. Finding antonyms, synonyms. 

13. Matching words with definitions. 

14. Adding suffixes and prefixes. 

15. Matching phrasal nouns and verbs with their definitions. 

16. Ticking true or false in a statement list. 

17. Adding heading to paragraphs. 

18. Scanning texts for specific information 

19. Numbering events 

 

As regards to quasi-communicative activities in the textbook, the following strengthen the 

linguistic competence: 
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1. Opinion questions. 

2. Adding new information to charts. 

3. Scanning for specific information. 

4. Rating options presented on a particular topic. 

5. Ticking on statements for showing agreement or disagreement 

6. Repeating conversations aloud. 

7. Numbering pictures according to events sequence 

8. Writing down specific information 

9. Identifying speakers in a conversation. 

10. Ranking statements. 

11. Matching sentences. 

12. Completing sentences with own information using the grammar studied. 

13. Matching photographs with sentences. 

14. Writing new sentences using the grammar presented. 

15. Answering questions given 

16. Speculating 

17. Making suggestions. 

18. Writing paragraphs following instructions. 

19. Answering questions according to a text. 
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In relation to the socio-linguistic and pragmatic competence, the following are functional 

activities strengthening them: 

 

1. Talking about previous experiences. 

2. Writing emails, newspaper articles, tourist pamphlets, complaint letters, formal letters, 

biographies, and the sort. 

3. Proposing ideas in relation to a text. 

4. Comparing reality presented in a text with learners’ own. 

 

The CEFRL (2001) teaching practice checklist additionally revealed teachers approached 

language from a structural view. This was evidenced in the observations by means of the language input 

learners are exposed to (artificial texts created to exemplify a grammar point), the type of activities 

learners are involved in (mostly pre-communicative ones), and through the explanations learners are 

offered in classes (grammar explanations). 

  

Teachers supervise the class and maintain order. They constantly move around the class, and 

are available for counseling during individual, and group work. 

 

The prevalent interactional pattern in lessons observed is that of student-teacher. This unusual 

finding is explained by different learners participating and responding to the same exercise in an activity. 

It is followed by the teacher-student, and teacher-group interactional pattern. And the least frequent 
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interactional pattern is that of student-student. These numbers indicate that teachers do most of the 

talking in the classes. Communicative classrooms should be learner centered. For Richards and Rodgers 

(2004), teachers should concentrate in the promotion of interaction and real communication. To do so, 

the authors hold that teachers should act as facilitators during classroom activities. For Vanegas Rubio 

and Zambrano Castillo (1997), being a real facilitator demands teachers to present learners with 

meaningful and purposeful language, select learning materials that prompt interaction and autonomy, 

and “generate an atmosphere of interesting and enjoyable learning”, among others. 

 

These interactional patterns are portrayed in graphs 19, 20, and 21. And they are summarized in 

table 6. Teachers deal with errors as they occur. Concerning the appropriate time for dealing with 

learners’ errors in speaking activities, Harmer and Thornbury (2007) invite teachers to provide feedback 

on errors at the end of the learner’s turn. The authors explain that interrupting learners, right after the 

error occurs, may be counter-productive, for it may affect their accuracy, autonomy and fluency. Also, 

the authors highlights learners may feel frustrated because of the continuous interruptions, affecting 

their oral pace. 

 

The teaching practice checklist revealed that teachers commonly ask learners to do gap-filling 

activities, to construct sentences following models worked in class, to make substitutions using the lexis 

and grammar studied, to answer questions using particular structures, whose answers are displayed in 

the text, while referential questions are disregarded as explained by Richards & Rodgers (1994). 
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The national language policy has stated under-graduated learners should reach the B2 language 

proficiency level in English. Can do descriptors for the B2 level are displayed in table 3. When comparing 

these descriptors with the learning goals targeted by the textbook, it becomes clear the textbook does 

not fit the goals learners are expected to reach. The textbook is not aligned to the CEFRL (2001) 

suggestions, and it was not thought to match proficiency levels in the framework. It could be used as a 

means to develop the linguistic competence, by acknowledging it should be complemented with 

learning material aiming at developing the socio-linguistic and the pragmatic components. 
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Conclusions 

 

Teaching practices displayed at 6th level English courses favor mainly the linguistic component 

of the communicative competence construct. Teachers’ limited knowledge about how the 

communicative competence construct is represented, understood, and expected to be dealt with, at the 

heart of both the national language policy, and the University PEI embracing it, may explain teaching 

practices focusing its lens exclusively on the linguistic dimension of the competence.  

 

The activities comprised in the textbook favor mainly the linguistic component of the 

communicative competence construct. Teachers’ limited knowledge about the effects the choice of 

activities may have on the development of learners’ communicative competence, may also explain the 

prevailing position of the linguistic component in this research context. 

 

The socio-linguistic and the pragmatic components of the communicative competence are to 

some extent addressed by the teaching practices displayed. This was observed only through writing 

activities in the textbook, which addressed some subcomponents of these competences. When teachers 

asked learners to write formal letters, e-mails, a newspaper article, they explicitly expected learners to 

be aware of the social conventions in this type of texts. 

 

There exists a mismatch between teachers’ beliefs about their practice and teaching practices 

observed. Teachers believe they foster the three components of the communicative competence 
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through their practice. However, lesson observations and the teaching practice checklist showed 

teachers foster exclusively the development of the linguistic component, through their practice. 

 

Teachers’ practices are closely related to activity types. This means, they are a reflection of the 

type of activities promoted by the textbook, which has become the curriculum, in the absence of quality 

indicators from the part of the national language policy makers, and of a language curriculum at the 

university. 

 

These two variables merge simultaneously to influence learners’ communicative competence 

development. It was shown that the majority of activities on the textbook are of a pre-communicative 

sort, according to Littlewood (1981) categories. They are based on structuralist and quasi-

communicative activities. Therefore, teachers mainly perform pre-communicative roles. They generally 

explain aspects of the language, and show how the language item practiced may be used in authentic 

scenarios, all of it, without requiring the performance of meaningful communicative acts. These events 

may explain the prevalence of the linguistic component over the socio-linguist and the pragmatic one. 

 

The main conclusion that may be drawn is that teachers’ practices respond to the type of 

activities promoted by the textbook. Teachers’ roles are of pre-communicative nature due to the 

predominance of pre-communicative activities in the textbook. Consequently, the socio-linguistic, and 

pragmatic components of the communicative competence are disregarded, whereas the linguistic 

component is continuously strengthened. 
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Data collected indicates the textbook fails to address the socio-linguistic and pragmatic 

components, therefore, it should be complemented with extra material, which aims at exposing learners 

to authentic language and present learners with opportunities to use the language learnt for purposeful 

communication. That is, the textbook should be complemented with materials fostering functional and 

social interaction activities. 

 

The use of learning material, with such features, should swift teaching practices to more 

communicative roles, and would probably level the ratio of socio-linguistic, pragmatic, and linguistic 

presence in classes. 

 

The development of learners’ communicative competence may be labeled as the most critical 

objective of the national bilingual policy. For this reason, it is important that we teachers are aware of 

the hows the policy and the framework recommend teachers to deal with it. By getting familiars with 

the implications they entail, our teaching practices and the activities we ask learners to do would have a 

more coordinated impact on learners’ communicative competence. This could be organized through 

training courses, conferences, workshops organized by foreign language curriculum specialists. 

The evaluation of learning materials, with the purpose of determining their suitability, in 

accordance with the goals set by the language policy, should become a must-do action every two to 

three years at the university. This action would support decisions towards adding extra material, 

adapting the existing one, or definitely changing it.  
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Findings from this study will be discussed with the head of the Humanity faculty, and 

participants teachers. It will be stressed the need of familiarizing teachers with the language policy 

goals, what the CEFRL (2001) recommends to help learners reach the B2 level in communicative 

language classrooms, and the type of activities teachers should present learners with, in order to 

approach the three components of the communicative competence. 
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Teacher’s questionnaire on their practice in terms of the communicative competence. 

 

As part of my postgraduate course at Fundación Universidad del Norte, I am conducting a 

research to describe teaching practices displayed within 6th level English classes, and the type of 

activities the 6th level English textbook promotes, in terms of the communicative competence 

representation, adopted in the current national language policy.  

 

I will appreciate you help me completing this questionnaire to gather information about your 

beliefs on your day-to-day practice. The information you provide here will remain confidential. Answers 

provided will be exclusively used for the purpose of this research. 

 

Linguistic competence 

 

The common European framework reference for language (2001) describes linguistic 

competence as the formal resources a language user can learn to formulate well-formed and meaningful 

messages. That is the knowledge of a foreign language and the ability to use it. The linguistic 

competence has 6 components. 

 

• Which components of the linguistic competence do you believe your teaching practice 

strengths/weakens? Put a X on the option selected. 
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 Your teaching 

strengths 

Your teaching 

weakens 

Lexical component   

Grammatical component   

Semantic component   

Phonological component   

Orthographic component   

Orthoepic component   

 

Which lexical subcomponents do you believe your teaching practice strengths/weakens? 

 

 Your teaching strengths Your teaching weakens 

Fixed expressions: greetings   

Proverbs   

Phrasal idioms   

Phrasal verbs   

Collocations   
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Single world meanings   

 

Grammatical competence is the ability to understand and express meaning by producing well-formed 

phrases and sentences.  It is the knowledge of, and ability to use the grammatical resouces of a foreign 

language. 

 

• Which grammatical subcomponents do you believe your teaching practice strengths/weakens? 

 

  Your teaching 

strengths 

Your teaching weakens 

 

Elements 

Morpheme roots   

Affixes   

    

 

 

 

 

 

Categories 

Singular/plural   

Word gender   

Concrete nouns   

Abstract nouns   

Countable   

Non countable   
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Transitive   

Intransitive   

Active voice   

Passive voice   

Tense choice   

    

 

Classes 

Conjugations   

Declensions   

    

 

 

Structures 

Single words   

Compound words   

Phrasal nouns   

Phrasal verbs   

Main clauses   

Subordinate clauses   

 

Semantic competence deals with the learner’s awareness and control of the organization of meaning. 
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• Which semantical subcomponents do you believe your teaching practice strengths/weakens? 

 

 Your teaching strengths  Your teaching weakens 

New word meanings   

Synonymy   

Antonymy   

Hyponymy   

Collocation   

 

 

Phonological competence involves a knowledge of, and skill in the perception and production of 

phonemes, allophones, stress, word tones, rhythm, intonation, etc… 

 

• Which phonetical subcomponents do you believe your teaching practice strengths/weakens? 

 Your teaching strengths Your teaching weakens 

Allophones’ pronunciation   

Phonemes’ pronunciation   

Word stress   
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Intonation   

Syllable structure   

Vowel reductions   

Elision   

 

Orthographic competence involves a knowledge of and skill in the perception and production of the 

symbols which compose written texts. 

 

• Which orthographic subcomponents do you believe your teaching practice strengths/weakens? 

 Your teaching strengths Your teaching weakens 

The use of capital letters   

The use of minuscule letters   

The spelling of words   

Words’ contraction forms   

The use of punctuation marks   

Logographic signs in common   

 

Orthoepic competence involves the learner’s ability to pronounce words in written texts correctly. This 

is frequently required when learners are asked to read aloud. 
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• Which orthoepic subcomponent do you believe your teaching practice strengths/weakens? 

 

 

 

 

Your teaching strengths 

 

Your teaching weakens 

Spelling conventions   

Using a dictionary for 

pronunciation purposes. 

  

Pronouncing words’ 

representation (phonemes). 

  

Intonation by reading 

punctuation marks. 

  

Making word meaning in the 

light of context. 

  

 

 

Sociolinguistic competence 

 

Sociolinguistic competence is concerned with the knowledge and skills required to deal with the social 

dimension of language use. 
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• Which of these subcomponents do you believe your teaching practice strengths/weakens? 

 

Sociolinguistic competence 

Your teaching 

strengths 

Your teaching 

weakens 

 

 

Linguistic markers 

of social 

relationships 

 

Greetings usage   

Greetings choice   

Different addressing forms   

Conventions for taking 

turns in conversations 

  

Choice of expletives: My 

God!  Bloody Hell! 

  

 

 

Sociolinguistic competence 

Your teaching 

strengths 

Your teaching 

weakens 

 

 

 

 

 

Expressions for showing interest in a 

person 

  

Expressions to show interest in an issue.   

Share problematic experiences   

Expressions to show admiration   

Expressions to show affection   
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Politeness 

conventions 

Expressions to show gratitude   

Expressions to show hospitality   

Expressions for making future favors   

For expressing regret   

Expressions for apologizing   

Expressions for prohibition   

Expressions for contradicting.   

Expressions for being frank   

Expressions to show happiness   

Expressions to show dislike   

Expressions to complaint   

Expressions to show   

Expressions to show impatience   

 

 

Sociolinguist competence 

Your teaching strengths Your teaching weakens 

 

 

Learning proverbs   

Learning idioms   
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Folk wisdom Learning clichés   

Slogans   

Television catching phrases   

 

 

Sociolinguist competence Your teaching strengths Your teaching weakens 

 

 

 

Register 

differences: 

 

  

Formal   

Neutral   

Informal   

Familiar   

Intimate   

 

Sociolinguist competence Your teaching 

strengths 

Your teaching 

weakens 

 Recognizing differences between social 

class language use 
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Dialect and 

accent 

Recognizing regional provenance of the 

speaker 

  

Recognizing the speaker’s national origin.   

Recognizing the speaker’s occupational 

group. 

  

 

Pragmatic competence 

 

Pragmatic competences are concerned with the student’s knowledge to organize messages, to 

accomplish a function in communication, and to sequence those messages. 

 

• Which of these elements do you believe your teaching practice strengths/weakens? 

 

Pragmatic competence Your teaching 

strengths 

Your teaching 

weakens 

 

 

 

 

Sequencing messages logically   

Producing cause/effect messages   

Organizing discourse by topics   

Structuring messages with coherence   
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Discourse 

competence 

Structuring messages with cohesion   

Being brief and ordered when 

communicating 

  

Giving truthful contributions in 

discussions. 

  

 

 

 Pragmatic competence Your teaching 

strengths 

Your teaching 

weakens 

 

 

 

 

 

Text design 

Shows how to make descriptive texts   

Shows how to make expository texts   

Shows how stories are told   

Shows how anecdotes are told   

Shows how jokes are told   

Shows how formal letters are laid out   

Shows how formal letters are sequenced   

Shows how letters are signposted   

Shows how formal essays are laid out   

Shows how formal essays are sequenced   
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Shows how formal essays are signposted   

 

 

Pragmatic competence 

Your teaching 

strengths 

Your teaching 

weakens 

 

 

 

 

Functional 

competence 

It teaches learners to keep a conversation 

going 

  

It teaches learner to cope in a conversation   

It teaches learner propositions to make 

one’s meaning clear 

  

Question-answer activities   

Statements to show agreement or 

disagreement  

  

Open questions   

 

Thank you for your time and collaboration. 

Teacher’s questionnaire on the textbook type of activities in terms of the communicative competence. 

 

As part of my postgraduate course at Fundación Universidad del Norte, I am conducting a 

research to describe teaching practices displayed within 6th level English classes, and the type of 

activities the 6th level English textbook promotes, in terms of the communicative competence 
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representation, adopted in the current national language policy. I will appreciate you help me 

completing this questionnaire to gather information about your beliefs on the textbook type of 

activities. The information you provide here will remain confidential. Answers provided will be 

exclusively used for the purpose of this research. 

 

Linguistic competence 

 

The common European framework reference for language (2001) describes linguistic 

competence as the formal resources a language user can learn to formulate well-formed and meaningful 

messages. That is the knowledge of a foreign language and the ability to use it. The linguistic 

competence has 6 components. 

 

• Which components of the linguistic competence do you believe the textbook 

strengthen/weaken? Put an X on the option selected. 

 

Linguistic competence The textbook strengthens The textbook weakens 

Lexical component   

Grammatical component   

Semantic component   

Phonological component   
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Orthographic component   

Orthoepic component   

 

 

• Which of the lexical subcomponents does the text book strengthen/weaken? Put an X on the 

option selected. 

 

Lexical subcomponents The textbook strengthens The book weakens 

Fixed expressions   

Proverbs   

Phrasal idioms   

Phrasal verbs   

Collocations   

Single world meanings   

 

Grammatical competence is the ability to understand and express meaning by producing well-formed 

phrases and sentences.  It is the knowledge of, and ability to use the grammatical resources of a foreign 

language. 
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• Which of the grammatical subcomponents does the text book strengthen/weaken? Put an X on 

the option selected. 

 

 

Grammatical 

subcomponent 

 The textbook 

strengthens 

The textbook weakens 

 

Elements 

Morpheme roots   

Affixes   

    

 

 

 

 

 

Categories 

Singular/plural   

Word gender   

Concrete nouns   

Abstract nouns   

Countable   

Non countable   

Transitive   

Intransitive   

Active voice   
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Passive voice   

Tense choice   

    

 

Classes 

Conjugations   

Declensions   

    

 

 

Structures 

Single words   

Compound words   

Phrasal nouns   

Phrasal verbs   

Main clauses   

Subordinate clauses   

 

Semantic competence deals with the learner’s awareness and control of the organization of meaning. 

 

• Which of the semantic subcomponents does the text book strengthen/weaken? Put an X on the 

option selected. 
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Semantic subcomponent The textbook strengthens  The textbook weakens 

New word meanings   

Synonymy   

Antonymy   

Hyponymy   

Collocation   

 

Phonological competence involves a knowledge of, and skill in the perception and production of 

phonemes, allophones, stress, word tones, rhythm, intonation, etc. 

 

• Which of the phonological subcomponents does the text book strengthen/weaken? Put an X on 

the option selected. 

 

Phonological components The textbook strengthens The textbook weakens 

Allophones’ pronunciation   

Phonemes’ pronunciation   

Word stress   

Intonation   
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Syllable structure   

Vowel reductions   

Elision   

 

Orthographic competence involves a knowledge of and skill in the perception and production of the 

symbols which compose written texts. 

 

• Which of the orthographic subcomponents does the text book strengthen/weaken? Put an X on 

the option selected. 

 

Orthographic component The textbook strengthens  The textbook weakens 

The use of capital letters   

The use of minuscule letters   

The spelling of words   

Words’ contraction forms   

The use of punctuation marks   

Logographic signs in common 
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Orthoepic competence involves the learner’s ability to pronounce words in written texts correctly. This 

is frequently required when learners are asked to read aloud. 

 

• Which of the orthoepic subcomponents does the text book strengthen/weaken? Put an X on the 

option selected. 

 

Orthoepic subcomponent The textbook strengthens The textbook weakens 

Spelling conventions   

Using a dictionary for 

pronunciation purposes. 

  

Pronouncing words’ 

representation (phonemes). 

  

Intonation by reading 

punctuation marks. 

  

Making word meaning in the 

light of context. 
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Sociolinguistic competence  

 

It is concerned with the knowledge and skills required to deal with the social dimension of language use. 

 

• Which of the sociolinguistic subcomponents does the text book strengthen/weaken? Put an X 

on the option selected. 

 

 

Sociolinguistic competence 

The textbook 

strengthens 

The textbook weakens 

 

 

Linguistic markers 

of social 

relationships 

 

Greetings usage   

Greetings choice   

Different addressing 

forms 

  

Conventions for taking 

turns in conversations 

  

Choice of expletives: My 

God!  Bloody Hell! 
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Sociolinguistic competence The textbook 

strengthens 

The textbook 

weakens 

 

 

 

 

 

 

 

 

Politeness 

conventions 

Expressions for showing interest in 

a person 

  

Expressions to show interest in an 

issue. 

  

Share problematic experiences   

Expressions to show admiration   

Expressions to show affection   

Expressions to show gratitude   

Expressions to show hospitality   

Expressions for making future 

favors 

  

For expressing regret   

Expressions for apologizing   

Expressions for prohibition   

Expressions for contradicting.   

Expressions for being frank   

Expressions to show happiness   
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Expressions to show dislike   

Expressions to complaint   

Expressions to show   

Expressions to show impatience   

 

 

Sociolinguist competence 

The textbook 

strengthens 

The textbook weakens 

Folk wisdom Learning proverbs   

Learning idioms   

Learning clichés   

Slogans   

Television catching phrases   

 

 

Sociolinguist competence 

The textbook 

strengthens 

The textbook weakens 

 

 

Formal   

Neutral   
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Register 

differences 

Informal   

Familiar   

 

 

Sociolinguist competence 

The textbook 

strengthens 

The textbook weakens 

 

 

 

 

 

Dialect and 

accent 

Recognizing differences 

between social class 

language use 

  

Recognizing regional 

provenance of the speaker 

  

Recognizing the speaker’s 

national origin. 

  

Recognizing the speaker’s 

occupational group. 

  

 

Pragmatic competence 
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It is concerned with the student’s knowledge to organize messages, to accomplish a function in 

communication, and to sequence those messages. 

 

• Which of the pragmatic competence subcomponents does the text book strengthen/weaken? 

Put an X on the option selected. 

 

Pragmatic competence The textbook 

strengthens 

The textbook weakens 

 

 

 

 

 

 

 

 

Discourse 

competence 

Sequencing messages 

logically 

  

Producing cause/effect 

messages 

  

Organizing discourse by 

topics 

  

Structuring messages with 

coherence 

  

Structuring messages with 

cohesion 

  

Being brief and ordered 

when communicating 
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Giving truthful contributions 

in discussions. 

  

 

  

Pragmatic competence 

The textbook 

strengthens 

The textbook weakens 

 

 

 

 

 

 

 

 

 

 

 

 

Shows how to make descriptive 

texts 

  

Shows how to make expository 

texts 

  

Shows how stories are told   

Shows how anecdotes are told   

Shows how jokes are told   

Shows how formal letters are laid 

out 

  

Shows how formal letters are 

sequenced 

  

Shows how letters are signposted   

Shows how formal essays are laid 

out 
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Text design 

Shows how formal essays are 

sequenced 

  

Shows how formal essays are 

signposted 

  

 

 

Pragmatic competence 

The textbook 

strengthens 

The textbook 

weakens 

 

 

Functional 

competence 

It teaches learners to keep a 

conversation going 

  

It teaches learner to cope in a 

conversation 

  

It teaches learner propositions 

to make one’s meaning clear 

  

Question-answer activities   

Statements to show 

agreement or disagreement  

  

Open questions   

 

 

Thanks a lot! 
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CEFRL (2001) suggested teaching practices checklist. 

 

Classroom management 

 Yes No 

The teacher supervises the class, and maintains order.   

The teacher circulates to monitor work (The teacher acts as a facilitator).   

The teacher is available for individual counselling.   

 

Linguistic competence development 

 Yes No 

The teacher promotes the use of the dictionary for specific tasks and 

activities. 
  

The teacher recycles activities to further exploitation.   

The teacher presents words accompanied by visuals (pictures, gestures 

and miming, demonstrative actions, realia. 
  

The teacher asks learners to memorize word-lists with translation 

equivalents. 
  

The teacher asks students to construct mind-maps, and to explore 

semantic fields. 
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The teacher explains and trains in the application of lexical structure   

compounding   

collocations   

phrasal verbs    

idioms   

The teacher invites learners to use inference strategies for making sense.   

   

 

GRAMATICAL COMPETENCE DEVELOPMENT 

 Yes No 

The teacher explains grammar points whether they are included or not in the text. 

Parts of speech.   

Sentence structure.   

Grammar rules.   

Translation exercises   

Speaking exercises.   
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The teacher employs different types of formal exercises. 

gap-filling   

sentence construction on a given model   

multiple choice   

category substitution exercises (e.g., singular/plural, present/past, active/passive, 

etc.) 
  

translation of example sentences from L1 to L2   

question and answer involving use of particular structures   

grammar-focused fluency exercises   

 

PRONUNCIATION DEVELOPMENT 

The teacher sets activities to develop/better learners’ pronunciation. 

 Yes No 

simply by exposure to authentic spoken utterances;   

by chorused imitation of the teacher; audio-recorded native speakers, 

video-recorded native speakers. 
  

by ear-training and phonetic drilling   

by explicit phonetic training   
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Sociolinguistic competence development 

Teaching practice Yes No 

The teacher promotes sociolinguist competence learning and use.   

by exposure to authentic language used appropriately in its social 

setting. 
  

by selecting or constructing texts that exemplify sociolinguistic contrasts 

between the society of origin and the target society. 
  

by drawing attention to sociolinguistic contrasts as they are 

encountered, explaining and discussing them. 
  

by waiting for errors to be made, then marking, analyzing and explaining 

them and giving the correct usage 
  

 

 

Pragmatic competence development 

 Yes No 

The teacher promotes the use of pragmatic competence.   

by progressively increasing the complexity of discourse structure and the 

functional range of the texts presented to the learner. 
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by requiring the learner to produce texts of increasing complexity by 

translating texts of increasing complexity from L1 to L2. 
  

by setting tasks that require a wider functional range and adherence to 

verbal exchange patterns. 
  

by awareness-raising (analysis, explanation, terminology, etc.) in 

addition to practical activities. 
  

by explicit teaching and exercising of functions, verbal exchange patterns 

and discourse structure. 

 

  

 

Error treatment 

 Yes No 

When learners make errors during performance, the teacher takes any 

action.  
  

all errors and mistakes are immediately corrected.   

immediate peer-correction is systematically encouraged.   

all errors are noted and corrected when appropriate.    

errors are corrected only when they interfere with communication.   

errors are completely ignored.   
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Oral production language activities 

 Yes No 

Through speaking activities set, the teacher expects students to:    

Give clear, detailed descriptions on a wide range of subjects related to 

his/her field of interest; 
  

Develop a clear argument, expanding and supporting his/her points of 

view at some length with subsidiary points and relevant examples;  
  

Construct a chain of reasoned argument;    

Explain a viewpoint on a topical issue giving the advantages and 

disadvantages of various options. 
  

Give a clear, systematically developed presentation, with highlighting of 

significant points, and relevant supporting detail. 
  

Depart spontaneously from a prepared text and follow up interesting 

points raised by members of the audience, often showing remarkable 

fluency and ease of expression. 

 

  

 

The teacher promotes the use of speaking activities by asking students to:    
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read a written text aloud;   

speak from notes, or from a written text or visual aids (diagrams, pictures, charts, 

etc.); 
  

act out a rehearsed role (monologues);   

speak spontaneously (conversations);   

sing;   

Do monologues   

 

WRITING PRODUCTION LANGUAGE ACTIVITIES 

 Yes No 

Through writing activities set, the teacher expects students to:   

Write clear, detailed descriptions of real or imaginary events and 

experiences, marking the relationship between ideas in clear connected 

text, and following established conventions of the genre concerned. 

  

Write an essay or report which develops an argument, giving reasons in 

support of or against a particular point of view and explaining the 

advantages and disadvantages of various options. 

  

Synthesize information and arguments from a number of sources.   

Synthesize information and arguments from a number of sources.   
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The teacher promotes the use of writing activities by asking students to:   

 Yes No 

produce posters for display;   

write reports, memoranda, etc.;   

make notes for future reference;   

take down messages from dictation, etc.;   

create and imagine writing   

write personal or business letters   

complete forms and questionnaires   

write articles for magazines, newspapers, newsletters, etc.;   

 

Aural reception activities (listening) 

 Yes No 

The teacher sets listening activities for learners to   

Gist   

Look for specific information   

Test detailed understanding   
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check learners infer implications, etc.   

 

Reading activities 

Teaching practice Yes No 

The teacher sets reading activities for learners to   

gist   

look for specific information;   

test detailed understanding;   

check learners infer implications, etc.   

 

Through reading activities set, the teacher expects students to: Yes No 

read correspondence relating to his/her field of interest and readily 

grasp the essential meaning. 
  

scan quickly through long and complex texts, locating relevant details.   

understand articles and reports concerned with contemporary problems 

in which the writers adopt particular stances or viewpoints. 
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understand most TV news and current affairs programmes, 

documentaries, live interviews, talk shows, plays and the majority of 

films in standard dialect. 

  

 

 

 

 

Kumaravadivelu (2003) teaching practice checklist 

 

Teachers’ role Yes No 

The teacher is a facilitator (Richards and Rodgers 2004)   

The teacher promotes interaction and communication among all the 

participants (Richards and Rodgers 2004) 

  

The teacher acts as a counsellor and monitor (Larsen-Freeman, 2007).   

The teacher acts as a monitor (Larsen-Freeman, 2007).   

The teacher exposes students to a significant input (Vanegas Rubio and 

Zambrano Castillo 1997). 

  

The teacher chooses appropriate materials that promote interaction 

(Vanegas Rubio and Zambrano Castillo 1997). 
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The teacher generates an atmosphere of interesting and enjoyable 

learning (Vanegas Rubio and Zambrano Castillo 1997). 

  

The teacher promotes independent learning (Vanegas Rubio and 

Zambrano Castillo 1997). 

  

The teacher is a communicator, H/she gets actively involved in tasks that 

promote interaction among students, such as debates (with no control 

over the activity), Harmer (2007). 

  

The teacher is a counsellor. The teacher provides feedback from the 

strengths and weaknesses of students in the development of 

communicative competence Larsen-Freeman (2007). 

  

The teacher creates learning opportunities bearing in mind learners' 

level of proficiency and general learning objectives 

  

The teacher facilitates negotiated interaction. He/she involves learners 

in tasks which should activate clarification. 

  

The teacher facilitates negotiated interaction. He/she involves learners 

in tasks which should activate confirmation. 

  

The teacher facilitates negotiated interaction. He/she involves learners 

in tasks which should activate comprehension checks. 

  

The teacher facilitates negotiated interaction. He/she involves learners 

in tasks which should activate requests. 
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The teacher facilitates negotiated interaction. He/she involves learners 

in tasks which should activate repairing 

  

The teacher facilitates negotiated interaction. He/she involves learners 

in tasks which should activate reacting. 

  

The teacher facilitates negotiated interaction. He/she involves learners 

in tasks which should activate taking turns. 

  

The teacher creates and recycles activities for developing learners’ 

inferences skills with the purpose of mastering linguistic competence. 

  

The teacher fosters language awareness.   

The teacher integrates language skills. He/she acknowledges skills are 

essentially interrelated and mutually reinforcing. 

  

The teacher promotes learner’s autonomy by   

Helping learners learn how to learn,    

raising the consciousness of good language learners about the learning 

strategies they seem to possess intuitively 

  

making the strategies explicit and systematic so that they are available 

to improve the language learning abilities of other learners as well. 

  

The teacher helps learners understand what the learning strategies are., 

and  
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The teacher helps learners understand learning strategies to use them 

for accomplishing various problem-posing and problem-solving tasks 

  

The teacher helps learners understand how to monitor their 

performance 

  

The teacher helps learners understand how to assess the outcome of 

their learning. 

  

The teacher raises cultural consciousness.   
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Littlewood (1981) classification of activities format. 
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Writing      
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