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Presentación 

La Plata, septiembre de 2008

Estimados directores y docentes de segundo año de Educación Secundaria Básica:

En 2005, la provincia de Buenos Aires inició un proceso de transformación y creó una 
nueva escuela secundaria de seis años cuyo Primer Ciclo, la Educación Secundaria Básica, 
se constituye en un espacio privilegiado para la educación de las y los adolescentes bo-
naerenses. En función de avanzar en la construcción de la Educación Secundaria se ha 
elaborado una propuesta de enseñanza que se plasma en el nuevo Diseño Curricular con 
el propósito de posibilitar a los jóvenes construir proyectos de futuro y acceder al acervo 
cultural de la humanidad.

La complejidad de la tarea docente, la actualización disciplinar y didáctica y los cambios 
curriculares requieren de una formación docente continua que permita la revisión crítica 
de la propia práctica. La propuesta de capacitación que se inicia persigue el propósito de 
acompañar a los docentes en los procesos de cambio que se impulsan y de ofrecerles 
herramientas que incidan en los procesos de enseñanza, mediante la implementación del 
Diseño Curricular de la nueva Educación Secundaria.

Por todo ello, este módulo constituye un espacio de diálogo e intercambio en relación 
con la práctica del docente y los posicionamientos teórico prácticos sobre la base de los 
cuales se deberían ir constituyendo los acuerdos para que el nuevo Diseño Curricular se 
constituya en una herramienta de la planifi cación de la enseñanza.
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En este sentido, la propuesta de trabajo no agota –ni en profundidad ni en extensión– los ejes 
de contenido seleccionados, aunque intenta abrir puertas hacia un saber compartido acerca 
de la propuesta curricular vigente para construir juntos la escuela que todos queremos.

Los despedimos animándolos a participar de esta capacitación con el mismo compromiso 
con el que día a día enfrentan el desafío de la enseñanza.

Dirección de Capacitación

Introducción

El módulo que presentamos en esta oportunidad fue diseñado como material de apo-
yo para la capacitación a distancia destinada a profesores de Inglés de la Educación 
Secundaria (ES) de la provincia de Buenos Aires. En este sentido, los encuentros de capaci-
tación y las propuestas de lectura constituyen un acercamiento al nuevo Diseño Curricular 
para el segundo año de la ES. 

La propuesta de capacitación se propone como un espacio de refl exión sobre los funda-
mentos teóricos y pedagógicos del nuevo Diseño y como un ámbito de producción en el 
que se abordarán aspectos relacionados con el diseño y la evaluación de proyectos de ense-
ñanza situados y coherentes con las orientaciones propuestas en el Diseño Curricular. 

Ante la reformulación del sistema educativo provincial y la creación de la Educación 
Secundaria, se abre una instancia para renovar la dimensión curricular y para refl exionar 
sobre los modos como se efectúan las prácticas de enseñanza en relación con los fi nes 
específi cos de este ciclo, las características peculiares de los estudiantes y los actuales 
contextos socioculturales. 

Objetivos del curso 

• Analizar el Diseño Curricular de Educación Secundaria.
• Comprender y utilizar los lineamientos establecidos en el mismo al planifi car y llevar 

a cabo proyectos áulicos para 2º ES.
• Reconocer las variables del contexto de enseñanza en el que se desarrolla la acti-

vidad docente e identifi car cómo afectan al desarrollo del currículum de 2º ES en 
lengua extranjera.
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• Planifi car secuencias didácticas adecuadas para el contexto de clase, el currículum 
institucional y las prescripciones del Diseño Curricular.

• Diseñar estrategias de evaluación coherentes con las prescripciones del nuevo 
Diseño Curricular.

• Desarrollar dinámicas de clase que sostengan la motivación del educando y que 
propicien el aprendizaje efectivo en pos del perfi l de alumno de ES establecido en 
el nuevo Diseño Curricular.

Contenidos 

Unidad 1. Qué evaluamos 
La evaluación de la lengua desde un enfoque discursivo como prácticas del lenguaje en un 
contexto sociohistórico y cultural en la producción y recepción de signifi cados. Las relacio-
nes lengua-cultura: la evaluación desde un enfoque intercultural. La evaluación desde la 
resolución de problemas. Los aspectos formativos y sumativos de la evaluación en relación 
con las prácticas de enseñanza.

Unidad 2. Cómo evaluamos 
La evaluación del proceso y su relación con la enseñanza. La evaluación del producto y su relación 
con la enseñanza. Análisis y diseño de instrumentos de evaluación de proceso y producto. La rela-
ción de la evaluación con otros elementos de la planifi cación áulica. Criterios de evaluación.
 

Modalidad de trabajo

La capacitación se desarrollará mediante la modalidad a distancia, con una carga horaria 
de 32 horas reloj. Todo el trayecto se distribuirá en 3 encuentros presenciales de 3 horas 
cada uno, más 23 horas de trabajo no presencial, dedicado a la lectura del material de 
apoyo y a la realización de las actividades.

Este módulo irá pautando ambas instancias, ya que fue pensado para guiar, orientar y 
acompañar el proceso de aprendizaje. La siguiente tabla sistematiza la modalidad y las 
características de los trabajos, las actividades a realizar y los tiempos y plazos de entrega.

Modalidad Característica Actividad a realizar Duración

Trabajo no 
presencial 
o autónomo

Lectura, análisis y aplicación Unidad 1

Encuentro 
presencial 1

Integración de conceptos
Debate 

Trabajo grupal
3 horas 

Trabajo no 
presencial 
o autónomo

Lectura, análisis y aplicación Unidad 2

Encuentro 
presencial 2

Integración de conceptos
Debate 

Trabajo grupal
3 horas 

Trabajo no 
presencial 
o autónomo

Lectura, análisis y aplicación
Trabajo práctico 

fi nal

Encuentro 
presencial 3

Integración de conceptos Evaluación 3 horas 

Recuerde que este material constituye una propuesta de enseñanza elaborada para 
lograr los objetivos explicitados y fue organizado en unidades didácticas que incluyen 
contenidos y actividades que orientarán el análisis del Diseño Curricular de la ES. 

Para las instancias no presenciales o autónomas le sugerimos que:
•  organice su tiempo de lectura y trabajo;
•  cuando reciba el material realice una lectura rápida del módulo para tener una per-

cepción global de los contenidos abordados;
• no postergue la realización de las actividades propuestas; cada una fue pensada 

desde una secuencia didáctica tendiente a facilitar el proceso de autocapacitación;
•  destaque los conceptos que identifi que en cada lectura;
•  registre los comentarios, cuestionamientos y/o preguntas que le vayan surgiendo a 

fi n de articular el marco teórico con su experiencia profesional;
•  anote las certezas, interrogantes o dudas que se le presenten para poder trabajarlas 

en los encuentros presenciales;
• al cerrar cada actividad permítase refl exionar sobre lo leído y propóngase relacionar 

los aspectos novedosos con los ya conocidos.
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• the feedback which they receive after the test, both from their own

refl ection and from professionals who have monitored their performance on the tests.

The professionals can learn from the performance of the students during their preparation for the 

tests, from their test performance itself, and from their response to post-test feedback. They can 

gain information, for example, about:

• what the students know and what they do not know (both explicitly and

   implicitly) about the target language

• what the students can and cannot do in the target language

• what progress the students are making

• what eff ect the teaching has had on the students

• what the students are likely to be able to do with the language in a target context

• what the students need to learn

• what can be done to help the students to learn

• what the students know and can do in comparison with other students.

(Tomlison, B., “Testing to learn: a personal view of language teasting", in English Language Teaching

Journal. Oxford, Oxford University Press, 2005).

La evaluación impacta en el sistema educativo y puede tener un efecto positivo en las prác-
ticas de enseñanza (washback eff ect). En consecuencia, es necesario analizar las prácticas de 
evaluación de la lengua para derivar algunos principios sobre lo que implica evaluar la misma.

Evaluar la lengua como comunicación 

“According to my mood” ejemplifi ca una de las características centrales de la lengua: su in-
teractividad. La lengua se produce en un contexto social, cultural e histórico con un cierto 
propósito y para un interlocutor específi co. Como lo plantea Widdowson: 

“People produce texts to get a message across, to express ideas and beliefs, to explain something, to 

get other people to do certain things or to think in a certain way, and so on. We can refer to this com-

plex of communicative purposes as the discourse that underlies the text and motivates its production 

in the fi rst place. But at the receiving end readers or listeners then have to make meaning out of the text 

• the feedback which they receive after the test, both from their own refl ection and from pro-

fessionals who have monitored their performance on the tests. The professionals can learn 

from the performance of the students during their preparation for the tests, from their test 

performance itself, and from their response to post-test feedback. They can gain information, 

for example, about:

• what the students know and what they do not know (both explicitly and

   implicitly) about the target language

• what the students can and cannot do in the target language

• what progress the students are making

• what eff ect the teaching has had on the students

• what the students are likely to be able to do with the language in a target context

• what the students need to learn

• what can be done to help the students to learn

• what the students know and can do in comparison with other students.

(Tomlison, B., “Testing to learn: a personal view of language teasting", in English Language Teaching

Journal. Oxford, Oxford University Press, 2005).

In brief, we know that evaluation has an impact in the whole education system and can 
have a positive eff ect on teaching practices (washback eff ect). Therefore, let us analyse 
language assessment to derive some principles on what is implied in assessing language.

On assessing language as communication

“According to my mood” exemplifi es a main characteristic of language: it is interactive. 
Language is produced in a social, cultural and historical context with a certain purpose and 
for a specifi c interlocutor. As Widdowson puts it: 

“People produce texts to get a message across, to express ideas and beliefs, to explain something, 

to get other people to do certain things or to think in a certain way, and so on. We can refer to 

this complex of communicative purposes as the discourse that underlies the text and motivates 

its production in the fi rst place. But at the receiving end readers or listeners then have to make 
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to make it a communicative reality. In other words, they have to interpret the text as a discourse that 

makes sense to them. Texts, in this view, do not contain meaning, but are used to mediate it across dis-

courses. […] So the term discourse is taken here to refer both to what a text producer meant by a text 

and what a text means to the receiver. Of course what somebody means by producing a particular text 

may well relate to broader issues of what social and ideological values they subscribe to, and another 

way of thinking of discourse is indeed to focus on such broader issues and look at how texts can be 

used to express, and impose, certain ways of thinking about the world”. (Widdowson, 2008).

La interactividad es una característica que hace que la lengua esté viva. El poema de  
Zephaniah´s es un texto que se usa para mediar signifi cados, es una huella de actividad 
discursiva dado que fue creado para producir una serie de reacciones por parte del lector. 
El texto se usa para establecer una negociación de signifi cados por medio de la cual se 
busca que haya convergencia entre la intención y la interpretación de la misma.

La  comunicación no signifi ca decodifi car y producir textos. La comunicación es un pro-
ceso complejo por medio del cual los textos se transforman en discurso, es decir, un proce-
so en el que se aplica un conocimiento sociocultural y lingüístico a contextos particulares 
(Kern, 2001). La comunicación implica crear signifi cado por medio de textos escritos y 
orales como advierten Fecho y Botzakis:

“Meaning is found in context and that meaning is anything but neutral. Bakhtin argued that words exist 

in time and space, formed in “the atmosphere of the already spoken” yet determined and anticipated 

by “that which has not yet been said,” what he called “the answering-word” (1981). Words and their 

meanings rely upon these ever changing contexts in order to remain in play. It is within context that 

understanding and response merge, and “mutually condition each other”. Going back to our “date 

oatmeal” example, an appropriate response is contingent on which one of those scenarios exists.

Simultaneously, words lack neutrality, come with baggage, have histories, shift connotations, 

and take political stances, whether willed or not. Immersed in context, words come laden with 

intention and depth of meaning. When it comes to language, one size does not fi t all. Language 

is richer, deeper, more necessary, and more complex than that. For instance, one person reading 

the critique “Your voice dominated the discussion” might come away reassured of his or her 

rhetorical prowess, although another might consider taking a less prominent role next time. 

These interpretations would be infl uenced by the past and current contexts of the individuals 

and the cultural groups to which they belong, forming both an individual and collective valuing 

of the word dominate. What the dictionary provides on the subject remains but a soupçon of 

understanding in this larger scheme.

meaning out of the text to make it a communicative reality. In other words, they have to interpret 

the text as a discourse that makes sense to them. Texts, in this view, do not contain meaning, but 

are used to mediate it across discourses. […] So the term discourse is taken here to refer both to 

what a text producer meant by a text and what a text means to the receiver. Of course what so-

mebody means by producing a particular text may well relate to broader issues of what social and 

ideological values they subscribe to, and another way of thinking of discourse is indeed to focus 

on such broader issues and look at how texts can be used to express, and impose, certain ways of 

thinking about the world”. (Widdowson, 2008)

Interactivity is a feature that makes language alive. Zephaniah´s poem is a text used to 
mediate meanings, it is a trace of discourse activity since it was created to produce a series 
of reactions from the reader. It is used to establish a negotiation of meaning by means of 
which convergence between intention and interpretation are looked for. 

Communication is not a matter of decoding and producing texts but rather a complex 
process of realizing texts as discourse, that is to say, applying sociocultural knowledge as well 
as linguistic knowledge in particular contexts (Kern, 2001).  Communication is a matter of 
making meaning through written and spoken texts and as Fecho and Botzakis point out: 

“Meaning is found in context and that meaning is anything but neutral. Bakhtin argued that words 

exist in time and space, formed in “the atmosphere of the already spoken” yet determined and 

anticipated by “that which has not yet been said,” what he called “the answering-word” (1981). 

Words and their meanings rely upon these ever changing contexts in order to remain in play. It 

is within context that understanding and response merge, and “mutually condition each other”. 

Going back to our “date oatmeal” example, an appropriate response is contingent on which one 

of those scenarios exists.

Simultaneously, words lack neutrality, come with baggage, have histories, shift connotations, 

and take political stances, whether willed or not. Immersed in context, words come laden with 

intention and depth of meaning. When it comes to language, one size does not fi t all. Language 

is richer, deeper, more necessary, and more complex than that. For instance, one person reading 

the critique “Your voice dominated the discussion” might come away reassured of his or her 

rhetorical prowess, although another might consider taking a less prominent role next time. 

These interpretations would be infl uenced by the past and current contexts of the individuals 

and the cultural groups to which they belong, forming both an individual and collective valuing 

of the word dominate. What the dictionary provides on the subject remains but a soupçon of 

understanding in this larger scheme.
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According to Bakhtin (1986), at any point in time words perform a three-character drama among 

the speaker, the listener(s), and “those whose voices are heard in the word before the author 

comes upon it”. He follows this point with a remarkable aside: “After all, there are no words that 

belong to no one”. This prior ownership—this sense that language is something borrowed, tried 

on, and then altered to personal need—is signifi cant to our thinking about literacy classrooms 

because it creates what amounts to a give and take among all participants—not only the teacher 

and students but the current and historical, near and distant contexts as well. Educators need to 

see the empowering aspects of helping students to move from seeing language as belonging to 

nobody and then belonging to others before they can ultimately claim it as “my word,” one they 

imbued with their expression in contexts from their lives. (Fecho and Botzakis, 2007).

Rowsell y Pahl (2007) también se refi eren a este proceso de signifi cación cuando dicen: 
“The process of making meaning starts when meaning makers assemble Discourses (Gee, 
1996, 1999), negotiate them, transform them, and materialize them in a text/artifact. Gee 
described this process as pattern recognition: “Thinking and using language is an active 
matter of assembling the situated meanings that you need for action in the world” (1999).”

Es entonces evidente que enseñar una lengua es ayudar a los alumnos a desarrollar sus 
voces en el discurso. Si queremos “empoderar” a nuestros alumnos al enseñarles a usar la 
lengua, a hacer cosas con la lengua, a interactuar con el mundo por medio de diferentes 
discursos, necesitamos considerar la creación del discurso cuando evaluamos lo que han 
aprendido. Podemos concluir entonces que cualquier actividad de evaluación en la clase 
debe centrarse en torno a un aspecto fundamental: cómo los alumnos crean discurso. 
Si defi nimos la evaluación como el proceso por medio del cual recabamos información 
sobre lo que saben nuestros alumnos y la analizamos en relación con criterios específi cos, 
debemos entonces defi nir el conocimiento que deben tener nuestros alumnos y nuestros 
criterios de evaluación sobre la base del discurso.

Actividad 2
Esta tarea invita a refl exionar sobre el conocimiento que se debe evaluar en los alum-

nos y los criterios que se deben tener presentes para evaluar.

Situación

Un grupo de 30 alumnos de 13 y 14 años de edad que concurren a 2º ES en una escuela públi-

ca de la ciudad de La Plata han estado trabajando por dos meses en un proyecto denominado: 

According to Bakhtin (1986), at any point in time words perform a three-character drama among 

the speaker, the listener(s), and “those whose voices are heard in the word before the author 

comes upon it”. He follows this point with a remarkable aside: “After all, there are no words that 

belong to no one”. This prior ownership—this sense that language is something borrowed, tried 

on, and then altered to personal need—is signifi cant to our thinking about literacy classrooms 

because it creates what amounts to a give and take among all participants—not only the teacher 

and students but the current and historical, near and distant contexts as well. Educators need to 

see the empowering aspects of helping students to move from seeing language as belonging to 

nobody and then belonging to others before they can ultimately claim it as “my word,” one they 

imbued with their expression in contexts from their lives” (Fecho and Botzakis, 2007).

Rowsell and Pahl (2007) also refer to this process of meaning making when they say: 
“The process of making meaning starts when meaning makers assemble Discourses (Gee, 
1996, 1999), negotiate them, transform them, and materialize them in a text/artifact. Gee 
described this process as pattern recognition: “Thinking and using language is an active 
matter of assembling the situated meanings that you need for action in the world” (1999).”

It seems evident that teaching the language is about helping students develop their 
voices in discourse. If we want to empower students by teaching them to use language, to 
do things with it, to interact with the world though diff erent discourses, we need to con-
sider discourse making when we assess their learning. We may conclude, then, that any 
assessment activity in the class ought to center round a key issue: how our students create 
discourse. If we defi ne assessment as the process by means of which we gather informa-
tion on students´ knowledge and we analyze that information against specifi c criteria, we 
must then defi ne knowledge and assessment criteria on the basis of discourse.

Task 2 
The purpose of this task is to start refl ecting upon the knowledge we ought to assess 

in our students and the criteria we need to bear in mind when assessing.

Situation

A group of 30 13-14 year old students attending 2º ES in a state school in the city of La Plata have 

been working for two months on a project called “Children”. The fi nal outcome of the project was 

a campaign in the school to raise awareness on children´s rights. The project ended with the dis-
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"Children". La producción fi nal del proyecto es una campaña publicitaria en la escuela cuyo 

propósito es desarrollar conciencia sobre los derechos de los niños. El proyecto concluyó con 

la distribución durante el recreo de material gráfi co producido por los alumnos . En la página 27 

se reproduce la producción fi nal del proyecto. El objetivo de esta actividad era hacer que otros 

alumnos y los adultos de la Escuela refl exionaran sobre los derechos de los niños. 

tribution of a set of pamphlets designed by the students of the course during the break. This was 

the fi nal product of the project and its aim was to make other students and adults in the school 

refl ect upon children´s rights. 
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1. Observe la reproducción del tríptico que se ofrece en la página 27 realizado por 
cuatro alumnas. Analícelo y responda las siguientes preguntas:
a. ¿Qué lector tienen en mente las escritoras del panfl eto?
b. ¿Cómo se establece y desarrolla la interacción con el lector?
c. ¿Cuál es el efecto del mensaje? La reacción del lector ¿se corresponde con la 

intención del escritor?
d. ¿Se logra una comunicación efectiva?
e. ¿Qué conocimiento de la lengua revelan tener las alumnas? Refi érase a las ex-

pectativas de logro del diseño curricular.
(Se espera que le dedique por lo menos 30 minutos a esta tarea. Luego prosiga con el resto 
de la sección. Cuando haya terminado, vuelva a sus notas y refl exione sobre sus respuestas).

El tríptico es una muestra de creación de discurso por parte de los alumnos en la clase 
de inglés. En este caso, sus autoras establecieron el tópico por medio del título "Children`s 
rights" y, luego, mediante una serie de preguntas retóricas, apelaron a los lectores a los que 
se dirigen en el contexto de la escuela (adultos y jóvenes). 

Las preguntas introducen un diálogo entre lectores y escritores; este se construye por 
medio de preguntas y respuestas (ambas explícitas e implícitas) que desarrollan una línea 
argumentativa para lograr un propósito específi co: desarrollar conciencia sobre la protec-
ción de los derechos de los niños. 

Las respuestas a las preguntas de la primera página del tríptico están ubicadas en la 
segunda página, y explicitan los derechos de los niños. Estas ideas se expanden con la 
siguiente pregunta: "How many people in the world break children´s rights?", mediante 
la cual se conduce al lector hacia el ultimo argumento: "We must stop it" (mediante más 
preguntas retóricas que son contestadas por el lector). 

La forma como está organizada la información en la estructura del tríptico agrega signi-
fi cado al mensaje; el uso de la tipografía y las imágenes refuerzan el signifi cado de las pa-
labras. La comunicación se logra de manera efectiva: hay una interacción entre los lectores 
y las escritoras, en la que se da convergencia.

Los alumnos han logrado objetivos considerados en el Diseño Curricular, esta produc-
ción es una muestra de que estos alumnos pueden:

• participar y comprometerse con la interacción grupal y las prácticas comunicativas 
que propicia el uso del lenguaje en contexto, en forma signifi cativa y efectiva alcan-

1. On page 27, you will fi nd one of the productions. It is a triptych made by four girls of 
the course working together as a team. Analyze the pamphlet and as you do answer 
the following questions:
a. What reader are the writers assuming?
b. How is interaction with the reader established and developed?
c. What is the eff ect of the message? Does reader reaction match writer inten-

tion?
d. Is communication eff ectively achieved?
e. What knowledge of language do students reveal? Refer to attainment goals 

(expectativas de logro) in the curriculum design.
(You are expected to spend 30 minutes on this task. Then proceed with the rest of this 
section. When you have fi nished, come back to your notes and refl ect on your answers.)

This pamphlet is a wonderful example of how students create discourse through their 
productions in class. The pamphlet starts establishing the topic through the title “Children`s 
rights” and then with a set of rhetoric questions the writers appeal to the readership they 
are addressing in the school, both adults and children. The questions introduce a dialogue 
between readers and writers, this dialogue is built through actual questions and answers 
(both explicit and implicit) that develop an argumentative line to achieve a specifi c purpo-
se: raise awareness on the violation of children´s rights. The answer to the questions on the 
fi rst page of the triptych are given in the second page through explicitly stating children´s 
rights. These ideas are developed further on the following question “How many people in 
the world break children´s rights?” The reader is smoothly led into the fi nal argument “We 
must stop it” through further rhetoric questions that are answered in the reader´s mind.

The way information is organized in the pamphlet adds meaning to the message and 
there is also an interesting use of typography and pictures that add more meaning to the 
words. Communication is eff ectively achieved: there is an interaction between readers and 
writers in which there is convergence.

A number of goals from the curriculum design have been attained by these students. 
The pamphlet refl ects that they can:

• participate and get involved in group interaction and communicative practices that 
foster the use of language in context in a meaningful and eff ective way reaching 
true communication.
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zando una verdadera comunicación;
• localizar en tiempo y espacio los datos producidos por los medios de comunicación 

siendo concientes de su intencionalidad y la manera en que cada cultura los refl eja;
• narrar en forma oral y escrita textos relacionados con la realidad defendiendo sus 

puntos de vista y opiniones sobre los mismos.
Estos alumnos pueden "hacer cosas" con la lengua. Pueden usar su conocimiento de 

la lengua para crear signifi cado en el discurso cuando se encuentran en un rol específi co 
como usuarios de la lengua en un contexto específi co. Ahora bien, ¿qué conocimiento 
de la lengua están usando? Podemos identifi car dos áreas de conocimiento de la lengua 
como lo explican Bachman y Palmer (1996): conocimiento organizacional y conocimiento  
pragmático. Estos autores establecen una serie de subáreas dentro de estos dos tipos de 
conocimiento que sintetizan del siguiente modo:

Organizational knowledge

(how utterances or sentences and texts are organized)

Grammatical knowledge

(how individual utterances or sentences are organized)

Knowledge of vocabulary

Knowledge of syntax

Knowledge of phonology/graphology

Textual knowledge

(how utterances or sentences are organized to form texts)

Knowledge of cohesion

 Knowledge of rhetorical or conversational organization

Pragmatic knowledge

(how utterances or sentences and texts are related to the communicative goals of the language 

user and to the features of the language use setting)

Functional knowledge

(how utterances or sentences and texts are related to the communicative goals of language users)

Knowledge of ideational functions (enabling learners to express or interpret meaning in terms of 

our experience of the world)

Knowledge of manipulative functions (enabling learners to use language to aff ect the world 

around us)

• locate in time and space the data produced by the media being aware of their in-
tention and the way in which each culture refl ects them.

•  narrate in oral or written form texts related to reality defending their points of view 
and opinions.

These students can “do things” with language. They can use their knowledge to create 
meanings in discourse when placed in a specifi c language user role in a specifi c context. 
Now, what knowledge of the language are they using? We can recognize two areas of lan-
guage knowledge as explained by Bachman and Palmer (1996): Organizational knowledge 
and Pragmatic knowledge.  These authors list a series of areas within each of these two 
types of knowledge that they summarize as follows:

Organizational knowledge

(how utterances or sentences and texts are organized)

Grammatical knowledge

(how individual utterances or sentences are organized)

Knowledge of vocabulary

Knowledge of syntax

Knowledge of phonology/graphology

Textual knowledge

(how utterances or sentences are organized to form texts)

Knowledge of cohesion

 Knowledge of rhetorical or conversational organization

Pragmatic knowledge

(how utterances or sentences and texts are related to the communicative goals of the language 

user and to the features of the language use setting)

Functional knowledge

(how utterances or sentences and texts are related to the communicative goals of language 

users)

Knowledge of ideational functions (enabling learners to express or interpret meaning in terms of 

our experience of the world)

Knowledge of manipulative functions (enabling learners to use language to aff ect the world 

around us)
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Knowledge of heuristic functions (enabling learners to use language to extend their knowledge 

of the world around us)

Knowledge of imaginative functions (enabling learners to use language to create an imaginary 

world, or extend the world around them for humorous or aesthetic purposes. Examples include 

jokes and the use of fi gurative language and poetry)

Sociolinguistic knowledge

(how utterances or sentences and texts are related to features of the language use setting)

Knowledge of dialects/varieties

Knowledge of registers

Knowledge of natural or idiomatic expressions

Knowledge of cultural references and fi gures of speech

(Bachman and Palmer, 1996)

Para usar la lengua, los alumnos activan este conocimiento usando su competencia es-
tratégica. La competencia estratégica “los ayuda a evaluar la situación y a tomar decisiones 
sobre su participación en el uso de la lengua” (McKay, 2006).

Actividad 3
El propósito de esta tarea es analizar las estrategias y habilidades que están involucra-

das en cualquier situación de uso de la lengua en segundo año de la ES.

1. Lea el Apéndice 1 y desarrolle un mapa conceptual con las estrategias que son 

requeridas por los alumnos en una situación de uso de la lengua. Cuando haya 

terminado, concéntrese en las estrategias de producción. Señale las que cree que 

los alumnos han utilizado para diseñar el tríptico.

2. Lea “Las estrategias y las macro habilidades” del Diseño Curricular y analice cuáles 

de las habilidades mencionadas han sido utilizadas en el diseño del tríptico.

(Se espera que le dedique 60 minutos a esta tarea. Luego prosiga con la siguiente sección 

de este módulo. Se espera que lleve las respuestas de esta tarea a su primera clase tutorial).

Desde el análisis que se pueda hacer como docente, se deberá considerar que, para eva-
luar lo que los alumnos pueden hacer, tendría que tener en mente el conocimiento que 
tienen y el modo como lo ponen en uso por medio de habilidades y estrategias ante una 

Knowledge of heuristic functions (enabling learners to use language to extend their knowledge 

of the world around us)

Knowledge of imaginative functions (enabling learners to use language to create an imaginary 

world, or extend the world around them for humorous or aesthetic purposes. Examples include 

jokes and the use of fi gurative language and poetry)

Sociolinguistic knowledge

(how utterances or sentences and texts are related to features of the language use setting)

Knowledge of dialects/varieties

Knowledge of registers

Knowledge of natural or idiomatic expressions

Knowledge of cultural references and fi gures of speech. (Bachman and Palmer, 1996)

In order to use language, learners activate this knowledge using their strategic competence. 

Strategic competence “helps them to weigh up the situation and make decisions about their parti-

cipation in the language use” (McKay, 2006).

Actividad 3
The aim of this task is to analyze the strategies and skills that are involved in any lan-

guage use situation in 2nd ES.

a. Read Appendix 1 and develop a mindmap with the strategies that are required 

by learners in a language use situation. Once you have fi nished, focus on the stra-

tegies for production. Tick the ones you think students have used to design the 

pamphlet.

b. Read “Las estrategias y las macro habilidades” from the curriculum design and 

analyze which of the skills mentioned have been used in the design of the pam-

phlet.

(You are expected to spend 60 minutes on this task. Then proceed with the next sec-

tion of this module. You are expected to take your answers to the fi rst tutorial class. )

From our analysis, it is clear that to assess what students can do we need to bear in mind 
the knowledge they have and how they put that knowledge into use through skills and 
strategies before a specifi c communicative task. Students will not be able to engage in dis-
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tarea comunicativa específi ca. Los alumnos no podrán participar en una actividad discursi-
va en una situación de evaluación si no lo han hecho en el proceso de aprender la lengua. 
Resulta evidente que no podemos evaluar lo que no enseñamos y que debemos evaluar 
lo que enseñamos. Para que  los alumnos se transformen en comunicadores efectivos, es 
decir, en creadores de signifi cado, necesitamos enseñarles a crear signifi cado por medio 
de las tareas que les presentamos en las secuencias didácticas que usamos en clase.

En este sentido, el contenido que seleccionamos para enseñar debe estar en línea con 
nuestros objetivos, es decir, con lo que esperamos que nuestros alumnos logren. Las clases 
deben proporcionar conocimiento organizacional y pragmático tanto como el desarrollo 
de habilidades y estrategias. Focalizar en un solo aspecto inevitablemente restringirá las 
posibilidades de los alumnos mientras que al brindar todos los diferentes aspectos invo-
lucrados en lo que nuestros alumnos deben saber, los “empoderará” para crear sus propios 
signifi cados y desarrollará sus propias voces en el discurso.

Actividad 4 
El propósito de esta tarea es analizar cómo se vuelca el contenido en una secuencia 

didáctica para alcanzar determinadas expectativas de logro.

1. Lea el Apéndice 2 en el que se reproduce la secuencia didáctica de coordinación 

del proyecto Children, cuya producción fi nal ya se ha analizado en las tareas 1 y 2.  La 

secuencia contiene la lista de actividades desarrolladas en clase.

a. ¿En qué forma el proceso de enseñanza "empodera" a los alumnos para la tarea 

fi nal? ¿Qué habilidades, estrategias y áreas de conocimiento se desarrollan por 

medio de las tareas que se le presenta a los alumnos?

b. ¿Por qué la producción fi nal es coherente con el proceso  de enseñanza en rela-

ción con nuestro concepto de discurso?

(Se espera que le dedique 60 minutos a esta tarea. Cuando haya terminado prosiga con la 

sección siguiente de este modulo. Recuerde llevar las respuestas a su primera clase tutorial).

Actividad 5
El propósito de esta tarea es refl exionar sobre sus estrategias de enseñanza y evalua-

ción. (Se espera que le dedique no más de 30 minutos a esta tarea).

1. Considere un proyecto que haya enseñado en su curso de segundo año de ES. Analice 

el proceso de enseñanza y las actividades que desarrolló para evaluar a los alumnos.

course activity in an assessment situation if they have not done it in the process of learning 
the language. It is self evident that we cannot assess what we do not teach and that we 
should assess what we teach. In order for students to become eff ective communicators, 
that is, meaning makers, we need to teach them how to make meanings through the tasks 
that we present for them in the teaching sequences that we use in class.  

In this respect, the content that we select for teaching should be in line with our objec-
tives, that is, with what we expect our students should attain. Classes ought to cater for or-
ganizational and pragmatic knowledge as well as the development of skills and strategies. 
Focusing on one aspect will inevitably restrict our students´ possibilities while providing 
for all the diff erent aspects comprised in WHAT students should know will empower them 
to create their own meanings and develop their own voices in discourse.

Task 4
The purpose of this task is to analyze how content is drawn in a teaching sequence 

in order to reach certain attainment goals.

1. Read Appendix 2. It contains the teaching sequence of the project Children which 

fi nal production we have analyzed in tasks 1 and 2.  The sequence contains the inven-

tory of activities carried out in class. 

a. How does the teaching process empower students for the fi nal task? What skills, 

strategies and knowledge areas are developed through the tasks students are pre-

sented with?

b. Why is the fi nal task coherent with the teaching process with reference to our 

concept of discourse?

(You are expected to spend 60 minutes on this task. When you have fi nished proceed 

with the next section of this module. Remember to take your answers to the fi rst 

tutorial class).

Task 5
The purpose of this task is to help you refl ect on your own teaching and assessment. 

(You are expected to spend no longer than 30 minutes on this task)

1. Consider a project you have taught in your 2nd ES course. Analyze the teaching 

process and the activities you developed to assess students.
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a. ¿Está enseñando y evaluando actividad discursiva? ¿Por qué/ Por qué no?

b. ¿Cómo considera las expectativas de logro cuando selecciona y organiza el con-

tenido que enseñará?

c. ¿En qué medida su forma de evaluar refl eja su forma de enseñar?

 (Justifi que sus respuestas. Recuerde llevar sus conclusiones a la primera clase tutorial).

Evaluar la competencia intercultural 

Bought and Sold 

Smart big awards and prize money

Is killing off  black poetry

It's not censors or dictators that are cutting up our art.

The lure of meeting royalty

And touching high society

Is damping creativity and eating at our heart. 

The ancestors would turn in graves

Those poor black folk that once were slaves would wonder

How our souls were sold

And check our strategies,

The empire strikes back and waves

Tamed warriors bow on parades 

When they have done what they've been told

They get their OBE's. 

Don't take my word, go check the verse

Cause every laureate gets worse

A family that you cannot fault as muse will mess your mind,

And yeah, you may fatten your purse

And surely they will check you fi rst when subjects need to be amused

With paid for prose and rhymes. 

Take your prize, now write more, 

Faster,

Fuck the truth

Now you're an actor do not fault your benefactor

a. Are you teaching and assessing discourse activity? Why/ Why not?

b. How are you considering attainment goals when you select and organize the 

content you will teach?

c. How does your assessment mirror teaching? 

(Account for your answers. Remember to take your conclusions to the fi rst tutorial class).

On assessing intercultural competence 

Bought and Sold 

Smart big awards and prize money

Is killing off  black poetry

It’s not censors or dictators that are cutting up our art.

The lure of meeting royalty

And touching high society

Is damping creativity and eating at our heart. 

The ancestors would turn in graves

Those poor black folk that once were slaves would wonder

How our souls were sold

And check our strategies,

The empire strikes back and waves

Tamed warriors bow on parades 

When they have done what they’ve been told

They get their OBE’s. 

Don’t take my word, go check the verse

Cause every laureate gets worse

A family that you cannot fault as muse will mess your mind,

And yeah, you may fatten your purse

And surely they will check you fi rst when subjects need to be amused

With paid for prose and rhymes. 

Take your prize, now write more, 

Faster,

Fuck the truth

Now you’re an actor do not fault your benefactor
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Write, publish and review,

You look like a dreadlocks Rasta,

You look like a ghetto blaster,

But you can't diss your paymaster

And bite the hand that feeds you. 

What happened to the verse of fi re

Cursing cool the empire

What happened to the soul rebel that Marley had in mind,

This bloodstained, stolen empire rewards you and you conspire,

(Yes Marley said that time will tell)

Now look they've gone and joined. 

We keep getting this beating 

It's bad history repeating

It reminds me of those capitalists that say

'Look you have a choice,'

It's sick and self-defeating if our dispossessed keep weeping

And we give these awards meaning

But we end up with no voice. 

(Extraído de Benjamin Zephaniah, Too Black, Too Strong)

El poeta clama por “tener una voz”. Su propia voz al hacer la lengua propia, su propia voz 
que habla sobre su identidad al mundo. ¿Cómo podemos ayudar a los alumnos para que 
desarrollen sus propias voces por medio del inglés? ¿Cómo podemos ayudarlos para que 
reconozcan las voces de otros a través del inglés?

Actividad 6
El propósito de esta actividad es comenzar a refl exionar sobre el concepto de com-

petencia intercultural. (Se espera que le dedique por lo menos 40 minutos a esta 

tarea. Luego prosiga con el resto de esta sección. Cuando haya terminado, vuelva a 

sus notas y refl exione sobre sus respuestas).

1. Lea el "Propósito de la enseñanza del inglés en 2º año" del Diseño Curricular y tome 

nota sobre las ideas principales que se asocian con interculturalidad.

2. Analice los siguientes materiales y piense de qué modo la interculturalidad está 

presente en la lengua:

Write, publish and review,

You look like a dreadlocks Rasta,

You look like a ghetto blaster,

But you can’t diss your paymaster

And bite the hand that feeds you. 

What happened to the verse of fi re

Cursing cool the empire

What happened to the soul rebel that Marley had in mind,

This bloodstained, stolen empire rewards you and you conspire,

(Yes Marley said that time will tell)

Now look they’ve gone and joined. 

We keep getting this beating 

It’s bad history repeating

It reminds me of those capitalists that say

‘Look you have a choice,’

It’s sick and self-defeating if our dispossessed keep weeping

And we give these awards meaning

But we end up with no voice. 

(Benjamin Zephaniah, Too Black, Too Strong). 

Having a “Voice” is what the poet is claiming for. Your own voice by making language 
your own, your own voice that speaks out your own identity to the world. How can we 
help our learners develop their own voices through English? How can we help them re-
cognize the voices of others through English?

Task 6
The purpose of this task is to start refl ecting on the concept of intercultural compe-

tence.  (You are expected to spend at least 40 minutes on this task. Then proceed 

with the rest of this section. When you have fi nished, come back to your notes and 

refl ect on your answers.)

1. Read “Propósito de la enseñanza del inglés en 2º año” in the curriculum design and jot 

down the main ideas that are assossiated with Interculturality (Interculturalidad).

2. Analyse the following materials and think about how interculturality is present in 

language:
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a. Explore el material Media Education Net, accesible en www.youtube.com/

watch?v=SsqHnizcTJA

b. Lea el siguiente poema de Benjamin Zephaniah 

The Race Industry 

The coconuts have got the jobs.

The race industry is a growth industry.

We despairing, they careering.

We want more peace they want more police.

The Uncle Toms are getting paid.

The race industry is a growth industry.

We say sisters and brothers don't fear.

They will do anything for the Mayor.

The coconuts have got the jobs.

The race industry is a growth industry.

They're looking for victims and poets to rent.

They represent me without my consent.

The Uncle Toms are getting paid.

The race industry is a growth industry.

In suits they dither in fear of anarchy.

They take our suff erings and earn a salary.

Steal our souls and make their documentaries.

Inform daily on our community.

Without Black suff ering they'd have no jobs.

Without our dead they'd have no offi  ce.

Without our tears they'd have no drink.

If they stopped sucking we could get justice. 

The coconuts are getting paid.

Men, women and Brixton are being betrayed. 

(poema de Benjamin Zephaniah, publicado en el libro Too Black, Too Strong.

a) http://www.youtube.com/watch?v=CouWzTrww_o&mode=related&search=

b) The following poem by Benjamin Zephaniah 

The Race Industry 

The coconuts have got the jobs.

The race industry is a growth industry.

We despairing, they careering.

We want more peace they want more police.

The Uncle Toms are getting paid.

The race industry is a growth industry.

We say sisters and brothers don’t fear.

They will do anything for the Mayor.

The coconuts have got the jobs.

The race industry is a growth industry.

They’re looking for victims and poets to rent.

They represent me without my consent.

The Uncle Toms are getting paid.

The race industry is a growth industry.

In suits they dither in fear of anarchy.

They take our suff erings and earn a salary.

Steal our souls and make their documentaries.

Inform daily on our community.

Without Black suff ering they’d have no jobs.

Without our dead they’d have no offi  ce.

Without our tears they’d have no drink.

If they stopped sucking we could get justice. 

The coconuts are getting paid.

Men, women and Brixton are being betrayed. 

(poema de Benjamin Zephaniah, publicado en el libro Too Black, Too Strong.
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La interculturalidad en el aula
La lengua y la cultura son inseparables, especialmente cuando la lengua en cuestión es una 
lingua franca, es decir, una lengua de comunicación internacional usada por hablantes de 
distinto bagaje cultural para comunicarse con otros. El Diseño Curricular de Inglés categóri-
camente establece que la interculturalidad debe estar presente en todas las clases. Esto signi-
fi ca que tanto en las prácticas de enseñanza como en las de evaluación se deben considerar 
sus elementos culturales como aspectos integrales. En este sentido, es importante refl exio-
nar sobre qué signifi ca considerar elementos culturales al enseñar y evaluar la lengua.

Actividad 7
El propósito de esta tarea es expandir nuestro conocimiento sobre los conceptos de 

cultura e interculturalidad para comenzar a pensar cómo estos conceptos afectan 

nuestras estrategias de enseñanza y evaluación de la lengua.

1. Lea los apéndices 3 y 4.

2. Conteste las siguientes preguntas:

a. ¿Cómo defi ne el concepto de cultura en el contexto de su clase?

b. ¿Qué implica en términos de enseñanza adoptar una perspectiva intercultural 

en la clase de inglés para enseñar y evaluar la lengua?

(Se espera que le dedique por lo menos 60 minutos a esta tarea. Cuando haya termi-

nado prosiga con la sección siguiente del módulo. Recuerde llevar sus respuestas a 

la primera clase tutorial).

Actividad 8
El propósito de esta tarea es refl exionar sobre lo que hace que un recurso sea valioso 

para trabajar desde una perspectiva intercultural. 

Analice los materiales didácticos que se ofrecen en las páginas 45 a 51 de la sección 

en inglés. Son letras de canciones, partes de textos literarios y  material audiovisual 

que han sido utilizados en segundo año de ES. Diga por qué son adecuados para tra-

bajar aspectos interculturales. ¿Cómo se presenta la "otredad"? ¿Cómo se presentan 

las diferentes voces?

(Se espera que le dedique por lo menos 30 minutos a esta tarea. Cuando haya termi-

nado prosiga con la siguiente sección de este módulo.)

Interculturality in the classroom 
Language and culture are inseparable, especially when the language in question is a lingua 
franca, that is to say, a language of international communication used by speakers of any 
cultural background to communicate with others. Our curriculum design categorically 
states that interculturality ought to be included in all classes. This means that both assess-
ment and teaching ought to consider the cultural element as an integral part. What does 
it mean to consider the cultural element to teach and assess language?

Task 7 
The purpose of this task is to extend our knowledge on the concepts of culture and 

interculturality to start thinking of how these concepts aff ect our teaching and as-

sessing the language.

1. Read Appendix 3 and Appendix 4:

2. As you read answer the following questions:

a. How will we defi ne culture in our classroom context?

b. What does it imply in teaching terms to adopt an intercultural perspective in the 

English class in order to teach and assess the language? 

(You are expected to spend at least 60 minutes on this task. When you have fi nished 

proceed with the next section of this module. Remember to take your answers to the 

fi rst tutorial class.)

Task 8
The purpose of this task is to refl ect on what makes a resource valuable to work from 

an intercultural perspective. 

(You are expected to spend at least 30 minutes on this task. When you have fi nished 

proceed with the next section of this module.)

Analyse the following materials used in 2nd ES and decide why they are rich to work with 
intercultural issues. How is “otherness” presented? How are diff erent voices present?
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I am an African 

I am an African 

Not because I was born there 

But because my heart beats with Africa’s 

I am an African 

Not because my skin is black 

But because my mind is engaged by Africa 

I am an African 

Not because I live on its soil 

But because my soul is at home in Africa 

(poem by Wayne Viser, from Wayne Viser site>>  http://www.waynevisser.com/>> seen in may 2008)

Land of my Birth                       

Another  bright  morning,

The birds welcome the day melodiously,

My radio talks.

Another grant for poor Africa,

Poor Africa,

Wait a minute newsman,

Come with me,

To smell gold in South Africa,

To drill oil in Nigeria,

To touch ivory in Ivory Coast,

To taste cocoa in Ghana,

To chew groundnuts in Senegal,

To trek with animals in Kenya,

To pilgrimage to the pyramids in Egypt,

To buy diamonds in Zambia,

Africa poor,

I don’t get it.

(poem by Gilbert Kuma)

War 

What life has taught me

I would like to share with
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Those who want to learn...

Until the philosophy which hold one race

Superior and another inferior

Is fi nally and permanently discredited and abandoned

Everywhere is war, me say war

That until there are no longer fi rst class

And second class citizens of any nation

Until the colour of a man’s skin

Is of no more signifi cance than the colour of his eyes

Me say war

That until the basic human rights are equally

Guaranteed to all, without regard to race

This is a war

That until that day

The dream of lasting peace, world citizenship

Rule of international morality

Will remain in but a fl eeting illusion

To be persued, but never attained

Now everywhere is war, war

And until the ignoble and unhappy regimes

that hold our brothers in Angola, in Mozambique,

South Africa sub-human bondage

Have been toppled, utterly destroyed

Well, everywhere is war, me say war

War in the east, war in the west

War up north, war down south

War, war, rumours of war

And until that day, the African continent

Will not know peace, we Africans will fi ght

We fi nd it necessary and we know we shall win

As we are confi dent in the victory

Of good over evil, good over evil, good over evil

Good over evil, good over evil, good over evil

(poem from de song “War”, by Bob Marley, Bob Marley and The Wailers, Rastaman Vibration, 

London, Island Records, 1976).
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The Promised Land

When it was his turn to show his passport, Zadi told the immigration offi  cer that he didn’t have 

any. He told the offi  cer that he was a refugee from Africa, and that he was asking for asylum in 

Britain. The offi  cer told Zadi to step aside, then spoke in his radio, calling for assistance. A moment 

later, two uniformed men arrived on the scene. The men were immigration offi  cers, and they or-

dered Zadi to follow them. The three men came to a small, poorly lit room which was used as an 

interrogation chamber. 

‘May we check what is in your bag?’ one of the offi  cers asked. 

Zadi handed his bag to the offi  cer, who immediately left the room. 

 The offi  cer who remained with Zadi was a tall, large man with signs of a balding head. He had dark 

sideboards, and blue eyes, and his skin was very white. Zadi and the offi  cer sat at the table facing 

one another. Then the interrogation began.

 ‘Tell me your name and your country,’ the offi  cer said.

‘My name is Zadi Samuel. I am from Q—.’

The offi  cer took some paper from a sheaf on the table and started scribbling on it.

‘Any identifi cation papers with you?’

‘No, Sir.’

‘Tell me your age and occupation.’

‘I am twenty-eight years old. I used to be a college student.’

‘What have you come to do in England?’

‘To ask for asylum. My life was in danger at home.’

At this point, the offi  cer stopped writing and raised his head.

‘Why specifi cally have you come to Britain?’ he asked. ‘You have passed dozens of countries on 

your way to Britain. Surely, you could have sought asylum in any one of those countries without 

taking the trouble to come to Britain.’

‘Britain is the country in which I wish to apply for asylum,’ Zadi found himself answering.

The offi  cer resumed writing.

‘Why should we believe that you are from Q—? You have no papers bearing your nationality.’

‘You have my word upon it.’

‘Hundreds of immigrants come to Britain claiming they are from your country, when in fact they 

originate from other countries.’

‘I am from Q— myself,’ Zadi said. 

(short story de Frederick Mulapa, extracto)
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Consulte en internet las direcciones que se ofrecen a continuación, para poder mirar los 

siguientes video clips:

La enseñanza del inglés en la escuela Secundaria implica el desafío de educar a los jó-
venes como hablantes interculturales (Byram, 2001). La buena enseñanza será la que esté 
en condiciones de estimular la refl exión sobre las prácticas sociales que se llevan a cabo 
por medio de la lengua y ayudar a los jóvenes a analizar y reconocer la lengua como un 
símbolo, una representación y un vehículo de cultura (Kramsch, 1998). En este sentido, la 
buena enseñanza debe proveer una educación intercultural con el propósito de fortalecer 
la identidad cultural de los alumnos en el proceso de aprender sobre otras culturas.

Corbett relaciona el hecho de que el inglés se ha convertido en una lingua franca con la necesi-
dad de desarrollar la competencia intercultural de los alumnos. Respecto de esto dice:

 “The pervasiveness of global English and the immediacy of contact with English users worldwide 

are two reasons why intercultural language learners must fi rst of all become ethnographers. That 

is, language learners must become systematic, critical observers and describers of cultural be-

haviours and the attitudes and beliefs that motivate these behaviours. To become intercultural 

ethnographers, language learners must fi rst explore and understand their own culture and be 

prepared to explain it to those whose experience of life and formations of belief are often very 

diff erent from their own. (British Council, 2007) 

Desde esta perspectiva, la dimensión cultural se ha transformado en una dimensión in-
tercultural en la enseñanza del inglés. Nuestro rol como educadores es ayudar a nuestros 
alumnos a transformarse en hablantes interculturales: 

Someone who has an ability to interact with ‘others’, to accept other perspectives and perceptions 

of the world, to mediate between diff erent perspectives, to be conscious of their evaluations of 

diff erence (Byram & Zarate, 1997; see also Karmic, 1998). Where the otherness which learners meet 

is that of a society with a diff erent language, they clearly need both linguistic competence and in-

tercultural competence. Here we focus on intercultural competence which is necessary whether 

a diff erent language is present or not (Byram, 2001) 

Africa poverty

(NGO Make Poverty History, site>>http://www.youtube.com/watch?v=ZkktvEvLLL0>> may 2008).

Car accident

(NGO Amnesty International, site>> http://www.youtube.com/watch?v=F7VvM5R-eOo>> may 2008)

ELT in Secondary Schools today poses the challenge of educating young people as in-
tercultural speakers (Byram, 2001). Good teaching should stimulate refl ection on the social 
practices carried out through language and help them analyze and recognize language 
as a symbol, representation and vehicle of culture (Kramsch, 1998).  In this respect, good 
teaching should cater for cross cultural education with the aim of strengthening students´ 
self cultural identity in the process of learning about other cultures.

Corbett relates the fact that English has become a lingua franca with the need to deve-
lop students´ intercultural competence. In this respect he says: 

“The pervasiveness of global English and the immediacy of contact with English users worldwide 

are two reasons why intercultural language learners must fi rst of all become ethnographers. That 

is, language learners must become systematic, critical observers and describers of cultural be-

haviours and the attitudes and beliefs that motivate these behaviours. To become intercultural 

ethnographers, language learners must fi rst explore and understand their own culture and be 

prepared to explain it to those whose experience of life and formations of belief are often very 

diff erent from their own.” (2007: 13)

From this perspective, the cultural dimension has become an intercultural dimension 
when teaching English. Our role as educators is to help our students become intercultural 
speakers: 

“someone who has an ability to interact with ‘others’, to accept other perspectives and perceptio-

ns of the world, to mediate between diff erent perspectives, to be conscious of their evaluations 

of diff erence (Byram & Zarate, 1997; see also Karmic, 1998). Where the otherness which learners 

meet is that of a society with a diff erent language, they clearly need both linguistic competence 

and intercultural competence. Here we focus on intercultural competence which is necessary 

whether a diff erent language is present or not.” (Byram, 2001)
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Los componentes de una competencia intercultural 
Byram (2001) explica que la competencia intercultural está constituida por conoci-
miento, habilidades y actitudes. Estos se complementan con los valores que uno posee. 
Consideremos la explicación de Byram en relación con los componentes de la competen-
cia intercultural.

1. Las actitudes constituyen la base de la competencia intercultural:

Intercultural altitudes (savoir etré): curiosity and openness, readiness to suspend disbelief about 

other cultures and belief about one’s own. This means a willingness to relativise one’s own values, 

beliefs and behaviours, not to assume that they are the only possible and naturally correct ones, 

and to be able to see how they might look from the perspective of an outsider who has a diff erent 

set of values, beliefs and behaviours. This can be called the ability to ‘decentre’. (Byram, 2001) 

2. El conocimiento es también crucial al interactuar con otros.

Knowledge (savoirs): of social groups and their products and practices in one's own and in one's 

interlocutor country, and of the general processes of societal and individual interaction. So 

knowledge can be defi ned as having two major components: knowledge of social processes, and 

knowledge of illustrations of those processes and products; the latter includes knowledge about 

how other people see oneself as well as some knowledge about other people (Byram, 2001)

3. Las habilidades son necesarias para poder comparar, relacionar e interpretar 
cuando se interactúa con otros para evitar errores de comprensión cultural y ser 
un mediador cultural más efectivo:

“Because intercultural speakers/mediators need to be able to see how misunderstandings can 

arise, and how they might be able to resolve them, they need the altitudes of decentring but also 

the skills of comparing. By putting ideas, events, documents side by side and seeing how each 

might look from the other perspective, intercultural speakers/ mediators can see how people 

might misunderstand what is said or written or done by someone with a diff erent social identity. 

The skills of comparison, of interpreting and relating, are therefore crucial:

Skills of interpreting and relating (savoir comprendre): ability to interpret a document or event 

from another culture, to explain it and relate it to documents or events from one's own.

The components of an intercultural competence 
Byram (2001) explains that intercultural competence is constituted by knowledge, skills and 
actitudes. These are complemented by the values one holds. Let us consider Byram´s  (2001) 
explanation on the components of intercultural competence.

1. Attitudes constitute the basis of intercultural competence.

“Intercultural altitudes (savoir etré): curiosity and openness, readiness to suspend disbelief about 

other cultures and belief about one’s own. This means a willingness to relativise one’s own values, 

beliefs and behaviours, not to assume that they are the only possible and naturally correct ones, 

and to be able to see how they might look from the perspective of an outsider who has a diff erent 

set of values, beliefs and behaviours. This can be called the ability to ‘decentre’.” (Ibid: 5) 

2. Knowledge is also crucial when interacting with others.

“Knowledge (savoirs): of social groups and their products and practices in one’s own and in one’s 

interlocutor country, and of the general processes of societal and individual interaction. So 

knowledge can be defi ned as having two major components: knowledge of social processes, and 

knowledge of illustrations of those processes and products; the latter includes knowledge about 

how other people see oneself as well as some knowledge about other people.” (Ibid: 6) 

3. Skills are necessary to be able to compare, relate and interpret when interacting with 
others to avoid cultural misunderstandings and be more eff ective cultural mediators:

“Because intercultural speakers/mediators need to be able to see how misunderstandings can 

arise, and how they might be able to resolve them, they need the altitudes of decentring but also 

the skills of comparing. By putting ideas, events, documents side by side and seeing how each 

might look from the other perspective, intercultural speakers/ mediators can see how people 

might misunderstand what is said or written or done by someone with a diff erent social identity. 

The skills of comparison, of interpreting and relating, are therefore crucial:

Skills of interpreting and relating (savoir comprendre): ability to interpret a document or event 

from another culture, to explain it and relate it to documents or events from one’s own.

Secondly, because neither intercultural speakers/mediators nor their teachers can anticipate all 

their knowledge needs, it is equally important to acquire the skills of fi nding out new knowledge 
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Secondly, because neither intercultural speakers/mediators nor their teachers can anticipate all 

their knowledge needs, it is equally important to acquire the skills of fi nding out new knowledge 

and integrating it with what they already have. They need especially to know how to ask people 

from other cultures about their beliefs, values and behaviours; these can be diffi  cult to explain 

because they are often unconscious. So intercultural speakers/mediators need skills of discovery 

and interaction:

Skills of discovery and interaction (savoir apprendre/faire): ability to acquire new knowledge of a 

culture and cultural practices and the ability to operate knowledge, attitudes and skills under the 

constraints of real-time communication and interaction." (Byram, 2001) 

4. Cada uno debe hacer conscientes sus valores y creencias, esto es a lo que Byram 
se refi ere cuando dice: 

“Intercultural speakers/ mediators need a critical awareness of themselves and their values, as well 

as those of other people:

Critical cultural awareness (savoir s’engager): an ability to evaluate, critically and on the basis of expli-

cit criteria, perspectives, practices and products in one’s own and other cultures and countries.

It is not the purpose of teaching to try to change learners’ values, but to make them explicit and 

conscious in any evaluative response to others. There is nonetheless a fundamental values position 

which all language teaching should promote: a position which acknowledges respect for human 

dignity and equality of human rights as the democratic basis for social interaction.” (Byram, 2001) 

El rol del docente es, entonces, desarrollar habilidades, actitudes y conciencia de los 
valores tanto como desarrollar conocimiento sobre una cultura o país particular o de 
diferentes culturas dentro del propio país. Como dice Corbett: “The intercultural agenda 
revolutionizes the language curriculum… The intercultural curriculum focuses on the goal 
of intercultural exploration, description, mediation and empathy” (British Council, 2007).

Actividad 8
El propósito de esta tarea es analizar cómo una secuencia didáctica puede conducir 

a la comprensión de la lengua como un exponente de cultura para desarrollar la 

competencia  intercultural de los alumnos.

1. Lea la secuencia didáctica presentada en el apéndice 5 y explore:

and integrating it with what they already have. They need especially to know how to ask people 

from other cultures about their beliefs, values and behaviours; these can be diffi  cult to explain 

because they are often unconscious. So intercultural speakers/mediators need skills of discovery 

and interaction:

Skills of discovery and interaction (savoir apprendre/faire): ability to acquire new knowledge of a 

culture and cultural practices and the ability to operate knowledge, attitudes and skills under the 

constraints of real-time communication and interaction.” (Ibid: 6) 

4. One´s own values and beliefs need to be made conscious, this is what   
     Byram refers to when he says:

 “Intercultural speakers/ mediators need a critical awareness of themselves and their values, as well 

as those of other people:

Critical cultural awareness (savoir s’engager): an ability to evaluate, critically and on the basis of ex-

plicit criteria, perspectives, practices and products in one’s own and other cultures and countries.

It is not the purpose of teaching to try to change learners’ values, but to make them explicit and 

conscious in any evaluative response to others. There is nonetheless a fundamental values posi-

tion which all language teaching should promote: a position which acknowledges respect for hu-

man dignity and equality of human rights as the democratic basis for social interaction.” (Ibid: 7) 

The role of the teacher is therefore to develop skills, attitudes and awareness of values 
just as much as to develop a knowledge of a particu lar culture or country, or of diff erent 
cultures within one’s own country. As Corbett puts it: “The intercultural agenda revolutio-
nizes the language curriculum […]. The intercultural curriculum focuses on the goal of 
intercultural exploration, description, mediation and empathy” (2007: 13)

Task 8
The purpose of this task is to analyse how a teaching sequence can lead to an un-

derstanding of language as an exponent of culture in order to develop intercultural 

competence in students.

1. Read the teaching sequence presented in Appendix 5 and fi nd out:

a. Which of the tasks presented to students are developing attitudes, knowledge 

and skills for intercultural competence?

b. How is intercultural competence present in the example response given by the 
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a. ¿Cuál de las tareas que se proponen a los alumnos desarrollan actitudes, conoci-

miento y estrategias de la competencia intercultural?

b. ¿Cómo está presente la competencia intercultural en la respuesta dada por el 

alumno en la tarea H que se propone en el apéndice 5? ¿Qué aspectos de la 

respuesta dada muestran que el alumno se está transformando en un mediador 

cultural?

2. Ponga en práctica los principios analizados en el punto anterior. Elija uno de los 

materiales de enseñanza que se proponen en las páginas 45 y 51 para utilizarlo en 

su contexto de enseñanza: 

3. Desarrolle un plan de clase que considere los componentes de la competencia in-

tercultural y los objetivos lingüísticos. La producción del alumno (tanto oral como 

escrita) debe ser fomentada como en la secuencia dada en el apéndice 5.

4. Ponga a prueba la secuencia en su propio contexto de enseñanza.

5. Analice la producción de los alumnos para identifi car aspectos que muestran com-

petencia intercultural.

(Recuerde llevar su plan de clase y el análisis de las producciones a su primera clase 

tutorial).

Actividad 9
El propósito de esta tarea es aprender sobre los desarrollos recientes en educación 

intercultural en la enseñanza del inglés

1. Visite el sitio http://www.teachingenglish.org.uk/download/books.shtml 

2. Descargue el Intercultural Resources pack publicado por el British Council de Sud 

América.

3. Seleccione una actividad que considere apropiada para sus alumnos. Justifi que su 

selección.

(Se espera que dedique por lo menos 2 horas a esta tarea. Lleve sus respuestas a la 

primera clase tutorial)

student to task H? What aspects of the response given show the student is be-

coming an intercultural mediator?

2. Choose from the teaching materials you have in this section of the unit one of the 

following: I am an African by Wayne Visser; War lyrics by Bob Marley; Car Accident 

from Youtube or The Promised Land by Fredrick Mulapa.

3. Devise a class plan considering intercultural components as well as linguistic ob-

jectives. Student production (both oral and written) should be fostered as in the 

sequence given in Appendix 5.

4. Try out the sequence in your own teaching context.

5. Analyse student production to identify aspects that show intercultural competence.

(Remember to take your plan and analysis of student production to your fi rst tutorial 

class)

Task 9
 The purpose of this task is to learn about recent developments in intercultural edu-

cation in ELT.

1. Visit: http://www.teachingenglish.org.uk/download/books.shtml 

1. Download the Intercultural Resources pack published by the British Council for 

South America.

2. Choose an activity that you consider appropriate for your learners. Give reasons for 

your choice.

(You are expected to spend at least 2 hours on this task. You are expected to take 

your answers to the second tutorial class)
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Evaluar la lengua con tareas 

En las secciones previas de esta unidad hemos visto que para poder evaluar lo que los 
alumnos saben, necesitamos determinar cómo aplican su competencia comunicativa al 
igual que su competencia intercultural cuando crean discurso. Este tipo de evaluación, 
basada en dar a los alumnos la chance de usar la lengua para propósitos genuinos en 
situaciones reales, es lo que se denomina evaluación de actuación (MacKay, 2006). Esto sig-
nifi ca que usaremos tareas para involucrar a los alumnos en una actividad cuyo foco es la 
signifi cación para poder evaluar así su habilidad para interactuar y negociar signifi cados.
¿A qué nos referimos cuando hablamos de tareas? 

Actividad 10
El propósito de esta tarea es leer qué es una tarea para decidir qué actividades se 

utilizarán en la evaluación.

1. Lea la sección "Enfoque comunicativo basado en tareas" del Diseño Curricular y 

desarrolle un mapa conceptual con la siguiente información:

a. Lo que distingue a una tarea de cualquier otra actividad.

b. Diferentes tipos de tareas que es posible encontrar.

c. Ejemplifi que tipos de tareas utilizando las secuencias didácticas presentadas en 

secciones anteriores.

(Se espera que le dedique por lo menos 30 minutos a esta tarea. Cuando haya con-

cluido prosiga con la sección siguiente de este módulo.)

Como habrá observado, las tareas están orientadas a un propósito e involucran a los 
alumnos en la comprensión y producción de signifi cados. Las tareas pueden incluir escu-
cha, habla, lectura o composición o una combinación de estas actividades.
Las tareas de uso de la lengua pueden involucrar una actividad extendida y compleja o 
pueden tener lugar en formas simples y asistidas.
Consideremos una serie de tipos de tareas que pueden incluirse en una evaluación por 
tareas.

On assessing language through tasks 

In the previous sections of this unit we have seen that in order to assess what students 
know we need to determine how they apply their communicative competence as well 
as their intercultural competence when creating discourse. This type of assessment that is 
based on giving students the chance to use language for real purposes in realistic situa-
tions is what we call performance assessment (MacKay, 2006). This means that we will be 
using tasks to engage students in meaning focused activity in order to assess their ability 
to interact and negotiate meanings. What do we mean by tasks?

Task 10 
The purpose of this task is to read about what tasks are so as to decide which ones 

we will use for assessment.

1. Read the section “Enfoque comunicativo basado en tareas” from the curriculum 

design and devise a mind map with the following information:

a. What distinguishes a task from any other activity.

b. Diff erent task types found.

c. Exemplify task types using the teaching sequences presented in the previous 

sections.

(You are expected to spend at least 30 minutes on this task. When you have fi nished 

proceed with the next section of this module.)

As we have seen, tasks are goal oriented and they engage learners in comprehending 
and making meanings. Tasks they may involve listening, speaking, reading or writing or a 
combination of these activities. 
Language use tasks may involve extended and complex activity or they may occur in sim-
ple supported ways.
Let us now consider a series of task types that can be included in task based assessment.
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Tareas para evaluar el habla 
 Luouma (2004) caracteriza una variedad de tareas de habla que pueden usarse para eva-
luación en pares (cuando se evalúa dos alumnos al mismo tiempo) o en entrevistas uno a 
uno (cuando se evalúa al alumno individualmente), a saber:

• Tareas de descripción: son aquellas en las que se requiere que los alumnos descri-
ban algo que conocen. Por ejemplo, en una situación uno a uno se les puede pedir 
a los alumnos que describan sus hogares, o sus mejores amigos, etc., mientras que 
en una tarea de evaluación en pares se les puede dar una par de fi guras similares 
para que describan sus fi guras a su compañero sin que su compañero vea para 
encontrar las diferencias entre las fi guras de ambos.

• Tareas de narración: implican contar una serie de eventos dándole a los alumnos 
fi guras o pidiéndoles que cuenten una anécdota personal. Esta tarea puede desarro-
llarse en evaluación de a pares cuando los alumnos cuentan la historia juntos, lo que 
plantea mayor demanda a los alumnos dado que agrega la negociación de signifi ca-
dos a la tarea al tiempo que deben extraer sentido de la historia para sí mismos.

• Tareas de instrucción: implican dar directivas e instrucciones para hacer que se 
comprenda un mensaje. Por ejemplo, se le pide a un alumno que dé directivas de 
cómo llegar a un determinado lugar o que le diga a alguien qué hacer (por ejemplo, 
limpiar la casa). En evaluación de a pares un alumno da las instrucciones mientras 
que el otro las sigue y luego pueden intercambiar roles. 

• Tareas de comparación y contraste: estas tareas, que son más complejas que las 
tareas de descripción, requieren que los alumnos comparen y contrasten la infor-
mación de fi guras o de cualquier otra fuente. Por ejemplo, los alumnos pueden 
encontrar diferencias entre fi guras o describir cómo un trozo de información deter-
minado difi ere de otro.

• Tareas de explicación y predicción: implican explicar los contenidos de un gráfi co 
o explicar un proceso. Este tipo de tareas es particularmente relevante para  ám-
bitos centrados en contenidos en los que se le pide a los alumnos que expliquen 
determinada información de diferentes fuentes.

• Tareas de decisión: involucran la discución para tomar decisiones. "they involve 
discussing the issue that the decision concerns from a number of perspectives 
and then making a decision… The speakers express their opinions about the 
concerns and justify them in order to air diff erent viewpoints before negotiating 
the conclusion” (Ibid). Estas tareas son interactivas y se pueden realizar con la 
docente,pero es preferible usarlas en evaluación en pares.

Tasks to assess the speaking 
Luouma (2004) refers to the following variety of speaking tasks that can be used both for 
paired assessment (when we assess two students at the same time) or one to one assess-
ment interviews (when we assess the student individually).

• Description tasks: those tasks in which students are required to describe some-
thing they know. For example in one to one situations students can be asked to 
describe their homes, or best friend, etc. while in paired assessment they might be 
given  similar pictures and they might have to describe their pictures to their part-
ners without their partners looking to fi nd out diff erences.

• Narrative tasks: they involve telling about a sequence of events by providing stu-
dents with pictures or asking them to tell about a personal story. This task can take 
place in paired assessment when students tell about a story together, which requi-
res more demands on students since it adds negotiation of meanings to the task as 
well as making sense of the story for themselves.

• Instruction tasks: they involve giving directions and instructions to get a message 
across. For example the student is requested to give directions in order to reach a 
certain place or telling someone else what to do (for example to clean the house). 
In paired assessment on student gives the instruction and the other follows them 
and then they exchange roles. 

• Comparing and contrasting tasks: these tasks, which are more complex than des-
cribing tasks, require students to compare and contrast information from pictures 
or any other source. For example, students might fi nd diff erences between pictures 
or describe how a certain information diff ers from another.

• Explaining and predicting tasks: they involve explaining the contents of a graph or 
explaining a process. This task type is particularly relevant for content based study 
settings in which students are asked to explain information from diff erent sources.

• Decision tasks: they “involve discussing the issue that the decision concerns from a 
number of perspectives and then making a decision… The speakers express their 
opinions about the concerns and justify them in order to air diff erent viewpoints 
before negotiating the conclusion”(Ibid: 151). These tasks are interactive and they 
can be carried out with the teacher but it is preferable to use them in paired asses-
sment.
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• Juego de roles y simulaciones: involucran la simulación de diferentes tipos de si-
tuaciones comunicativas o actuar un nuevo rol en una situación específi ca. Se pue-
den llevar a cabo tanto en evaluación en pares como en situaciones de evaluación 
uno a uno. 

• Tareas de reacción ante una situación: involucran la explicación de una determi-
nada situación y requieren una respuesta del alumno tal como "¿Qué decís en esa 
situación?" Se usan típicamente en evaluación uno a uno.

• Tareas de habla estructuradas: “they control quite closely what the examinees are 
going to say” (Ibid). Se le da al alumno una cartilla en la que tiene pistas sobre lo que 
tiene que decir.

Actividad 11
El propósito de esta tarea es analizar un ejemplo de evaluación oral de la lengua para 

reconocer los tipos de tareas que se utilizaron.

1. Mire el siguiente video de English Speaking Profi ciency test (Japan), accesible en el sitio>> 

http://www.youtube.com/watch?v=3JJM_HZPnLQ&mode=related&search>>. 

2. Rotule las tareas de acuerdo con la categorización establecida en el apartado 

"Tareas para evaluar el habla".

(Se espera que dedique no más de 30 minutos a esta tarea. Cuando haya terminado 

prosiga con la siguiente sección de esta unidad. Se espera que lleve sus respuestas a 

la primera clase tutorial).

Tareas para evaluar la escucha 
Buck (2001) describe una serie de tareas para evaluar la comprensión de información 
enunciada a un nivel semántico, la comprensión de la idea principal, la comprensión de 
detalles, la inferencia de signifi cados implícitos, claves contextuales, etc. Las siguientes ta-
blas han sido tomadas de Buck y muestran una lista de posibles tipos de tareas.

• Role plays and simulations: they involve the simulation of diff erent kinds of com-
munication situations or acting out a new role in a specifi c situation. It can be ca-
rried out both in paired assessment as well as in one to one assessment situations.

• Reacting in situations tasks: They involve an explanation of a certain situation and 

they request a response from the student such as “What do you say?” They are typi-

cally used in one to one assessment.

• Structured speaking tasks: “they control quite closely what the examinees are go-

ing to say” (Ibid: 158). The student is given a card in which they receive cues on what 

to say.

Task 11
The purpose of this task is to analyze an example of a spoken language test to recog-

nize the task types used.

1. Watch the following video from English Speaking Profi ciency test (Japan) and label 

the tasks according to the categorization established in this unit.

http://www.youtube.com/watch?v=3JJM_HZPnLQ&mode=related&search=

(Spend no longer than 30 minutes on this task. When you have fi nished proceed 

with the next section of this unit. You are expected to take your answers to the fi rst 

tutorial class).

Tasks to assess listening 
Buck (2001) describes a series of tasks to assess students´ understanding stated informa-
tion on a semantic level, understanding gist, understanding detail, inferring implicit me-
anings, context clues, etc. The following tables have been taken from Buck and they show 
a list of possible task types.
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Table 5.2. Tasks for testing understanding of literal meanings 

Body movement tasks

• Test-takers are given commands to move various body parts (raise your right hand, go to the 
door etc.).

• Simon says: test-takers are given commands to move various body parts (e.g. raise your right 
hand, go to the door etc.) and only do so if the command is preceded by ‘Simon says’.

• Test-takers are told to draw a certain object (e.g. draw a rose, draw a circle if you are a girl etc.).

Retention tasks

• Test-takers listen to two utterances and indicate whether they were the same or diff erent.

• Test-takers listen to an utterance and write it down. 

Picture tasks

• Test-takers listen to a statement, and then look at a number of pictures and indicate which 
represents the statement.

• Test-takers look at a picture and listen to a number of statements, and then choose which is 
relevant to the picture.

• Test-takers are given a pile of about ten pictures and listen to a series of utterances;
they have to choose a picture of the object mentioned in each utterance.
• Test-takers are shown a complex picture with many things happening in it, they hear a series 

of statements about the picture and indicate whether these are true or false.
• Test-takers look at four pictures labeled A, B, C and D, and listen to a series of utterance and 

indicate which picture each utterance applies to.
• Test-takers look at fi ve small pictures, listen to four short utterances, and select the picture 

being described in each utterance.
• Test-takers see a series of simple diagrams (e.g. lines, squares, rectangles, circles etc. arranged 

in a variety of patterns), listen to statements describing these, and indicate which diagram 
is being described.

Conversation tasks

• Test-takers listen to a statement followed by a response, and indicate A if the response was 
appropriate, and B if it was not.

• Test-takers listen to a question followed by three possible responses, and indicate which was 
the most appropriate.

• Test-takers listen to a statement followed by three possible continuations, and select the one 

that would continue the conversation best.

• Test-takers listen to a short dialogue (usually persons A, B and A again), and then listen to a 
short question about it, to which they choose one of three (or four) options (usually written 
in a booklet).
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Self-evident comprehension tasks
• Test-takers are given a series of statements and asked to indicate whether they are true or false 

(e.g. the snow is white, Paris is in Spain).
• Test-takers listen to statements made about some sort of visual (or object), and indicate whe-

ther they are true or false.

Table 5.3. Tasks for going beyond local literal meanings 

Understanding gist
• Test-takers listen to recordings from the radio, and indicate what type of programme they are 
listening to.
• Test-takers listen to a description of a person, place or thing they are all familiar with, and write 
down its name, or what it is (perhaps in their native language).
General passage comprehension
• Test-takers listen to a monologue or dialogue, and then answer a number of multiple-choice 
questions (either spoken or written questions).
• Test-takers listen to a monologue or dialogue, and then answer a number of short-answer 
comprehension questions on it.
• Test-takers listen to a short talk or lecture, read a number of statements and select which are 
correct given the talk.
• Test-takers listen to a short talk or lecture and answer comprehension ques tions on it.
• Test-takers listen to a short talk or lecture, and then read a short summary of it in which some 
words or phrases have been deleted and replaced with blanks; they fi ll in the blanks with con-
tent appropriate to the talk.
Information transfer tasks
• Test-takers are given a map and a starting point, they follow directions on the map, and then 
indicate the destination (the instructions can be extremely complex and as an example Heaton 
(1990) recommends listening to a de scription of a robbery and then following the police cha-
se, periodically indicating where the robbers are).
• Test-takers listen to an announcement of some information (e.g. a timetable or result of a 

competition) and fi ll in the information in a grid.

• Test-takers are given a goal (e.g. arrive in Paris before midnight, solve a problem), they listen to 
an announcement or explanation, fi nd the informa tion necessary to complete their goal, and 
then do the task.
• Test-takers listen to a person on the telephone and take a message according to the speaker’s 
instructions.
• Test-takers look at a picture (e.g. a street scene, a room) and draw in objects or other details ac-
cording to instructions (draw a table and two chairs in front of the café; draw a vase of fl owers 
on top of the table); this can be expanded into a narrative (or dialogue).
• Test-takers see a series of pictures and listen to a talk or discussion and then classify the pic-
tures based on that.

Adapted from Valette (1977) and Heaton (1990)
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Tareas para evaluar lectura 

Actividad 12
El propósito de esta actividad es inferir conclusiones sobre cómo la lectura y la escucha 

pueden evaluarse de maneras similares utilizando tareas que involucran la comprensión.

1. Utilice las tablas presentadas para escucha y adáptelas para lectura. ¿Hay algún 

otro tipo de tarea que quisiera incluir?

(Se espera que le dedique por lo menos 30 minutos a esta tarea. Cuando haya fi nali-

zado prosiga con la sección siguiente de este módulo. Recuerde llevar las respuestas 

a su primera clase tutorial)

Tareas para evaluar composición 
La producción escrita en la escuela secundaria requiere de tareas que brinden un soporte a los 
alumnos proporcionándoles el bagaje de conocimiento necesario y estableciéndose un propósi-
to para escribir. Este es el motivo por el cual la categorización de Weir (1993) de tareas controladas 
resulta particularmente relevante para nuestro contexto de enseñanza. Por medio de estas tareas 
los alumnos deben responder o transferir información dada desde diferentes fuentes.

a. Responder como un interlocutor a un texto oral o escrito (con y sin pistas sobre la respues-
ta que se debe proporcionar). Por ejemplo,  contestar una carta, dar una opinión sobre un 
fi lm, etc.

b. Trabajar con información dada en forma de tabla: los alumnos podrán tener que des-
cribir, comparar, narrar para diferentes propósitos y en diferentes tipos de géneros.

c.  Responder usando información dada de una variedad de fuentes tanto lingüís-
ticas como no lingüísticas (imágenes, gráfi cos, notas, diálogos cortos, poemas, 
fi lms,  canciones) por medio de un texto que usa información dada para diferentes 
propósitos y en diferentes tipos de géneros. Por ejemplo, de mapas del tiempo los 
alumnos escriben un pronóstico que leen en la radio.

d. Tareas de transferencia de información: utilizando información de fuentes no ver-
bales (imágenes, gráfi cos, mapas, fotos) y transfi riéndola a lengua escrita para una 
variedad de propósitos y en diferentes géneros.

Tasks to assess reading 

Task 12
The purpose of this task is to draw conclusions on how listening and reading can be 

assessed similarly through tasks involving comprehension.

1. Use the charts presented for listening and adapt them to reading. Is there any 

other task type that you would like to include?

(You are expected to spend at least 30 minutes on this task. When you have fi nished 

proceed with the next section of this module. Remember to take your answers to the 

fi rst tutorial class).

Tasks to assess writing 
Written production in secondary school requires tasks that support students providing the neces-
sary background knowledge and that establish the purposes for writing. This is why Weir´s (1993) 
categorization of controlled tasks is particularly relevant for our teaching context by means of 
which students have to respond to or transfer given information from diff erent sources.

a. Responding as an interlocutor to a specifi c oral or written passage (with and 
without cues on the answer that should be provided). Ex. Answering a letter, giving 
an opinion on a fi lm, etc.

b. Responding to information given in chart form: in which students might have to 
describe, compare or narrate for diff erent purposes and in diff erent genre types.

c.  Responding by using information given from a variety of sources both linguistic 
and non linguistic (pictures, graphs, notes, short dialogues, poems, fi lms, songs) 
through a new text that uses the information given for diff erent purposes and in di-
ff erent genre types. Ex. From maps of the weather students write down the weather 
forecast that was read on the radio.

d. Information transfer tasks: using information from non verbal sources (pictures, 
graphs, maps, photos) and transferring it into written language for a variety of pur-

poses and in diff erent genres.
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La integración de la lengua oral y escrita en la evaluación de la lengua 

Actividad 13
El propósito de esta actividad es aplicar los conceptos presentados en esta parte del 

módulo. 

1. Lea la evaluación escrita consignada en el apéndice 6 para el proyecto "Children"  

de 1.1. y analice los tipos de tareas presentados. Responda a las siguientes pregun-

tas:

a. ¿Qué tareas se utilizan? ¿Qué habilidades cubren?

b. ¿Qué contenido está evaluando la docente?

c. ¿Se trata a la lengua como discurso? ¿Por qué?

d. ¿Qué expectativas de logro del Diseño Curricular está midiendo la docente?

2. Desarrolle una evaluación oral sumativa para el proyecto "Children" presentado en la 

sección 1.1. Utilice la información que tiene en el proyecto para desarrollar las tareas.

(Se espera que le dedique por lo menos 2 horas a esta tarea. Recuerde llevar sus 

respuestas a la primera clase tutorial).

Actividad de autoevaluación  
El propósito de esta actividad es que usted refl exione sobre SU PROPIA experiencia 

como docente-alumno en el transcurso de la lectura de esta unidad del módulo. 

Luego, prepare un texto para presentar en la clase tutorial. Responda las siguientes 

preguntas.

1. Contenidos de esta unidad

• Las ideas principales presentadas en esta unidad son…

• Las ideas que me parecen particularmente relevantes para enseñar son… por-

que…

• Necesito leer más sobre las siguientes cuestiones:

2. Habilidades de resolución de problemas

• La tarea/tareas que encontré particularmente difíciles de realizar fue/fueron 

centralmente… porque…

• Al hacer las tareas puede…

• Pienso que necesito… para mejorar en la resolución de las tareas.

Integrating oral and written language in testing 

Task 13
The purpose of this task is to apply the concepts presented in this part of the mo-

dule. 

1. Read the written test in Appendix 6 for the project “Children”  in 1.1. and analyze 

the task types presented. Try answering the following questions:

a. What tasks are being used? What skills are being covered?

b. What content is the teacher assessing?

c. Is language treated as discourse? Why?

d. What attainment goals from the curriculum design is the teacher measuring?

2. Devise a summative oral test for the project “Children” presented in section 1.1. Use 

the information you have on the project to devise the tasks. 

(You are expected to spend at least 2 hours on this task. Remember to take your 

answers to the fi rst tutorial class)

Self Assessment Task
The aim of this task is to help you refl ect upon YOUR own experience as a student 

teacher while reading this unit of the module and to prepare yourself for the tutorial 

class. You can take as much time as you need to complete the following questions.

1. Contents of this unit

• The main ideas presented in this unit are:…

• The ideas I found particularly relevant for my teaching are… because…

• I need to read further on the following issues:…

2. Problem solving skills

• The task/ tasks I found diffi  cult to perform was/were… mainly because…

• By performing the tasks I feel I could…

• I feel I need to… in order to improve my solving the tasks.
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3. Práctica de lengua

• Mientras leo esta unidad pienso que mi inglés… porque…

• Mientras resuelvo las tareas pienso que mi inglés… porque…

3. Language practice

• While reading this unit I feel my English… because…

• While solving the tasks I feel my English ... Because…
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Evaluación del aprendizaje y 
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Unidad 2

Evaluación del aprendizaje 
y el aprendizaje 

Propósitos 

El propósito de esta unidad es analizar la naturaleza multidimensional de la evaluación y 
la enseñanza.

Objetivos 

Se espera que al fi nalizar esta unidad Usted pueda:
• Distinguir diferentes tipos de tareas.
• Analizar y diseñar proyectos para ES por medio de un enfoque centrado en tareas.
• Desarrollar instrumentos de evaluación en proceso.
• Relacionar otras áreas del currículum con la enseñanza del inglés en el desarrollo de 

proyectos para la alfabetización y la evaluación.
• Identifi car los conceptos clave presentados en el texto del Diseño Curricular en 

relación con la planifi cación y la evaluación.
• Aplicar los conceptos clave presentados para las etapas de planifi cación, enseñan-

za, evaluación y refl exión.

Unit 2

Assessment of learning and for learning 

Aims 

The aim of this unit is to analyse assessment and teaching as mutlidimentional in nature.

Objectives 

At the end of this unit you should be able to:
• Distinguish diff erent types of tasks according to their features.
• Analyse and design projects for ES through a task-based approach.
• Develop process evaluation instruments.
• Relate other areas of the curriculum to language teaching in the development of 

projects for literacy development and assessment.
• Identify the key concepts presented in the text of the English curriculum with refe-

rence to project planning and assessment.
• Apply the key concepts presented to planning, teaching, assessment and refl ection 

stages
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Contenidos

La evaluación del proceso y su relación con la enseñanza. La evaluación del producto y 
su relación con la enseñanza. Análisis y diseño de instrumentos de evaluación de proceso 
y producto. La relación de la evaluación con otros elementos de la planifi cación áulica. 
Criterios de evaluación. 

Palabras clave 
Tarea – proyecto – sumativo – formativo – proceso – producto – criterios – interlengua – 
error – portfolio – escálas analíticas y holísticas

Evaluación del aprendizaje y para el aprendizaje 

"Would you tell me, please, which way I ought to go from here?"

"That depends a good deal on where you want to get to," said the Cat.

Alice´s Adventures in Wonderland de Lewis Carroll

La evaluación por medio de proyectos en la clase 
El trabajo por proyectos es una metodología de enseñanza que permite diferentes tipos 
de evaluación, tanto formativa como sumativa. ¿Qué es el trabajo por proyectos?

Actividad 15
El propósito de esta tarea es focalizarse en el concepto de planifi cación por proyec-

tos, cómo se desarrollan los proyectos y comprender las implicancias de la planifi ca-

ción por proyectos para la evaluación.

1. Lea "La planifi cación por proyectos" del Diseño Curricular y luego refi érase al 

extracto bibliográfi co extraído de: Bülen, Alan y  Fredricka L. Stoller. "Maximizing 

Contents 

Project planning in task based learning. Features and components of project planning. 
The use of crosscurricular content in the development of projects (CLIL). The integration of 
macro skills in teaching sequences and the use of instruction and assessment materials in 
project planning. Process and product based evaluation in project development (forma-
tive and summative assessment). The analysis of production: treatment of error in written 
and spoken production for interlanguage development.

Key terms 
Task – project – summative – formative – process – product – criteria – interlanguage – 
error – portfolio – analytic/holistic scales

Assessment of learning and for learning 

“Would you tell me, please, which way I ought to go from here?”

“That depends a good deal on where you want to get to,” said the Cat.

(Taken from: Alice´s Adventures in Wonderland by Lewis Carroll)

Assessing throughout classroom projects 
 Project work is a teaching methodology that allows for diff erent kinds of assessment both 
formative and summative.

Task 15
 The purpose of this task is to focus on the concept of project planning, how projects 

are developed and to understand the implications of project planning for assessment.

1. Read “La planifi cación por proyectos” from the curriculum design and then re-

fer to the following extract taken from: Bülent Alan and Fredricka L. Stoller. 2005. 
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the Benefi ts of Project Work in Foreign Language Classrooms”. En ELT Forum, 2005/

4,  2005 en el Apéndice 7

2. ¿Cómo se desarrollan los elementos de un proyecto que menciona el Diseño 

Curricular en los pasos que describen Bülen y Stoller?

(Se espera que le dedique 60 minutos a esta tarea. Cuando haya terminado prosiga 

con la sección siguiente de este módulo. Recuerde llevar sus respuestas a la segunda 

clase tutorial.)

La planifi cación por proyectos está siendo crecientemente vinculada a Aprendizaje 
Integrado de Contenido y Lengua (AICLE) (Content and Language Integrated Learning 
– CLIL). Este término describe tanto el aprendizaje de un contenido areal por medio de 
la lengua extranjera como el aprendizaje de la lengua extranjera al estudiar contenido 
areal. Como explica Graddol (2006) "teaching curriculum subjects through the medium 
of English means that teachers must convey not only the subject content and disciplinary 
language but also the practical problem-solving, negotiations, discussions and classroom 
management in ways that characterise disciplinary pedagogic practices.” AICLE es un 
campo en desarrollo y atraerá la atención de un vasto número de educadores de todo el 
del mundo en la próxima década. La enseñanza de contenido areal e inglés de un modo 
integrado parece ser altamente motivante para los alumnos en tanto no están aprendiendo 
sobre el inglés, sino produciendo inglés por medio de tareas de uso genuino de la lengua 
para aprender sobre otras áreas (Deller yPrice, 2007).  Además, las metodologías basadas 
en contenidos parecen preparar mejor a los alumnos para la vida académica y laboral.

Actividad 16
El propósito de esta tarea es analizar cómo la evaluación para aprender se utiliza en 

el trabajo con proyectos.

Situación 

Un grupo de alumnos de 2º año ES están desarrollando un proyecto sobre "Men and 

Women". Se espera que los alumnos escriban una historia que aparecerá en un libro 

que la clase publicará llamado "Men and Women". 

Maximizing the Benefi ts of Project Work in Foreign Language Classrooms. In ELT 

Forum 2005/4 in Appendix 

2. How are the elements of projects that the curriculum design mentions developed 

in the stages proposed by Alan and Stoller?

(You are expected to spend at least 60 minutes on this task. When you have fi nished 

proceed with the next section of this module. Remember to take your answers to the 

second tutorial class. )

Project planning is increasingly beeing related to Content and Language Integrated 
Learning (CLIL). This term describes both learning another content subject through the 
medium of a foreign language and learning a foreign language by studying content sub-
ject matter. As Graddol (2006) explains “teaching curriculum subjects through the medium 
of English means that teachers must convey not only the subject content and disciplinary 
language but also the practical problem-solving, negotiations, discussions and classroom 
management in ways that characterise disciplinary pedagogic practices.” CLIL is a develo-
ping fi eld and is likely to attract the attention of a vast number of educators all over the 
world in the next decade. Teaching content and English in an integrated way seems to 
be highly motivating for learners in that they are not learning about English but rather by 
producing English in genuine language use tasks to learn about other subjects (Deller and 
Price, 2007). Also, it seems that Content based methodologies better prepare students for 
the demands of work and academic life.

Task 16
The purpose of this task is to analyze how assessment for learning is used in project 

work

 

Situation 

A group of 2nd ES students are developing a project on “Men and Women”. Students are expec-

ted to write down a story that will appear in a book that the class will publish called “Men and 

Women”. 
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1. Analice el plan de clase del proyecto presentado por la docente que se 
encuentra en el Apéndice 8
• Establezca los componentes del proyecto (tópico, contenidos, rol del 

alumno, producción, etc.)
• ¿Por qué sigue un enfoque AICLE? ¿Cómo nos damos cuenta?
• Dibuje un esbozo de los pasos que la docente seguirá durante la clase.
• ¿Cómo se condujo a los alumnos a la producción fi nal o tarea fi nal?

2. Analice algunas de las producciones de los alumnos. ¿Por qué podemos 
decir que ha habido aprendizaje?

3. Desarrolle una evaluación sumativa oral para ser usada con estos alumnos 
al fi nal del proyecto.

(Se espera que  le dedique por lo menos 3 horas a esta tarea. Cuando haya 
terminado prosiga con la sección siguiente de este módulo. Recuerde llevar 
sus respuestas a la segunda clase tutorial).

Actividad 17
El propósito de esta actividad es aplicar su conocimiento sobre proyectos al diseño 

de un proyecto específi co para su contexto de enseñanza.

1. Diseñe un proyecto llamado "Travelling Places" que implique trabajar con un en-

foque AICLE.

a. Deberá presentar a la lengua como discurso y desde una perspectiva intercultural.

b. Deberá enseñar y evaluar contenido del Diseño Curricular.

c. Intente incluir materiales auténticos de diferentes medios (video, texto, internet, etc.) 

d. Planifi que cuándo evaluar la lengua y cómo.

(Cuando haya concluido prosiga con la siguiente sección de este módulo. Recuerde 

llevar sus respuestas a la segunda clase tutorial).

La evaluación formativa 

Gran parte de la evaluación que se lleva a cabo en nuestras clases se realiza de forma 
continua combinando estrategias  a lo largo del tiempo  para evaluar la producción de un 
alumno, determinar su progreso y ayudarlo a seguir aprendiendo. Es a lo que se denomina 

1. Analyze the class plan for the project presented by the teacher enclosed in 
Appendix 8.
• State the components of the project (topic, content, student role, outcome, 

etc.).
• Why does it follow a CLIL approach? How do you know?
• Draw a sketch of the steps the teacher followed with the class.
• How were the students led to the outcome or fi nal task?

2. Analyse some of the students´productions. Why can we say there has been learning?
3. Develop a summative oral test to be used with the students at the end of this project.

(You are expected to spend at least 3 hours on this task. When you have fi nished pro-
ceed with the next section of this module. Remember to take your answers to the 
second tutorial class. )

Task 17
The purpose of this task is to apply your knowledge of projects to the design of a 

specifi c project for your teaching context

1. Design a project called “Travelling Places” which involves working with a CLIL 

approach.

a. You should present language as discourse from an intercultural perspective.

b. You should be teaching and assessing content from the curriculum design.

c. Try including authentic materials from diff erent modes (video, text, internet, 

etc)

d. Plan when to assess language and how.

(When you have fi nished proceed with the next section of this module. Remember 

to take your answers to the second tutorial class).

Formative assessment 

Much of the assessment that is carried out our classes is done continuously combining 
strategies over time to assess a student´s performance to determine their progress and 
help them keep learning. It is what we call “assessment for learning” In this respect, Barrett  



DGCyE | Subsecretaría de Educación

88 89

Introducción al Diseño Curricular ES 2 | Inglés

evaluación para el aprendizaje" (assessment for learning). En este sentido, Barrett categóri-
camente afi rma que la investigación nos está mostrando evidencia creciente de su impac-
to positivo en el aprendizaje y la enseñanza. Para que esto ocurra, la autora se refi ere a una 
lista de principios de evaluación para el aprendizaje basados en investigación y dice:

"The following are 10 research-based principles of Assessment for Learning (AfL) to guide class-

room practice: 

• AfL should be part of eff ective planning of teaching and learning

• AfL should focus on how students learn

• AfL should be recognized as central to classroom practice

• AfL should be regarded as a key professional skill for teachers

• AfL should be sensitive and constructive because any assessment has an emotional impact

• AfL should take account of the importance of (and foster) learner motivation

• AfL should promote commitment to learning goals and a shared understanding of the criteria 

by which they are assessed

• AfL develops learners' capacity for self-assessment so that they can become refl ective and self-

managing

• AfL should recognize the full range of achievements of all learners

• Learners should receive constructive guidance about how to improve [Assessment Reform 

Group, 2002, p. 2]

According to Davis, Arbukle, and Bonneau (2004), 
“Assessment for learning is ongoing, and requires deep involvement on the part of the learner in 

clarifying outcomes, monitoring on-going learning, collecting evidence and presenting evidence 

of learning to others” (p. 1). They further pointed out that assessment directly supporting learning 

has fi ve key characteristics: 

• learners are involved so a shared language and understanding of learning is developed,

• learners self-assess and receive specifi c, descriptive feedback about the learning during the 

learning,

• learners collect, organize, and communicate evidence of their learning with others,

• instruction is adjusted in response to ongoing assessment information, and

• a safe learning environment invites risk taking, encourages learning from mistakes, enables 

focused goal setting, and supports thoughtful learning. " [Barrett, 2007] 

categorically asserts that research is showing increasing evidence of its positive impact on 
learning and teaching. For that to happen, she referst to a list of research based principles 
of Assessment for Learning (AfL). She says:

“The following are 10 research-based principles of Assessment for Learning (AfL) to guide class-

room practice: 

• AfL should be part of eff ective planning of teaching and learning

• AfL should focus on how students learn

• AfL should be recognized as central to classroom practice

• AfL should be regarded as a key professional skill for teachers

• AfL should be sensitive and constructive because any assessment has an emotional impact

• AfL should take account of the importance of (and foster) learner motivation

• AfL should promote commitment to learning goals and a shared understanding of the criteria 

by which they are assessed

• AfL develops learners' capacity for self-assessment so that they can become refl ective and self-

managing

• AfL should recognize the full range of achievements of all learners

• Learners should receive constructive guidance about how to improve (Assessment Reform 

Group, 2002, p. 2)

According to Davies, Arbuckle, and Bonneau (2004), 
“Assessment for learning is ongoing, and requires deep involvement on the part of the learner in 

clarifying outcomes, monitoring on-going learning, collecting evidence and presenting evidence 

of learning to others” (p. 1). They further pointed out that assessment directly supporting learning 

has fi ve key characteristics: 

• learners are involved so a shared language and understanding of learning is developed,

• learners self-assess and receive specifi c, descriptive feedback about the learning during the 

learning,

• learners collect, organize, and communicate evidence of their learning with others,

• instruction is adjusted in response to ongoing assessment information, and a safe learning en-

vironment invites risk taking, encourages learning from mistakes, enables focused goal setting, 

and supports thoughtful learning. “ [Barrett, 2007]
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Actividad 18
El propósito de esta tarea es comenzar a refl exionar sobre las formas en que le pro-

porcionamos a nuestros alumnos retroalimentación útil para el aprendizaje.

1. Vuelva al proyecto de esta unidad: "Men and Women" y responda las siguientes 

preguntas:

a. ¿Qué retroalimentación se brindó a los alumnos en el proceso? 

b. ¿Qué instrumentos utilizó la docente para ayudarlos a seguir aprendiendo?

(Se espera que le dedique no más de 30 minutos a esta tarea. Cuando haya termina-

do prosiga con la sección siguiente de este módulo. Cuando haya terminado vuelva 

a sus notas y refl exione en torno a sus respuestas)

La puesta en práctica de la evaluación formativa 
Los docentes utilizan una cantidad de diferentes técnicas para llevar a cabo la evaluación 
para el aprendizaje. A continuación se muestran algunos de los instrumentos clave de la eva-
luación formativa que se utilizan a diario en nuestras aulas y que promueven el aprendizaje:

a. Observación
b. Evaluación en la interacción de clase
c. Conferencias con los alumnos
d. Portfolios
e. Producciones de los proyectos 
f. Devolución de pares
g. Autoevaluación

a. Observación
En relación con la observación, podemos distinguir la observación Incidental de la obser-
vación planifi cada. Respecto de estos dos tipos de observación, McKay señala:

Incidental observation happens as part of teaching, as teachers move around to observe and 

work with children during teaching activities. Incidental observation occurs as the teacher circula-

tes among students who are engaged in classroom tasks and activities. … Incidental observation 

can take place, for example, during oral interaction, during the drafting process in writing, and 

Task 18
The purpose of this task is to start refl ecting on how we give useful feedback for 

learning.

1. Go back to the project in this unit: “Men and Women”, answer these questions:

a. What feedback were students given in the process? 

b.What instruments did the teacher use to help them keep learning?

(You are expected to spend no longer than 30 minutes on this task. When you have 

fi nished proceed with the next section of this module. When you have fi nished, 

come back to your notes and refl ect on your answers )

How is formative assessment carried out? 
Teachers have used a number of diff erent techniques to carry out assessment for learning. 
The following are some  of the key instruments of continuous formative assessment that 
are currently used in our classrooms and that foster learning:

a. Observation
b. On-the-run assessment
c. Conferences with students
d. Portfolios
e. Outcomes of projects and contracts of work
f. Peer feedback

g.  self evaluation

a. Observation
As regards observation, we can distinguish Incidental observation from Planned observa-
tion With reference to these two types of observation, McKay points out that:

Incidental observation happens as part of teaching, as teachers move around to observe and 

work with children during teaching activities. Incidental observation occurs as the teacher circula-

tes among students who are engaged in classroom tasks and activities. … Incidental observation 

can take place, for example, during oral interaction, during the drafting process in writing, and 
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during reading, when there is a feedback and support process about the reading, and when ques-

tions and discussions take place on reading. […] 

Planned observation can involve a number of techniques. Teachers may watch children’s perfor-

mance in tasks and activities in the classroom and take notes of what they see in a regular and 

systematic way. They may use observation checklists or rating scales. These checklists may be 

developed externally (see the following section) or may be developed by teachers for their own 

particular purposes. [McKay, 2006] 

b. Evaluación en la interacción de clase
Esta evaluación es la que tiene lugar mientras los docentes enseñamos. Es el tipo de 
evaluación que andamia la producción del alumno y que provee a los alumnos de retroa-
limentación útil para el desempeño. Este tipo de evaluación toma en cuenta la naturaleza 
interactiva de la producción del alumno y como señala McKay:

 “Intervention might involve questioning, seeking clarifi cation and pushing some learners forward in 

their understanding and language learning (Rea-Dickins, 2001, p. 437-8). Scaff olding of learning takes 

place during this process. The following checklist of scaff olding strategies shows the range of ways that 

teachers might be intervening as they teach, and thus the way that they can be both monitoring and 

responding to children’s performance as they participate in on-the-run assessment”. [McKay, 2006] 

El docente puede construir una fi cha de trabajo para abordar un problema en particular 
(ej: estos jóvenes no han internalizado el vocabulario sufi ciente vinculado con el tema y en 
consecuencia necesitan hacer un ejercicio en una hoja de trabajo u otras actividades con 
la docente). Por otra parte, la información puede darle al docente sufi ciente información 
para saber que toda la clase necesita más revisión y más modelos de un género en particu-
lar, por ejemplo. Estos procesos cíclicos en el aula indican cómo usualmente la enseñanza 
y la evaluación se trabajan juntas como un proceso uno a uno en lugar de ser procesos 
separados.

c. Conferencias
Implican dialogar con los alumnos sobre su trabajo por medio de una charla focalizada en 
trabajos individuales elicitando explicativo respuestas de los alumnos. Esto se realiza para 
evaluar el progreso de los alumnos y para ayudarlos a refl exionar sobre su propia produc-
ción para obtener una devolución informada sobre la misma.

during reading, when there is a feedback and support process about the reading, and when ques-

tions and discussions take place on reading. […]

Planned observation can involve a number of techniques. Teachers may watch children’s perfor-

mance in tasks and activities in the classroom and take notes of what they see in a regular and 

systematic way. They may use observation checklists or rating scales. These checklists may be 

developed externally (see the following section) or may be developed by teachers for their own 

particular purposes. [Mckay, 2006]

b. On-the-run assessment
This is the type of assessment that takes place as teachers are teaching.It is the type of 
assessment that scaff olds student performance and that provides useful feedback for 
learners. This type of assessment  takes into account the interactive nature of student per-
formance and as McKay points out:

 “Intervention might involve questioning, seeking clarifi cation and pushing some learners forward in 

their understanding and language learning (Rea-Dickins, 2001, p. 437-8). Scaff olding of learning takes 

place during this process. The following checklist of scaff olding strategies shows the range of ways that 

teachers might be intervening as they teach, and thus the way that they can be both monitoring and 

responding to children’s performance as they participate in on-the-run assessment.” [McKay, 2006]

The teacher might construct a worksheet to deal with a particular problem (these 
children have not internalized enough vocabulary to do with the theme, and therefore 
they need to do picture-matching on a worksheet, and other activities with the teacher). 
Alternatively, the information may give the teacher enough information for her to realize 
that the whole class needs more revision and modeling of a particular genre (for example). 
These kinds of cyclical processes in the classroom indicate very strongly how teaching and 
assessment often work together as one process in classroom assessment, rather than as 
separate processes.

c. Conferences
These involve talking with students about their work through a focused discussion on indi-
vidual pieces of work and eliciting responses from students. This is done to assess student 
progress or to help students refl ect on their own performances and get informed feedback 
on them.
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d. Portfolios
Los portfolios se han difundido extensivamente en los últimos años por el impacto que 
han tenido en la enseñanza de la lengua escrita. Hoy, el concepto de portfolio se ha exten-
dido a otras áreas del desempeño de los alumnos y no simplemente a composición.

 “Portfolios are collections of a students work prepared over a period of time. They may include 

drawings, written pieces, audio tapes of performances, photographs of artwork (preferably with 

related language samples, for example, a written piece or a short interview with another child 

about what it is and how it was made); children’s self-evaluation sheets, and so on. The use of 

portfolios becomes an assessment strategy when there are plans to select tasks for assessment 

and collection, and when materials are systematically collected.

[…] They provide a basis by which teachers can accumulate a record of children’s achievement 

over time, motivate learning and discuss progress with others. 

Portfolios may be process portfolios, archival portfolios or aggregated portfolios (Puckett and 

Black, 2000). Process portfolios follow a student’s growth from day to day, address short-term goa-

ls and evaluate current performance. It is work in progress. Process folders are also what teachers 

simply call their ‘folders’ on each child. Archival portfolios contain selected products from the pro-

cess portfolio that are deemed to illustrate the child’s ability. These are selected at regular intervals 

(three or four times during the year). This portfolio provides the basis for summative assessment 

(e.g., it can be used to check achievement of objectives, outcomes or performance standards) 

and can also be forwarded to the next teacher at the end of the year. The aggregated portfolio 

is a class portfolio that includes, for example, representative work samples from each student’s 

portfolio and sum-maries of class records. It is concerned with evidence for accountability and 

for evaluation of the programme. Weigle (2002) has evaluated the assessment of writing (of older 

learners) through portfolios in relation to Bachman and Palmer’s six qualities of test usefulness.

In academic settings in particular, portfolio assessment has the potential for greater construct va-

lidity, authenticity, interactiveness and impact, and thus may be an attractive choice for assessing 

writing. Portfolio assessment is also especially appropriate for infer nal [classroom] assessment 

where classroom teachers want as close a link as possible between instruction and assessment, 

and reliability is not a major factor. (Weigle, 2002) 

Hoy en día los portfolios electrónicos se están convirtiendo en importantes herramientas 
para los alumnos, los docentes y las escuelas para evaluar la producción de los alumnos a 
lo largo del tiempo y mucho se está escribiendo en relación con ello. Como explica Barrett, 
un portfolio electrónico es:

d. Portfolios
Portfolios have become extensively known in the last years through the impact they have 
had on the teaching of written language. Today, the concept of portfolio has extended to 
other areas of student performance and not simply writing.

 “Portfolios are collections of a students work prepared over a period of time. They may include 

drawings, written pieces, audio tapes of performances, photographs of artwork (preferably with 

related language samples, for example, a written piece or a short interview with another child 

about what it is and how it was made); children’s self-evaluation sheets, and so on. The use of 

portfolios becomes an assessment strategy when there are plans to select tasks for assessment 

and collection, and when materials are systematically collected.

[…] They provide a basis by which teachers can accumulate a record of children’s achievement 

over time, motivate learning and discuss progress with others. 

Portfolios may be process portfolios, archival portfolios or aggregated portfolios (Puckett and 

Black, 2000). Process portfolios follow a student’s growth from day to day, address short-term goa-

ls and evaluate current performance. It is work in progress. Process folders are also what teachers 

simply call their ‘folders’ on each child. Archival portfolios contain selected products from the pro-

cess portfolio that are deemed to illustrate the child’s ability. These are selected at regular intervals 

(three or four times during the year). This portfolio provides the basis for summative assessment 

(e.g., it can be used to check achievement of objectives, outcomes or performance standards) 

and can also be forwarded to the next teacher at the end of the year. The aggregated portfolio 

is a class portfolio that includes, for example, representative work samples from each student’s 

portfolio and sum-maries of class records. It is concerned with evidence for accountability and 

for evaluation of the programme. Weigle (2002) has evaluated the assessment of writing (of older 

learners) through portfolios in relation to Bachman and Palmer’s six qualities of test usefulness.

In academic settings in particular, portfolio assessment has the potential for greater construct va-

lidity, authenticity, interactiveness and impact, and thus may be an attractive choice for assessing 

writing. Portfolio assessment is also especially appropriate for infer nal [classroom] assessment 

where classroom teachers want as close a link as possible between instruction and assessment, 

and reliability is not a major factor. (Weigle, 2002) 

Today electronic portfolios are becoming an important tool for students, teachers and 
schools to assess student performance through time and much is being written on the 
issue. As Barrett explains, an electronic portfolio is:
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 “a collection of authentic and diverse evidence, drawn from a larger archive representing what a per-

son or organization has learned over time, on which the person or organization has refl ected, and 

that is designed for presentation to one or more audiences for a particular rhetorical purpose.

An electronic portfolio uses technologies as the container, allowing students or teachers to collect 

and organize portfolio artifacts in many media types (audio, video, graphics, text). Hypertext links 

organize the material, connecting evidence to appropriate outcomes, goals, or standards (Barrett, 

2001). Table 1 is a chart that identifi es the development processes identifi ed in the portfolio literature, 

and the technological strategies that enhance those processes. (Barret, 2003, 2004b, 2007)

e. Producciones de los proyectos
Como lo sugieren Bülen y Stoller (2005), se espera que alumnos y docente refl exionen al 
fi nalizar un proyecto sobre varias cuestiones: "the language mastered and the subject matter 
acquired during the project. In addition, students are asked to make recommendations that 
can be used to enhance similar projects in the future. It is during this stage that teachers 
provide students with feedback on their language and content learning”.

f. Devolución de pares
La devolución dada por los pares en relación con tareas de escritura parece ser particular-
mente efectiva tanto para quienes proporcionan la devolución como quienes la reciben 
(Rollinson, 2005). Aún cuando pueda parecer que insume mucho tiempo en una clase, es 
una herramienta valiosa para que todos los alumnos desarrollen una conciencia sobre su 
conocimiento pragmático y sistémico dado que la devolución requiere que los alumnos 
vean la lengua desde una perspectiva diferente y aquellos que reciben la devolución, la 
ven como la devolución que hace un lector genuino. Esto es lo que hace que todo el pro-
ceso sea signifi cativo para todos los alumnos.

g.  Autoevaluación
Evaluar las propias debilidades y fortalezas es un paso necesario en una clase que intenta de-
sarrollar habilidades de autonomía. Beckett y Slater (2005) se refi rieron a su impacto positivo 
en un trabajo de proyecto por medio de un enfoque que se basa en un proceso continuo en 
el que todas las etapas del proyecto son autoevaluadas. Los alumnos parecen valorar enor-
memente estas actividades y la investigación sugiere que tienden a aplicar las estrategias 
de evaluación que han aprendido a otras situaciones de aprendizaje, con el consecuente 
impacto que esto tiene en la autonomía y el aprendizaje para toda la vida del alumno.

“a collection of authentic and diverse evidence, drawn from a larger archive representing what a per-

son or organization has learned over time, on which the person or organization has refl ected, and 

that is designed for presentation to one or more audiences for a particular rhetorical purpose.

An electronic portfolio uses technologies as the container, allowing students or teachers to collect 

and organize portfolio artifacts in many media types (audio, video, graphics, text). Hypertext links 

organize the material, connecting evidence to appropriate outcomes, goals, or standards (Barrett, 

2001). Table 1 is a chart that identifi es the development processes identifi ed in the portfolio litera-

ture, and the technological strategies that enhance those processes. (Barrett, 2003, 2004b)”

e. Outcomes of projects 
As suggested by Alan and Stoller (2005) by the end of the project both students and 
teacher  “refl ect on the language mastered and the subject matter acquired during the 
project. In addition, students are asked to make recommendations that can be used to 
enhance similar projects in the future. It is during this stage that teachers provide students 
with feedback on their language and content learning”

f. Peer feedback
Feedback given on written tasks by peers seems to be particularly eff ective both for those 
who provide feedback and those who receive it (Rollinson, P. 2005). Even though it might 
be time consuming in the class, it is a valuable tool for all learners to develop awareness 
both on pragmatic and systemic knowledge since giving feedback requires learners to see 
language from a diff erent perspective and those who receive feedback view it as the type 
of feedback given by a genuine reader. This is what makes the whole process meaningful 
for all learners.

g.  Self-assessment
Assessing your own weaknesses and strengths is a necessary step in a class that aims at 
developing autonomy skills. Beckett, G.& T. Slater (2005) have mentioned its positive im-
pact in project work through an approach that is based on an on-going process by means 
of which all stages of the project are self assessed. Learners seem to value greatly these 
activities and research suggests that they apply those assessment strategies they have 
learned to other learning situations, with the consequent impact that this has on student 
autonomous and lifelong learning.
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La conciencia sobre la lengua: su impacto en el desarrollo de la interlengua 
Para proporcionar una devolución valiosa para el aprendizaje, la evaluación formativa 
necesita fomentar la conciencia del alumno. Sabemos que la conciencia desarrolla una 
comprensión de cómo la lengua se usa y esto a su vez tiene un impacto en el desarrollo 
de la interlengua.

Actividad 19
El propósito de esta tarea es refl exionar sobre cómo los "errores" de los alumnos son 

recursos útiles para enseñar y aprender.

1. Lea "Orientaciones para la evaluación" en el Diseño Curricular y responda las si-

guientes preguntas:

a. ¿Qué es "interlengua"? 

b. ¿Cuál es el origen de los errores de los alumnos?

(Se espera que le dedique no más de 30 minutos a esta tarea. Cuando haya termi-

nado prosiga con la siguiente sección de este módulo. Cuando haya terminado, 

vuelva a sus notas y refl exione sobre sus respuestas).

La interlengua puede defi nirse como la lengua del alumno. Es el sistema que el alum-

no construye y es idiosincrásico, es decir, sigue patrones individuales de desarrollo. 

Ellis se refi ere a un conjunto de premisas sobre el desarrollo de L2 que debemos 

tener en mente:

1.  The learner constructs a system of abstract linguistic rules which underlies comprehension and 

production of the L2. This system of rules is viewed as a ‘mental grammar’ and is referred to as 

an ‘interlanguage’.

2.  The learner’s grammar is permeable. That is, the grammar is open to infl uence from the out-

side (i.e. through the input). It is also infl uenced from the inside. For example, the omission, 

overgeneralization, and transfer errors which we considered in the previous chapter constitute 

evidence of internal processing.

3.  The learner’s grammar is transitional. Learners change their grammar from one time to another 

by adding rules, deleting rules, and restructuring the whole system. This results in an interlan-

guage continuum. That is, learners construct a series of mental grammars or interlanguages as 

they gradually increase the complexity of their L2 knowledge. For example, initially learners may 

Language awareness: its impact on interlanguage development 
To provide valuable feedback for learning, formative assessment needs to foster student´s 
awareness. We know that awareness develops an insight into how language is used and 
this in turn has an impact on interlanguage development.

Task  19
The purpose of this task is to refl ect on how students´ “mistakes” are useful sources 

for teaching and learning.

1. Read “Orientaciones para la evaluación” in the curriculum design and try answering 

the following questions:

a. What is ‘interlanguage’?

b. What is the source of students´errors?

(You are expected to spend no longer than 30 minutes on this task. When you 

have fi nished proceed with the next section of this module. When you have 

fi nished, come back to your notes and refl ect on your answers)

Interlanguage can be defi ned as the language of the learner. It is the system that 

the learner constructs which is idiosyncratic, that is, it follows individual patterns of 

development. 

Ellis refers to a set of premises about L2 acquisition that we need to bear in mind:

1.  The learner constructs a system of abstract linguistic rules which underlies comprehension and 

production of the L2. This system of rules is viewed as a ‘mental grammar’ and is referred to as 

an ‘interlanguage’.

2. The learner’s grammar is permeable. That is, the grammar is open to infl uence from the out-

side (i.e. through the input). It is also infl uenced from the inside. For example, the omission, 

overgeneralization, and transfer errors which we considered in the previous chapter constitute 

evidence of internal processing.

3.  The learner’s grammar is transitional. Learners change their grammar from one time to another 

by adding rules, deleting rules, and restructuring the whole system. This results in an interlan-

guage continuum. That is, learners construct a series of mental grammars or interlanguages as 

they gradually increase the complexity of their L2 knowledge. For example, initially learners may 

begin with a very simple grammar where only one form of the verb is represented (for exam-
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begin with a very simple grammar where only one form of the verb is represented (for exam-

ple, ‘paint’), but over time they add other forms (for example, ‘painting’ and ‘painted’), gradually 

sorting out the functions that these verbs can be used to perform. The transitional nature of 

interlanguage is also refl ected in the sequences of acquisition con sidered in Chapter z.

4. Some researchers have claimed that the systems learners con struct contain variable rules. That 

is, they argue that learners are likely to have competing rules at any one stage of development. 

However, other researchers argue that interlanguage systems are homogeneous and that variability 

refl ects the mistakes learners make when they try to use their knowledge to communicate. These 

researchers see variability as an aspect of performance rather than competence. The premise that 

inter language systems are themselves variable is, therefore, a disputed one.

5. Learners employ various learning strategies to develop their interlanguages. The diff erent kinds 

of errors learners produce refl ect diff erent learning strategies. For example, omission errors 

suggest that learners are in some way simplifying the learning task by ignoring grammatical 

features that they are not yet ready to process. Overgeneralization and transfer errors can also 

be seen as evidence of learning strategies” (Ellis, 1997). 

Lo que esto signifi ca es que habrá “errores” sistemáticos que son el resultado de las hipó-
tesis lingüísticas del alumno y para poder ayudar al alumno a avanzar en el desarrollo de 
la interlengua, la corrección necesita desarrollar una conciencia sobre cómo la producción 
del alumno es diferente de la producción meta. Es necesario llevar adelante estrategias de 
evaluación que desafíen las hipótesis del alumno para ayudarlo a desarrollar la lengua.

Analicemos la producción del alumno en el Apéndice 5. A un nivel gramatical, una pri-
mera lectura revela que hay algunos “errores” que consideraríamos ejemplos de esta cons-
trucción. Hay algunos ejemplos del uso de estrategias de transferencia cuando el alumno 
quiere comunicar ideas con recursos lingüísticos insufi cientes. Tome por ejemplo el uso 
de preposiciones y la omisión de sujetos. Hay también evidencia de la simplifi cación de 
formas verbales en la omisión del verbo “to be” en la forma del presente simple. Asimismo, 
hay evidencia de un sistema de reglas a nivel discursivo. El alumno utiliza marcadores 
discursivos para desarrollar relaciones causa –consecuencia por medio de construcciones 
subordinadas. Se usan preguntas retóricas como elementos discursivos para desarrollar 
una línea argumentativa en la que el alumno está intentando convencer al lector respecto 
de una determinada perspectiva. Este efecto pragmático nos está mostrando también una 
hipótesis sobre la forma en que las preguntas pueden utilizarse para armar la argumenta-
ción. Asimismo, el alumno está mostrando un patrón de organización de párrafos en su 
desarrollo de la interlengua en el que hay una idea principal e ideas de soporte.

ple, ‘paint’), but over time they add other forms (for example, ‘painting’ and ‘painted’), gradually 

sorting out the functions that these verbs can be used to perform. The transitional nature of 

interlanguage is also refl ected in the sequences of acquisition con sidered in Chapter z.

4. Some researchers have claimed that the systems learners con struct contain variable rules. That 

is, they argue that learners are likely to have competing rules at any one stage of development. 

However, other researchers argue that interlanguage systems are homogeneous and that varia-

bility refl ects the mistakes learners make when they try to use their knowledge to communica-

te. These researchers see variability as an aspect of performance rather than competence. The 

premise that inter language systems are themselves variable is, therefore, a disputed one.

5. Learners employ various learning strategies to develop their interlanguages. The diff erent kinds 

of errors learners produce refl ect diff erent learning strategies. For example, omission errors 

suggest that learners are in some way simplifying the learning task by ignoring grammatical 

features that they are not yet ready to process. Overgeneralization and transfer errors can also 

be seen as evidence of learning strategies.” (Ellis, 1997). 

All this means that there will be systematic “errors” that are the result of the linguistic 
hypotheses of the learner and in order to help learners advance in their interlanguage 
development, correction needs to develop awareness on how learner production is di-
ff erent from target production. It is necessary to develop assessment that challenges the 
hypotheses of the learner to help them develop.

Let us analyse student production in Appendix 5. At the grammatical level, a fi rst reading 
reveals that there are some “errors” that we would consider as examples of this construction. 
There are some examples of transfer strategies when the student wants to communicate 
ideas with insuffi  cient linguistic resources. Take for example the use of prepositions and 
the omission of subjects. There is also evidence of simplifi cation in verb forms through the 
omission of verb to be in present continuous forms. There is also evidence of a system of 
rules at discourse level. The learner uses discourse markers to develop cause-consequence 
relations through the use of subordinate constructions. Rhetoric questions are being used 
as discourse elements to develop an argumentative line in which the student is trying 
to convince the reader on a certain perspective. This pragmatic eff ect is also showing a 
hypothesis on the way questions can be used to build up argumentation. Also the learner 
is showing a pattern of paragraph organisation in his/her interlanguage development in 
which there is a main idea and supporting ideas.



DGCyE | Subsecretaría de Educación

102 103

Introducción al Diseño Curricular ES 2 | Inglés

Como vemos en este ejemplo, la producción de un alumno no muestra simplemente 
“errores” de lengua específi cos. La producción del alumno es una vía de acceso a las hi-
pótesis de la lengua del alumno, nos ayuda acceder a ese sistema idiosincrásico y nos da 
pistas sobre el desarrollo de la interlengua en un memento específi co.

Actividad 20
El propósito de esta tarea es analizar las producciones  de alumnos para descubrir las 

hipótesis de interlengua que sostienen dichas producciones.

1. Analice las producciones de alumnos durante el  proyecto "Men and Women" en el 

Apéndice 9 y busque regularidades que revelen las reglas internas del alumno en 

su desarrollo de la interlengua a diferentes niveles (gramatical, discursivo, etc.)

(Se espera que le dedique no más de 60 minutos a esta tarea. Cuando haya termina-

do prosiga con la siguiente sección de este modulo. Se espera que lleve sus respues-

tas a la segunda clase tutorial).

Ellis (2003) se ha referido a la centralidad del desarrollo de una conciencia y al impacto 
de la misma en el desarrollo de la lengua. La investigación en el área de adquisición de 
lenguas está mostrando que las actividades de concientización son de vital importancia 
para resaltar el aprendizaje. Bolitho y otros (2003) describen la conciencia de la lengua 
como "a mental attribute which develops through paying motivated attention to 
language in use, and which enables language learners to gradually gain insights into how 
languages work”. Estas actividades comprendidas en un programa de lengua que trabaja 
para desarrollar una conciencia de la lengua son aquellas en las que se invita a los alumnos 
a que noten la diferencia entre sus producciones y las producciones de hablantes más 
avanzados de la lengua meta. Se invita a los alumnos a descubrir cómo la lengua opera no 
solo a un nivel gramatical o sintáctico, sino también a niveles pragmático y discursivo. El 
“notar la diferencia” dirige la atención del alumno a determinada característica y lo prepara 
para ajustar su sistema a las normas del sistema de la lengua meta.

As we see in this example, student production does not simply show specifi c language 
“errors”. Student production is a road to access to student hypotheses of the language, it 
helps us access to this idiosyncratic system and gives us clues on the student´s interlan-
guage development at a specifi c moment of development.

Task 20
The purpose of this task is to analyse productions to fi nd out the interlanguage hypo-

theses that support those productions.

1. Analyse the productions of students during project “Men and Women” in Appendix 

9 and fi nd out regularities that reveal the internal rules of the learner in their inter-

language development at diff erent levels (grammatical, discourse, etc)

(You are expected to spend no longer than 60 minutes on this task. When you have 

fi nished proceed with the next section of this module.You are expected to take your 

answers to the second tutorial class).

Ellis and others (2003) have referred to the centrality of awareness development and 
its impact on language development. Research in the fi eld of language acquisition is 
showing that language awareness activities are of outstanding importance to enhance 
learning. Bolitho et al. (2003) describe language awareness as “a mental attribute which de-
velops through paying motivated attention to language in use, and which enables langua-
ge learners to gradually gain insights into how languages work.” The activities comprised 
in a language programme that works to develop language awareness are those in which 
learners are invited to notice the “gap” between their productions and the productions of 
profi cient speakers of the target language. Students are invited to discover how language 
works not simply at grammatical or syntactic level but also at discourse and pragmatic 
levels. “Noticing the gap” draws student attention to the feature and prepares the learner, 
makes him/her ready to adjust his/her interlanguage system to the norms of the target 
system. 
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Actividad 21
El propósito de esta tarea es aplicar lo que revela la investigación en el desarrollo de 

actividades de concientización en la enseñanza de la lengua.

1. Desarrolle una actividad para el alumno cuya producción se muestra en el 

Apéndice 5 que crea lo ayudará a "notar la diferencia". 

(Se espera que dedique no más de 30 minutos a esta tarea. Cuando haya terminado 

prosiga con la siguiente sección de este módulo. Se espera que lleve sus respuestas 

a la segunda clase tutorial).

Actividad 22
El propósito de esta tarea es aplicar los conceptos presentados a través del diseño de 

un instrumento de evaluación formativa específi co que pueda ayudar al desarrollo 

de una conciencia sobre la lengua.

En la secuencia didáctica presentada en el proyecto "Men and women" sabemos que 

la docente proporcionó oportunidades para la autoevaluación y desarrolló observa-

ción estructurada y conferencias con tres alumnos. 

1. Diseñe los instrumentos que utilizó para cada una de esas instancias de modo que 

ayuden a desarrollar una conciencia sobre la lengua. Puede usar el formato que 

prefi era: cuestionario, lista, registro, etc.

(Se espera que le dedique por lo menos 60 minutos a esta tarea. Cuando haya 

concluido prosiga con la siguiente sección de este módulo. Se espera que lleve sus 

respuestas a la segunda clase turorial).

Actividad 23
El propósito de esta actividad es ayudarlo a refl exionar sobre sus propias prácticas de 

evaluación formativa en su contexto de enseñanza.

• ¿Cuál de las técnicas aquí presentadas utiliza frecuentemente en su contexto de 

enseñanza?

• Piense en aquellas que no está utilizando, ¿Cuál/cuáles podrían ser de utilidad para 

su contexto de enseñanza? ¿Por qué?

• Diseñe por lo menos tres instrumentos de evaluación formativa para el proyecto 

"Travelling Places" que ha desarrollado para su contexto de enseñanza.

Task 21
The purpose of this task is to apply what research reveals to the development of 

language awareness activities for the classroom.

1. Develop an activity for the student whose production is shown in Appendix 5 that 

you think will help the student “notice the gap”.

(You are expected to spend no longer than 30 minutes on this task. When you have 

fi nished proceed with the next section of this module. You are expected to take your 

answers to the second tutorial class)

Task 22
The purpose of this task is to apply the concepts presented through the design of a 

specifi c formative assessment instrument that can help language awareness

In the teaching sequence presented in the project “Men and women” we know that 

the teacher provided opportunities for self assessment and carried out structured 

observation and conferences with three students. 

1. Design the instruments that she used for each in order to aid language awareness. 

You can use any format you prefer: questionnaire, checklist, log book, etc.

(You are expected to spend at least 60 minutes on this task. When you have fi nished 

proceed with the next section of this module. You are expected to take your answers 

to the second tutorial class)

Task 23
The purpose of this task is to help you refl ect on your own formative assessment 

practices in your own teaching context.

• Which of the techniques presented here do you often use in your teaching con-

text? 

• Think of the ones that you are not using, which one/s do you think can be useful 

for your teaching context? Why?

• Design at least three awareness raising instruments of formative assessment for 

the project “Travelling Places” you have developed for your teaching context. 
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(Se espera que le dedique por lo menos 60 minutos a esta tarea. Cuando haya ter-

minado prosiga con la siguiente sección de este módulo. Se espera que lleve sus 

respuestas a la segunda clase tutorial)

Evaluación sumativa 

Actividad 24
El propósito de esta actividad es analizar cómo la evaluación sumativa puede inte-

grarse en un proyecto.

Situación 

Un grupo de alumnos de Segundo año de la ES ha estado trabajando en un proyecto denomina-

do “Traveling places”. El proyecto fi naliza con la escritura de texto sobre un lugar que han visitado 

y que recomiendan a otros. Los textos escritos serán compilados en una revista sobre viajes. La 

docente decidió evaluar a estos alumnos con una prueba fi nal de logro siguiendo con las pres-

cripciones del Diseño Curricular. 

1. ¿Qué tareas podría usar la docente para evaluar la lengua oral? Liste los ejemplos 
que considere adecuados.

(Se espera que le dedique no más de 60 minutos a esta tarea. Cuando haya terminado 
prosiga con la siguiente sección de este modulo. Se espera que lleve sus respuestas a la 
segunda clase turorial).

En la clase tutorial observará las entrevistas que la docente tuvo con dos alumnos para 
evaluar sus producciones orales. Mientras observa responda las siguientes preguntas:

• ¿Qué tareas están siendo utilizadas para la evaluación oral?
• ¿Qué conocimiento de la lengua muestran los alumnos?
• ¿Qué objetivos han logrado los alumnos en cada caso? ¿Qué pueden hacer?
• ¿Qué aspectos está  Usted considerando para su análisis? ¿Qué califi cación les pondría?

(You are expected to spend at least 60 minutes on this task. When you have fi nished 

proceed with the next section of this module. You are expected to take your answers 

to the second tutorial class)

Summative assessment

Task 24
The purpose of this task it to analyze how summative assessment can be integrated 

in a project.

Situation 

A group of students from 2nd ES have been working on a project called: “Traveling places”. The 

project ends with students writing about a place they have visited and that they recommend to 

others. The written pieces will be compiled in a magazine about traveling. The teacher decided to 

assess students with a fi nal achievement test following the directions of the curriculum design.

1. Answer the following questions:
a. What tasks could the teacher use to assess oral language?
b. Make a list and take it to your second tutorial class. 

(You are expected to spend no longer than 60 minutes on this task. When you have fi nis-
hed proceed with the next section of this module. You are expected to take your answers 
to the second tutorial class)

In the tutorial class you will watch the interviews the teacher had with two students to 
assess their oral performance. As you watch answer the following questions:

• What tasks are being used for the oral test?
• What knowledge of the language are students showing?
• What goals have students attained in each case? What can they do?
• What aspects are you considering for your analysis? What mark would you give 

them?
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Criterios de evaluación 
Para poder juzgar las producciones de los alumnos es necesario decidir qué criterios se 
utilizarán al evaluar la producción oral y escrita. El Diseño Curricular adopta una posición 
“criterion –referenced”, es decir, las producciones de los alumnos se evaluarán en relación 
con criterios específi cos, no en comparación con las de otros alumnos. 

Las dos formas principales de desarrollar criterios para ambos, las producciones orales y 
las escritas son las escalas analíticas y las escalas holísticas. 

Una escala analítica es aquella que proporciona una descripción de cada uno de los ele-
mentos a ser analizados (ej. organización, variedad de vocabulario, cohesión, etc.) para que 
los docentes puedan analizar diferentes elementos de la producción del alumno en detalle. 
Las escalas analíticas dan información más detallada que puede utilizarse para propósitos for-
mativos. Por otra parte, una escala holística es aquella que refi ere una descripción general de 
la producción del alumno en bandas o niveles de habilidad. El docente evalúa la producción 
del alumno de una manera global y determina el nivel en el que se asignará la producción. 
Estas bandas describen típicamente lo que los alumnos pueden hacer a diferentes niveles de 
actuación. Dan una impresión general de la habilidad del alumno.

Consideremos dos ejemplos de escalas analíticas. La primera ha sido tomada de los des-
criptores analíticos del Council of Europe (2001) y la segunda ha sido tomada de Grove y 
Brown (2001 en Luoma, 2004).

Assessment criteria 
In order to draw judgments on students´ productions it is necessary to decide upon what 
criteria we shall judge spoken or written performance. Our curriculum design adopts a 
criterion- referenced position, that is to say, students´performances shall be assessed on 
specifi c criteria and not defi ned in comparison to other students´performances. 

The two main ways of devising criteria both for spoken and written production are 
through analytic scales or holistic scales.

An analytic scale is one that provides a description of each of the features to be analysed 
(eg. Organization, range of vocabulary, cohesion, etc)  so that teachers can analyze diff e-
rent features of  student performance in detail. Analytic scales give more detailed informa-
tion that can be used for formative purposes. On the other hand, a holistic scale is one that 
provides a general description of student performance in bands or levels of ability. The 
teacher assesses student production in a global way and determines the level to which the 
production should be assigned. These bands typically describe what students CAN do at 
diff erent levels of performance. They give an overall impression of student ability.

Let us consider two examples of analytic scales. The fi rst one has been taken from the 
analytic descriptors of the Council of Europe (2001) and the second one has been taken 
from Grove and Brown (2001 in Luoma 2004).
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Table 4.7 Task specifi c numerical scales for an informal discussion task (Adapted from 

Grave and Brown, 2001)

Task 2: Informal discussion

Adequacy of participation

Maintenance of interaction    6   5   4   3   2   1

Initiative, expansiveness       6   5   4   3   2   1

Quality of ideas   

Maturity and quality of thought    6   5   4   3   2   1

Interpersonal skills

Engagement, rapport   6   5   4   3   2   1   

Nonverbal behaviour   6   5   4   3   2   1   

Coherence and expression

Clarity of ideas    6   5   4   3   2   1   

Cohesion and coherence     6   5   4   3   2   1   

Register and tone

Level of formality   6   5   4   3   2   1   

Politeness   6   5   4   3   2   1      

Directness   6   5   4   3   2   1     

Tone of voice    6   5   4   3   2   1   

Linguistic criteria

Language    6   5   4   3   2   1   

Range of structure and vocabulary    6   5   4   3   2   1   

Breath and precision of expression    6   5   4   3   2   1   

Accuracy   6   5   4   3   2   1   

Production

Pronunciation   6   5   4   3   2   1   

Intonation, stress and rhythm    6   5   4   3   2   1   

Voice quality    6   5   4   3   2   1   
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Los siguientes son ejemplos de escalas holísticas. La primera ha sido extraída de Luoma 
para mostrar una escala  para evaluar la producción oral mientras que la segunda ha sido 
tomada de Weigle y muestra una escala para la lengua escrita.

Table 4.1 The National Certifi cate descriptive scale (National Board of Education, 2002)

6. Speaks fl uently with few if any non- native features, such as a foreign accent. Is capable of 

expressing even subtle nuances of meaning with precision, and also makes varied and appro-

priate use of idiomatic expressions. Is able to describe even complicated topic and to include 

sub-themes in the description, to develop diff erent viewpoints and to bring the presentation 

to an appropriate conclusion.

5. Speaks fl uently without frequent obvious need to search for an expression. Delivery characte-

rized by naturalness, coherence and appropriate length. Is able to present a clear and detailed 

description of even a complex topic. Can use idiomatic expressions and everyday expressions, 

and is able to express nuances fairly well.

4. Copes fairly well even in less familiar speech situations. Makes a distinction between formal 

and informal registers, at least to some extent. Is able to present sounds and experiences. Is 

obliged only rarely to use circumlocutions in everyday communication because of inadequate 

language profi ciency.

3. Copes with the most familiar speech situations and is able to take the initiative in everyday lan-

guage use situations. Speech may be quite slow but there are few unnatural pauses. Is compre-

hensible despite transferring native or foreign language structures and vocabulary to the target 

language. Pronunciation may clearly deviate from target language standards.

2. Copes with routine speaking situations that require a simple exchange of information. 

Nevertheless, the speaker´s language profi ciency considerably restricts the range of matters 

that can be dealt with. Successful communication of a message presupposes that the interlo-

cutor is willing to help the speaker in forming the message. Pronunciation may deviate clearly 

from the target language norm, thus requiring special eff ort from the interlocutor and impe-

ding successful communication.

1. Is able to ask and reply to simple questions dealing with immediate everyday needs. Can make 

use of simple polite forms. Copes with the very simplest speaking tasks, but communication is 

slow and very fragmented. Often obliged to resort to nonverbal means in order to be unders-

tood.

[Luoma, 2004] 

Voice quality    6   5   4   3   2   1   

The following are examples of holistic scales. The fi rst one has been taken from Luoma  
to show a speaking scale while the second one has been taken from Weigle showing a 
scale for written language.

Table 4.1 The National Certifi cate descriptive scale (National Board of Education, 2002) 

6. Speaks fl uently with few if any non- native features, such as a foreign accent. Is capable of 

expressing even subtle nuances of meaning with precision, and also makes varied and appro-

priate use of idiomatic expressions. Is able to describe even complicated topic and to include 

sub-themes in the description, to develop diff erent viewpoints and to bring the presentation 

to an appropriate conclusion.

5. Speaks fl uently without frequent obvious need to search for an expression. Delivery characte-

rized by naturalness, coherence and appropriate length. Is able to present a clear and detailed 

description of even a complex topic. Can use idiomatic expressions and everyday expressions, 

and is able to express nuances fairly well.

4. Copes fairly well even in less familiar speech situations. Makes a distinction between formal 

and informal registers, at least to some extent. Is able to present sounds and experiences. Is 

obliged only rarely to use circumlocutions in everyday communication because of inadequate 

language profi ciency.

3. Copes with the most familiar speech situations and is able to take the initiative in everyday lan-

guage use situations. Speech may be quite slow but there are few unnatural pauses. Is compre-

hensible despite transferring native or foreign language structures and vocabulary to the target 

language. Pronunciation may clearly deviate from target language standards.

2. Copes with routine speaking situations that require a simple exchange of information. 

Nevertheless, the speaker´s language profi ciency considerably restricts the range of matters 

that can be dealt with. Successful communication of a message presupposes that the interlo-

cutor is willing to help the speaker in forming the message. Pronunciation may deviate clearly 

from the target language norm, thus requiring special eff ort from the interlocutor and impe-

ding successful communication.

1. Is able to ask and reply to simple questions dealing with immediate everyday needs. Can make 

use of simple polite forms. Copes with the very simplest speaking tasks, but communication is 

slow and very fragmented. Often obliged to resort to nonverbal means in order to be unders-

tood. 

[Luoma, 2004] 
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Band 5 Full realization of task set shown by:

• Coverage of points required with evidence of original output.

• Wide range of structure and vocabulary demonstrating control of language.

• Clear organization with a variety of linking devices.

• Presentation and register wholly appropriate to purpose and audience throughout.

Overall: a very positive eff ect on the target reader.

Band 4 Good realization of task set shown by:

• Coverage of points required with suffi  cient detail.

• Good range of structure and vocabulary: generally accurate.

• Eff ective organization: suitable linking devices.

• Presentation and register appropriate to purpose and audience.

Overall: a positive eff ect on the target reader.

Band 3 Task set is reasonably achieved by:

• Coverage of the main points required.

• Adequate range of structure and vocabulary: some errors.

• Adequate organization: simple linking devices.

• Presentation and register on the whole appropriate to purpose and audience.

Overall: a satisfactory eff ect on the target reader

Band 2  Task set attempted but not adequately achieved because of:

• Some omissions and/or irrelevant material.

• Range of structure and vocabulary rather limited: errors may obscure communication.

• Inconsistent organization: few linking devices.

• Unsuccessful attempts at appropriate presentation and register.

Overall: message not clearly communicated to target reader.

Band 1  Task set not achieved because of:

• Notable omissions and/or considerable irrelevance.

• Narrow range of vocabulary and structure: little or no language control.

• Lack of organization and linking devices.

• Little or no awareness of appropriate presentation and register.

Overall: a very negative eff ect on the target reader.

Band 0   Too little language for assessment.

Figure 7.5 FCE scoring rubrics (UCLES, 1997)

[Weigle, 2002] 
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Actividad 25
El propósito de esta tarea es aplicar una escala a la evaluación de una producción 

específi ca. 

1. Seleccione una escala para evaluar a los alumnos del proyecto "Travelling places". 

En su segunda clase turorial la pondrá a prueba. Escuchará entrevistas con los 

alumnos y usará su escala para evaluarlos.

2. Diseñe una evaluación escrita sumativa para el proyecto con el objetivo de evaluar 

lectura, composición y escucha de manera integrada. Desarrolle una escala de 

evaluación para ser utilizada con las producciones escritas.

(Se espera que le dedique por lo menos dos horas a esta tarea. Cuando haya conclui-

do, prosiga con la próxima sección de este módulo. Se espera que lleve sus respues-

tas a la segunda clase tutorial.)

Actividad 26
Autoevaluación

El propósito de esta tarea es ayudarlo a refl exionar sobre su propia experiencia; es de-

cir, se trata de que pueda autoevaluarse como docente-alumno en el transcurso de 

la lectura de esta unidad del módulo y prepararlo para la clase tutorial. Puede tomar 

todo el tiempo que necesite para completar las siguientes preguntas:

1. Contenidos de esta unidad.

• Las ideas principales presentadas en esta unidad son:

• Las ideas que me parecen particularmente relevantes para enseñar son… por-

que…

• Necesito leer más sobre las siguientes cuestiones:

2. Habilidades de resolución de problemas.

• La tarea/tareas que encontré particularmente difíciles de realizar fue/fueron 

centralmente… porque…

• Al hacer las tareas puede…

• Siento que necesito… para mejorar en la resolución de las tareas.

3. Práctica de lengua.

• Mientras leo esta unidad siento que mi ingles… porque…

• Mientras resuelvo las tareas siento que mi inglés… porque…

Task 25
 The purpose of this task is to apply a scale to the assessment of a specifi c student 

production. (You are expected to spend at least two hours on this task)

1. Choose a scale for your assessment of the students from the project “Travelling 

places”. In your second tutorial class you will put it to trial. You will listen to the 

students in the spoken interviews and you will try out using the scale.

2. Design a summative written test for the project to assess reading, writing and 

listening in an integrated way. Develop the assessment scale you will be using for 

the written productions.

(You are expected to spend at least two hours on this task. When you have fi nished 

proceed with the next section of this module. You are expected to take your answers 

to the second tutorial class)

Task 26
Self Assessment Task

The aim of this task is to help you refl ect upon YOUR own experience as a student 

teacher while reading this unit of the module and to prepare yourself for the tutorial 

class. You can take as much time as you need to complete the following questions!!!

1. Contents of this unit

• The main ideas presented in this unit are:…

• The ideas I found particularly relevant for my teaching are… because 

• I need to read further on the following issues:…

2. Problem solving skills

• The task/ tasks I found diffi  cult to perform was/were… mainly because…

• By performing the tasks I feel I could…

• I feel I need to… in order to improve my solving the tasks.

3. Language practice

• While reading this unit I feel my English… because…

• While solving the tasks I feel my English… because…
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Apéndices

Appendix 1 

Strategies that are required by learners in a language use situation 

Production strategies involve mobilizing resources, balancing between diff erent com-
petences - exploiting strengths and underplaying weaknesses - in order to match the 
available potential to the nature of the task. Internal resources will be activated, possibly 
involving conscious preparation (Rehearsing), possibly calculating the eff ect of diff erent 
styles, discourse structures or formulations (Considering audience), pos sibly looping things 
up or obtaining assistance when dealing with a defi cit (Locating resources). When adequa-
te resources have not been mobilized or located the language user may… go for a more 
modest version of the task and, for example, write a postcard rather than a letter; on the 
other hand, having located appropriate support, he or she may choose to do the reverse 
- scaling up the task fTask adjustment). In a similar way, without suffi  cient resources the 
learner/user may have to compromise what he or she would really like to express in order 
to match the linguistic means available; conversely, additional linguistic support, perhaps 
available later during re-drafting, may enable him or her to be more ambitious in forming 
and expressing his or her thoughts (Message adjustment).

Ways of scaling down ambitions to fi t resources in order to ensure success in a more limi-
ted area have been described as Avoidance strategies; scaling up and fi nding ways to cope 
have been described as Achievement strategies. In using achievement strategies the lan-
guage user adopts a positive approach with what resources he or she has: approximating 
and overgeneralising with simpler language, paraphrasing or describing aspects of what 
he or she wants to say, even ‘foreign sing’ Ll (fi rst language) expressions (Compensating); 
using highly accessible prefabricated language he or she feels sure of -’islands of reliability’ 
- to create stepping stones through what for the user is a novel situation or concept he 
or she wants to express (Building on previous knowledge), or just having a go with what 
he or she can half remember and thinks might work (Trying out). Whether or not the lan-
guage user is aware of compensating, using lan guage tentatively, feedback in terms of 
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facial expression, gesture and subsequent moves in the conversation off er him or her the 
opportunity to monitor the success of the communication (Monitoring success). In addi-
tion, particularly in non-interactive activities (e.g. giving a presentation, writing a report) 
the language user may consciously monitor linguistically as well as communicatively, spot 
slips and ‘favourite’ mistakes and correct them (Self-correction).

Reception strategies 
Reception strategies involve identifying the context and knowledge of the world relevant to 
it, activating in the process what are thought to be appropriate schemata. These in turn set 
up expectations about the organization and content of what is to come (Framing). During 
the process of receptive activity cues identifi ed in the total context (linguistic and non-
linguistic) and the expectations in relation to that context set up by the relevant schemata 
are used to build up a representation of the meaning being expressed and a hypothesis as 
to the communicative intention behind it. Through a process of successive approximation, 
apparent and possible gaps in the message are fi lled in order to fl esh out the representa-
tion of meaning, and the signifi cance of the message and of its constituent parts are wor-
ked out (Inferring). The gaps fi lled through inference may be caused by linguistic restrictio-
ns, diffi  cult receptive conditions, lack of associated knowl edge, or by assumed familiarity, 
obliqueness, understatement or phonetic reduction on the part of the speaker/writer. The 
viability of the current model arrived at through this process is checked against the eviden-
ce of the incoming co-textual and contextual cues to see if they ‘fi t’ the activated schema 
- the way one is interpreting the situation (Hypothesis testing). An identifi ed mismatch leads 
to a return to step one (Framing) in the search for an alternative schema which would bet-
ter explain the incoming cues (Revising Hypotheses).

Interaction strategies  
Interaction encompasses both receptive and productive activity as well as activity unique 
to the construction of joint discourse …However, the fact that spoken interaction entails 
the collective creation of meaning by the establishment of some degree of common men-
tal context, defi ning what can be taken as given, working out where people are coming 
from, converging towards each other or defi ning and maintaining a comfortable distance, 

usually in real time, means that in addition to receptive and productive strategies there is 
a class of strategies exclusive to interaction concerned with the management of this pro-
cess. In addition, the fact that interaction is primarily face to face tends to provide far grea-
ter redundancy both in textual, linguistic terms and with regard to paralinguistic features, 
contextual cues, all of which can be made more or less elaborate, more or less explicit to 
the extent that the constant monitoring of the process by the participants indicates that 
this is appropriate.

Planning for spoken interaction involves the activation of schemata or a ‘praxeogram’ (i.e. 
a diagram representing the structure of a communicative interaction) of the exchanges 
possible and probable in the forthcoming activity (Framing) and consideration of the com-
municative distance from other interlocutors (Identifying information/opinion gap; Judging 
what can be taken as given) in order to decide on options and prepare possible moves in 
those exchanges (Planning moves). During the activity itself, language users adopt turn 
taking strategies in order to obtain the discourse initiative (Taking the fl oor), to cement the 
collaboration in the task and keep the discussion on course (Co-operating: interpersonal), to 
help mutual understanding and maintain a focused approach to the task at hand {Co-ope-
rating: ideational}, and so that they themselves can ask for assistance in formulating some-
thing (Asking for Help). As with Planning, Evaluation takes place at a communicative level: 
judging the ‘fi t’ between the schemata thought to apply, and what is actually happening 
(Monitoring: schemata, praxeogram) and the extent to which things are going the way one 
wants them to go (Monitoring: eff ect, success); miscomprehension or intolerable ambigui-
ty leads to requests for clarifi cation which may be on a communicative or linguistic level 
[Asking for, giving clarifi cation), and to active intervention to re-establish communication 
and clear up misunderstandings when necessary {Communication Repair}. [Extraído de 
Council of Europe. The Common European Framework. Cambridge, Cambridge University 
Press, 2001].
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Appendix 2

Unit 1: Children

Class 1:
1. T starts talking about the word: "Children" (teacher explains that legally children 

are those people who are under 18) and asks if they know they have special rights. 
Anticipation. Students refer to some of the ones they know. 

2. T plays the videos in: "http://www.unicef.org/videoaudio/video_top_cartoons.html" 
 Students have to watch and identify each right as presented by each cartoon strip. 
As they do this, T writes on bb the list of rights.

3. When they fi nish T asks students to copy the rights and in pairs write a short 
explanation for each right. They do the fi rst two all together on board as an example.

4. Handout: T explains that they are going to carry out a project on children´s rights and 
they will be involved in a campaign to make people at school conscious about children´s 
rights. Ss ask questions about the project and T gives some general information. HW: ss 
read about Sara (text in the handout) and they have to fi nd out which rights are being 
neglected. T says: “Read about Sara and say which right is broken (gesture). Is it the right 
to an identity? Is it the right to education? Which right?”

Handout Text

Sara is a ten-year-old girl who lives in the outskirts of a big city. She lives with her 
parents and 7 brothers and sisters. She works on the family farm 7 days a week. She 
is in charge of the home animals and she cooks for the family while her mother and 
father work in the fi eld. She sometimes misses classes because she has to work very 
hard. This is why she can´t read well yet. At times her father gets drunk and hits her 

and her brothers and sisters. Sara is sometimes so tired that she feels sick but they 
don´t take her to the doctor´s, they can´t pay for one and the nearest hospital is 30 
kilometres away. 

Classes 2 - 3:
1. Handout: text about Sara. The text is used to recycle narrative – descriptive patterns,  

the present simple for routines and to introduce a variety of lexical phrases. We start 
checking the task they had as homework and from that we go to a detailed anaylsis 
of the text. From what we know about the girl T elicits routines of street children 
and students´routines. First T works with statements and then with questions when 
revising grammatical and syntactic knowledge. 

Class 4:
1. In class students watch paintings of diff erent moments in history in which children 

appear in diff erent situations, both working and playing.
These paintings have been taken from internet web sites and they are famous pain-
tings that students may recognise from the knowledge of the world they have.

2. Students describe these paintings saying what diff erent people are doing. T models 
the description as an extended turn and systematizes the organization, content 
and language that may appear in a description of a painting. Students develop a 
description of other pictures. Teacher asks: Why do painters paint children in opposite 
situations in the same historical moment?  (in the class a student said:”Because 
children work but they also play” – “Because the two realities always exist”).

3. T refers to an Argentinian painter, Antonio Berni, and refers to his collection Juanito 
Laguna (“Juanito pescando”; “Juanito bañándose”; “Juanito cazando pajaritos”). As 
HW students are expected to describe each painting following the model used in 
class to the English speaking audience of the art gallery where these pictures are 
shown. 
The pictures are shown in Berni´s collection in Museo de Arte Cotemporáneo de 
Rosario. You can visit the web site in: “http://www.macromuseo.org.ar/coleccion/
artista/b/berni_antonio.html”  
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Class 5:
1. T and students go to the computer lab / cybercafe next door  and they work on 

the following information. Students will have to do activity a and b.  T monitors as 
students work in groups of 2/3 students.

Visit the web site: “http://www.missingchildren.org.ar/ingles”  
1. Click on Missing Children´s web link and answer the following questions:

 a- What does -Missing Children- do? What is their mission?
 b- What are their objectives?
 c- What do you have to do if a child disappears?
 d- Read the suggestions that Missing Children gives parents. What are the most 

important for you?
  e-  How can you contact them?

2. Read about found children. Choose one case that you were interested in and get 
ready to tell your mates what happened to the missing child.

3. Back in class students check their answers.
4. Students have a virtual task as Homework. It is a webquest. They have to carry it out 

using "http://www.unicef.org"  . 

Task
1. Read Unicef´s home page and fi nd the following information:

a. Click on “Millenium Development Goals”. What are the objectives of 
theProject? Mention them.

b. Click on goal Nº 2. How is the situation of boys diff erent from the situation of 
girls?

c. Click on goal Nº 4. How many children die every minute in the world? Why do 
they die? 

d. Click on goal Nº 7. What does UNICEF want for the year 2015? What is the 
connection between water and children´s lives?

2. Go back to Unicef´s home page. What can you see in the photo at the top of Unicef´s 
home page? What problem is the article about? Listen to the video and write down 
15 words that you can hear.

Class 6:
1. At the beginning of class 6, T presents the project task: ss will have to imagine they 

work for UNICEF. Ss will develop a campaign in the school to develop an awareness 
of children´s rights through a pamphlet distributed to all school stakeholders du-
ring the break. 

2.  T and students go through the webquest to clarify any diffi  culties that might have 
arisen and to work with new lexis.

Class 7 - 8:
1. T recycles what students know about street children and as she does so she starts 

copying on board student´s contributions (eg: They don´t go to school, They don´t 
eat healthy food, they live in the streets, etc). After around 10 statements, teacher 
draws a square so that the statements are placed inside, as if it was a sheet of paper. 
She adds at the bottom: “And their rights?” She explains that this can be a pamphlet 
to distribute in their campaign. 

2. 4 decisions have to be taken: 
a. all pamphlets will contain children´s rights on the other side.
b. All pamphlets will contain the name of the course and the name of the 

campaign:  fi ghting for the future.
c. Each group will decide if they personalize the pamphlet (if they speak about 

children in general or if they choose one in particular)
d. Each group will decide on the format of information.

3. Students are given 10 minutes to decide in their groups. Once they are ready they 
start writing. T goes round facilitating the language ss might need.

4. T reads out loud the pamphlets to the rest of the groups.
5. Teacher and students refl ect on what they have learnt.

a. about the topic: children´s rights
b. about English: present simple to talk about routines. Discourse aspects of texts: 

cohesion, coherence, target reader, organization.

Class 9: Written test
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Appendix 3

“Spradley (1980), a noted ethnographer, maintains that culture involves three fundamen-
tal aspects of human experience: what people do (cultural behavior), what people know 
(cultural knowledge), and what things people make and use (cultural artifacts). He argues 
that individuals acquire knowledge about these various aspects of culture by interacting 
with one another; for example they have meanings for things they encounter, but those 
meanings may be modifi ed as they interact with others. Culture then is, 'the knowledge 
that people have learned as members of a group' (Spradley 1980: 10).

If culture outside of the classroom is acquired by means of individuals interacting with one ano-
ther, how can a classroom become an extension of this process and students be encouraged to 
refl ect on and perhaps modify the meaning they have for things they encounter? Two goals dis-
cussed by Kramsch (1993) regarding culture in language teaching are particularly relevant here.

1. Establishing a 'sphere of interculturality': this line of thought promotes the idea 
that the learning of culture is more than just the transfer of information between 
cultures. Rather learning about a culture requires that an individual consider his or 
her own culture in relation to another. Hence, the process of learning about another 
culture entails a refl ection on ones own culture as well as the target culture. 

2. Teaching culture as diff erence: this notion of culture highlights the fact that national identities 
are not monolithic. Within each culture there exists a variety of national characteristics that 
are related to age, gender, regional origin, ethnic background, and social class.

Let us consider how both of these goals are valuable in approaching culture in EIL 
teaching. Since, as was argued in Chapter 1, one of the major reasons for using EIL is to 
enable speakers to share their ideas and culture with others in cross-cultural encounters, 
it is benefi cial for learners to be asked to refl ect on their own culture in relation to others, 
or, as Kramsch puts it, to establish a sphere of interculturality. This requires two essential 
steps. First, learners need to acquire knowledge about another culture and then they need 
to refl ect on how their own culture contrasts with it. In acquiring knowledge about and 
refl ecting on another culture, like Spradley (1980), I would argue for the importance of 
not assuming that the meaning particular cultural behavior has for the members of one 
group is the same as it has for others. Spradley argues that in trying to understand another 
culture, one of the fi rst things an individual must do is to put aside what he terms 'naive 

realism', the idea that all people defi ne the real world in pretty much the same way, that 
love, worship, food, death, and so on all have similar meanings for everyone. In line with 
this assumption, one goal that should be encouraged when asking students to refl ect on 
another culture is for them to consider what meaning particular behavior might have for 
members of that culture, and not to assume that it is the same as the one they have.

Teaching culture as diff erence is also important because of the common use of EIL in cross-cultu-
ral encounters. Frequently, the introduction of cultural content in language teaching encourages 
what Atkinson terms a 'received view of culture', that is, a view of culture 'as geographically (and 
quite often nationally) distinct entities, as relatively unchanging and homogeneous, and as all-
encompassing systems of rules or norms that substantially determine personal behavior' (1999: 
626). In using EIL in cross-cultural encounters students need to be encouraged not to adopt this 
view but rather to recognize the diversity that exists within all cultures, particularly in the modern 
era of travel and migration when cultures are in constant contact. Atkinson argues for a middle 
ground in approaching culture in language teaching in which educators, while recognizing 'the 
important place of shared perspectives and socialized practices in the lives of human beings' (p. 
610), nevertheless acknowledge that no two people share exactly the same set of experiences or 
views of the world and hence no two people can be said to share exactly the same culture….

Learning about another culture does not necessarily mean that one must accept that 
culture. Kramsch (1993), for example, argues that knowing about a culture (gaining cultural 
competence) does not mean that one has an obligation to behave in accordance with 
its conventions. Thus, as was noted in the previous chapter, whereas an individual may 
learn about pragmatic diff erences that exist between cultures, the goal of EIL teaching 
should not be for students to accept the standards of Inner Circle countries, but rather 
to recognize how particular pragmatic diff erences might aff ect their own cross-cultural 
encounters. Byram (1998) makes a similar distinction between knowing about another 
culture and accepting another culture when he distinguishes what he terms 'biculturalism 
and 'interculturalism. For Byram, biculturalism assumes that an individual identifi es with 
and accepts the beliefs, values, and practices of a particular culture. Interculturalism, on 
the other hand, assumes a knowledge of rather than acceptance of another culture. In 
becoming bicultural an individual would seek to acquire, for example, a culture's pragmatic 
rules. In the case of interculturalism, on the other hand, an individual would seek only to 
gain knowledge of these rules. To acquire an international language, which, as we have 
argued consistently, belongs to its users, clearly does not require biculturalism." 
(Extraído de: McKay, S.Teaching English as an International Language. Oxford, Oxford 
University Press. 2002 (pp. 82 – 84)) 
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Appendix 4

Entendemos la “cultura” como conjuntos de conocimientos y esquemas de percepción, 
pensamiento y acción, que no constituyen conjuntos “dados”,  sino que son parte de 
procesos dinámicos -y no exentos de contradicciones- de producción simbólica que ca-
racterizan las representaciones y las prácticas de los grupos sociales. Desde este abordaje 
tomamos distancia de aquellas perspectivas que la entienden como una suma de atribu-
tos y tradiciones que se mantienen y preservan, de forma casi intacta, a lo largo del tiempo. 
Este tipo de concepciones con respecto a la cultura tienden a verla de forma esencializada, 
como algo que se ofrece de una vez y en forma defi nitiva. 

Partir de una perspectiva cultural signifi ca considerar que en toda práctica social se 
encuentran involucradas cuestiones de signifi cado. Signifi cados que se inscriben en la 
trama de tensiones que envuelven los debates alrededor del eje homogeneidad cultural-
heterogeneidad cultural al interior de los Estados nacionales y en relación a los procesos 
de globalización. Esos signifi cados que se expresan tanto en los diseños curriculares como 
en las prácticas escolares, se construyen en un escenario caracterizado por los procesos 
de afi rmación de las identidades y diferencias expresadas en términos de género, edad, 
religión, etnia, generación, sexualidad, clase social, lenguaje, etc., que han sido defi nidas, 
desvalorizadas y discriminadas por representar lo otro, lo diferente, lo inferior. 

Las identidades y diferencias son representaciones simbólicas socialmente construidas – y 
no legados pasivamente heredados. El trabajo de crear cultura es una actividad permanente y 
relativamente inconsciente de toda la sociedad, la cual resulta confl ictiva debido a que 
diversos actores sociales compiten por imponer sus propias representaciones simbólicas, las 
que constituyen procesos de producción de signifi cados sociales a través de los diferentes 
discursos. Los signifi cados creados y que estructuran los diferentes discursos, expresan las formas 
particulares en que el mundo social es representado y conocido. Los signifi cados no son creados 
y colocados en circulación de forma individual y desinteresada, ellos son producidos y puestos en 
circulación  a través de relaciones sociales de poder, en tanto las sociedades, más que “mosaicos 
de distintas culturas”, constituyen “constelaciones de diferentes grupos de poder.

En este sentido, tanto las representaciones producidas por el discurso pedagógico y 
curricular como las que los grupos de alumnas y alumnos tienen de ellas y ellos mismos, 

asumen un papel fundamental en el proceso educativo, siendo altamente productivas en 
sus consecuencias para la vida cotidiana de la escuela. 

Las diferencias culturales y las derivaciones éticas, morales, sociales y políticas de las mis-
mas son diferentemente clasifi cadas y evaluadas por las distintas tendencias surgidas en el 
campo educacional que explican las múltiples formas en la que la diversidad cultural es cons-
truida y abordada como demuestran las diferentes teorías multiculturales y  interculturales. 

La perspectiva intercultural que proponemos intenta ir más allá del reconocimiento de 
la diversidad cultural como posición esencialista que propone una retórica radical de la se-
paración de culturas totalizadas, que se fundamentan en la utopía de una memoria mítica 
que establece una identidad colectiva única. Del mismo modo, se distancia de muchas 
de las versiones del multiculturalismo, que entienden que una escuela multicultural debe 
limitarse al respeto y valorización positiva de las culturas presentes en las aulas. 

Esta Dirección promueve una visión de la interculturalidad que supone la interrelación 
entre diferentes grupos socioculturales, afecta a la educación en todas sus dimensiones 
y favorece una dinámica de crítica y autocrítica, valorando la interacción y comunicación 
recíprocas. Reconoce que vivimos en sociedades desiguales en la que existen algunos gru-
pos con mayor o menor capacidad de hacer prevalecer sus concepciones del mundo, sus 
valoraciones sobre lo social y también, sus modos de hablar, por poner solo algunos ejem-
plos. Una educación intercultural propone pensar una educación para todos los sujetos y 
no exclusivamente para aquellos que pertenecen a grupos considerados "minorías", aun 
cuando muchos de ellos representan sectores signifi cativos de la población. Educar en la 
perspectiva intercultural implica una clara y objetiva intención de promover el diálogo y el 
intercambio entre diferentes grupos, cuya identidad cultural y la de los individuos que los 
constituyen son abiertas y están en permanente movimiento de construcción, atravesa-
dos por los intensos procesos de hibridización cultural.  El concepto de culturas híbridas es 
una propuesta conceptual que intenta explicar el entramado intercultural que caracteriza 
las culturas contemporáneas, de modo que lo culto, lo popular y lo masivo relacionan y en-
tremezclan, en cuanto lo tradicional se cruza con lo moderno y distintas formas culturales 
de países y regiones diferentes se relacionan entre sí. 

La formación de las identidades se confi gura por medio de múltiples experiencias y 
procesos de socialización en la confl uencia de distintos fl ujos de signifi cado que lleva a un 
proceso cultural generativo y a una gestión crítica y creativa de los recursos disponibles 
dentro de la propia cultura. Las diferencias de generación, género, sexo, nacionalidad, et-
nia, religión, etc., incluyen también los hiatos producidos por las diferencias de pensamien-
to y las asimetrías entre creencias o sentimientos. La “identidad” habla más de las múltiples 
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identifi caciones a las que los sujetos adscriben, que de una estructura cristalizada, perma-
nente de costumbres y modos de ser.

De esta manera, las identidades nunca tienen un signifi cado fi jo y acabado, se redefi nen 
en múltiples y continuos procesos de representación y reconocimiento, constituyendo 
un relato reconstruído incesantemente. Es así que el cuadro social en nuestras escuelas 
evidencia la necesidad de comprender y atender a las demandas y confl ictos derivados de 
las diferencias de nacionalidades, étnicas, religiosas, regionales, locales o de género, entre 
otras. El aislamiento y las difi cultades escolares de niñas y niños que llegan a las institucio-
nes educativas desde otras provincias, de países limítrofes o de la región asiática, debido 
a la necesidad de trabajo de sus progenitores, y los problemas de adolescentes y jóvenes 
que migran por la falta de oportunidades en sus localidades de origen, son algunas de las 
situaciones de aquellos que son nominados despectivamente como “recién llegado”, “di-
ferente”, “extranjero” o “cabeza”. Las connotaciones de palabras como “indio” y “negro”, “ma-
chona” y “nenita”, son usadas agresivamente por niñas y niños, adolescentes y adultos en 
las escuelas (Extraído de Dirección de Interculturalidad, Documento Base: Interculturalidad 
como perspectiva política, social y educativa. La Plata, DGCyE, 2007).

Appendix 5

Africa

A. What do you think about when you hear the word Africa?
• Make a list.
• Compare with your partner.
• Tell the class.

 When I hear the word Africa I think about…  because….
B. Read this factfi le about Africa. Tick the things you did NOT know about the 

continent. Did you know all this about Africa?
• It is considered by most scientists to be the origin of mankind.

• Some of the greatest civilizations lived in Africa (Egyptians)

• Africa’s population is slightly less than 14% of the total world population (930 million) but there 

are more than 3,000 unique ethnic groups and more than 1,000 languages “http://www.africancult

uralcenter.org/5_0people.html” \l “#” 

•  It is the second largest continent in the world occupying 20% of the Earth's land area.

• There are vast deserts, tropical rain forests, rugged mountains and fertile grasslands.

• It is the continent with the richest animal biodiversity on Earth. 

• The Sahara is the world's largest desert with 3.5 million square miles of land area. 

• The Nile River is the world’s longest river with about 4,160 miles from the Mediteranean Sea in 

North East Africa to Lake Victoria in South East Africa.

• The African continent is cut almost equally in two by the equator.

• Botswana, Congo (D. R.), and South Africa together produce 50% of the world's diamonds.

• Ghana, South Africa, and Zimbabwe together produce nearly 50% of the world’s gold.

• 70% of world cocoa comes from Africa.

Africa... a place worth visiting. Come to Africa! 



DGCyE | Subsecretaría de Educación

138 139

Introducción al Diseño Curricular ES 2 | Inglés

C. After you know all this: What can you say about Africa? What is it like?
D. Watch the commercial in “http://www.youtube.com/watch?v=ZkktvEvLLL0”. How 

does it describe Africa? What can you see about Africa? 
Watch the commercials again and complete these facts:

• Less than _______ % of people in Africa have access to hospitals.
• 1 in 2 people survive on $ _______ a day.
•  People live about ___________ years in Africa.
• 1 in 6 die before the age of ________
• ____________ are in wars.
• 1 child dies every __________ seconds.
• Some of the organizations helping Africa are: ……………………………

F. How is information used in the travel brochure as compared to the commercials? 
What are their intentions? What do they want? How do they present information?

G. Read this poem by Gilbert Kuma and answer the following questions:
a. What moment of day is it?
b. What is the poet doing?
c. What information does he hear about?
d. Why does he say: "Africa poor, I don´t get it”?
e.  What information can we infer about the poet? What is his perspective on 

Africa? Where does he live?
f. What is the newsman´s perspective on Africa?

Land of my Birth 

Poem by Gilbert Kuma

Another bright morning,

The birds welcome the day melodiously,

My radio talks.

Another grant for poor Africa,

Poor Africa,

Wait a minute newsman,

Come with me,

To smell gold in South Africa,

To drill oil in Nigeria,

To touch ivory in Ivory Coast,

To taste cocoa in Ghana,

To chew groundnuts in Senegal,

To trek with animals in Kenya,

To pilgrimage to the pyramids in Egypt,

To buy diamonds in Zambia,

Africa poor,

I don’t get it.

H. Homework 
1. Write down the report that the newsman presented on the radio. Before you 

write think about: the information you must include and the people you are 
talking to. (around 50 words)

Example student response to task H

Anather grant for poor Africa. AFA (All for Africa) in our country give 1 million dollars for Etiopia for 

construct 500 hospitals. Why anather grant?

Because Africa is a poor continent. You see photos of black children in Africa every day. They are 

very poor. Many children die every day in Africa because haven´t hospitals. Listen this: 1 child dies 

every 3 seconds. Only 50 % of the people go to hospitals. People live with $1 dolar a day. Isn´t 

really terrible? Many organizations in our country help Africans. AFA helping Africa. 
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Appendix 6

English Test

2º A      Project: Children

1. Read the ext taken from Unicef digital newspaper and write a title for the article.

(Title) …………………………………………………………………………………….

By Soledad Mac-Pherson

TEMUCO, Chile, 8 March 2007 – On the outskirts of Temuco, the capital of Cautín Province, there 

was a meeting  of Mapuche young people organized by UNICEF  

Jonathan Herrera Melillán is 15 and he is one of the young people participating in the meeting. 

He lives in the city of Viña del Mar and is proud of his indigenous origins. “I’m Mapuche on my 

mother’s side, and my surname, Melillán, means ‘four stones’,” he says.

Mapuche children and adolescents in Chile say they are discriminated because of their physical 

features and surnames, which indicate their ethnicity. 

Only 7 of the 1,700 pupils in Jonathan’s school are Mapuche, for example, and the school does not 

teach topics related to his culture. But he can participate in a ceremony called the ‘choike purum’ 

in which the Mapuche people reaffi  rm the bargain their ancestors made with the gods to protect 

nature and maintain natural balance and harmony. 

2. Read the text again and say if these sentences are true or false:
a. Jonathan is from Santiago de Chile.
b. He is happy of his name.
c. People discriminate Jonathan for his ethnic origin.
d. There are a lot of Mapuche children in Jonathan´s school.
e. The ceremony "choike purum" is connected with the protection of animals and 

plants.

3. Listen to Ayelén Ramos, a Mapuche girl from Argentina. Answer these questions.
a. Where does she live?
b. How old is she?
c. What celebration does she talk about?
d. What does she like doing at home?
e. Where does she work?

4. South American Young People´s club (SAYPC) is an internet club in which young 
people write about themselves, learn about other teenagers in South America and 
make friends. Write to SAYPC and tell them about you.

To: saypc @yahoo.com: .............................................................................................................................................

CC: .........................................................................................................................................................................................

From: .....................................................................................................................................................................................

Subject: ...............................................................................................................................................................................
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Appendix 7

Project work that maximizes benefits 

Projects that are structured to maximize language, content, and real-life skill learning re-
quire a combination of teacher guidance, teacher feedback, student engagement, and 
elaborated tasks with some degree of challenge. Generally, such projects are multidimen-
sional. A review of numerous case-study reports (Allen 2004; Gardner 1995; Gu 2004; Ho 
2003; Lee 2002; Levine 2004; Papandreou 1994; Tomei, Glick, and Holst 1999) reveals that 
successful project-based learning:

•  focuses on real-world subject matter that can sustain the interest of students
•  requires student collaboration and, at the same time, some degree of student auto-

nomy and independence
•  can accommodate a purposeful and explicit focus on form and other aspects of 

language
•  is process and product oriented, with an emphasis on integrated skills and end-

ofproject refl ection.
The end result is often authenticity of experience, improved language and content 

knowledge, increased metacognitive awareness, enhanced critical thinking and decision-
making abilities, intensity of motivation and engagement, improved social skills, and a 
familiarity with target language resources.

One way to maximize the potential benefi ts of project work is to follow the ten-step 
process advocated by Stoller (1997) and Sheppard and Stoller (1995). The ten steps are 
summarized below.

Step 1: Students and instructor agree on a theme for the project 
The students and instructor come to an agreement on a project theme. Because projects 
range from structured, semi-structured, to unstructured in terms of the degree to which 
the teacher defi nes the project (Stoller 1997), instructors should identify ways (large or 
small) in which students can develop some sense of ownership toward the project.

Step 2: Students and instructor determinethe fi nal outcome of the project 
With the nature and objectives of the project in mind, the students and instructor determine 
the fi nal outcome of the project (e.g., bulletin board display, written report, debate, brochure, 
letter, handbook, oral presentation, video, multimedia presentation, theatrical performance). At 
this point, the students and instructor negotiate the most appropriate audience for their pro-
jects (e.g., classmates, other students, parents, program director, city mayor, a local business).

Step3: Students and instructor structure the project 
After the theme and fi nal outcome of the project are determined, the students and 
instructor work out project details that guide students from the opening activity to the 
completion of the project. In this step, students consider their roles, responsibilities, and 
collaborative work groups. After negotiating a deadline for project completion, students 
reach a consensus on the timing for gathering, sharing, and compiling information, and 
then presenting their fi nal project.

Step 4: Instructor prepares students for the demands of information gathering 
At this stage, the instructor prepares students for the language, skill, and strategy demands 
associated with information gathering. With student ability levels in mind, the instructor pre-
pares instructional activities for each of the information-gathering tasks. For instance, if stu-
dents will be conducting interviews to gather information, the instructor may plan activities 
in which students have to form questions, ask follow-up questions, request clarifi cation, and 
take notes. If students are expected to write letters, the instructor might review the format 
and language of formal letters. If they intend to conduct an Internet search, the instructor 
may review search procedures and introduce useful note-taking strategies.

Step 5: Students gather information 
After practicing the skills, strategies, and language needed for gathering information, stu-
dents are ready to collect information using methods such as interviewing, letter writing, 
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and library searches. Whenever possible, the instructor brings in relevant content resour-
ces to get students started on their information quests.

Step 6: Instructor prepares students to compile and analyze data 
At this stage, students need to master the language, skills, and strategies needed to compile, 
analyze, and synthesize the information that they have collected from diff erent sources. The 
instructor prepares students to do much of this on their own through tasks that involve, for 
example, categorizing, making comparisons, and using graphic organizers such as charts 
and time lines. Numerous training sessions might need to be planned, depending on the 
types of information collected and the ways in which it was collected (e.g., taped interviews, 
brochures received in response to solicitation letters, library research, and note-taking).

Step 7: Students compile and analyze information 
After engaging in teacher-guided preparatory activities, students are ready to tackle the 
demands of compiling and analyzing the gathered information. Working in groups, stu-
dents organize information and then discuss the value of the data that they have collected, 
keeping some and discarding others. The goal is to identify information that is critical for 
the completion of their projects.

Step 8: Instructor prepares students for the language demands of the fi nal activity 
As in Steps 4 and 6, the instructor designs language-improvement activities to help 
students successfully present the fi nal outcome of the project. Those activities may 
focus on skills for successful oral presentations, eff ective written revisions and editing, 
persuasive debates, and so forth. Some focus on form might be greatly appreciated by 
students at this point.

Step 9: Students present the fi nal product 
Students present the fi nal outcome of their projects, as planned in Step 2.

Step 10: Students evaluate the project
In this last, often neglected stage of project work, students refl ect on the language mas-
tered and the subject matter acquired during the project. In addition, students are asked 
to make recommendations that can be used to enhance similar projects in the future. It 
is during this stage that teachers provide students with feedback on their language and 
content learning. (Extracto de: Bülent Alan and Fredricka L. Stoller, Maximizing the Benefi ts 
of Project Work in Foreign Language Classrooms. In ELT Forum 2005/4. 2005).
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Appendix 8

Project: Men and Women
• Stages
• Teaching stages
• Main linguistic objectives
• Materials 

1. Men and women in the Middle Ages 
(4 teaching periods)

• T introduces the topic of the project
• Storytelling: T. reads the adapted version of Sir Gawain and The Lady in Handout 1
• Ss work with the story reconstructing it through ordering, questions and answers, 

opinioning, acting out.
Present the topic of project.
Introduce narrative structure.
Enlarge ss´knowledge of simple past to narrate past events
(see Handout 1)

2. Men and women in the Renaissance 
(3 teaching periods)
T refers to the story of Henry VIII explaining the relationship  between other historical 

events and the role of men and women at the time.
Tintroduces aspects of historical moment considering SS previous knowledge from 

history.
T introduces Handout 2
T works with students in the computer lab with handout 3
Ss do self assessment on what they have learned and teacher corrects ss productions.

Develop narrative structure.
Enlarge ss´knowledge of simple past to narrate past events
Work with discourse markers in narratives.
Develop literacy skills.
Develop digital literacy skills (Hypertext, intertextuality)
(see Handouts 2 & 3)
Computer room with internet

3. The family as a borgoisse institution. Men and women in the industrial revolution 
(3 teaching periods)
T presents the concept of family interacting with students. Ss work with handout 4.
Ss watch parts of the David Burton´s fi lm “Bride´s Corpse” and students work with hando-

ut 5. T monitors understanding through observation
Focus on speaking and listening skills.
Develop media literacy 
Enlarge ss organizational and pragmatic knowledge
(see Handout 4)
Film Bride´s corpse

4. Men and women in the 20th century
(3 teaching periods)
T asks ss to think of their parents as compared to their grandparents. In groups ss refer to 

the changes in roles in two generations. What did men and women do 50 years ago? What 
do they do now? Ss prepare a report for the rest of the class. The report undergoes editing 
by the teacher. Ss improve their report and then they present it to the class. Other groups 
provide feedback on production.

With all the coincidences T and ss develop a poster for the class.
Integrate with previously taught items. 
Develop communication skills. Focus on speaking and listening skills. Develop self 

awareness 
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5. Men and women in the 21st century 
(2 periods and homework time)
Ss write down a story set in their times. T provides assistance when necessary. The story 

should be based on a picture T gives to each student. Ss can use the dictionary. They fi rst 
write the narrative structure, then they introduce dialogue. T provides a fi rst correction, 
then peer correction (with previously discussed items to consider) then fi nal correction 
from the teacher. T assembles the stories and with the aid of the computer science teacher, 
ss develop the book cover. 

Develop and apply writing skills.
Integrate organizational and pragmatic knowledge by using writing strategies.
Develop awareness on language
Make a real world production.
Pictures from magazines.

6. Product made public 
(1 period)
Ss hand in a copy of the fi nished book to the head of the school and take copies to other 

courses and their homes. 
Ss and teacher assess the whole process.
Develop self esteem and motivation on language learning.
Book

7. Summative Assessment
(1 period)
Written test
Assess learning
Written test

Handout 1 

Sir Gawain and the Lady

Lancelot was riding his horse in the forest when he met the Black Knight. The Black Knight had an 

enormous sword but Lancelot was unarmed. 

“I can kill you, but I´m an honorable man,” the Black Knight said. “I am going to ask you a question, 

you have to answer this question in a week. If the answer is right, I will forgive you. If the answer 

is wrong, I will kill you.”

“All right,” said Lancelot in fear.

“Now, the question is: What do women want?”

“Ah?” said Lancelot. “What do women want?”

“Yes,” said the Black Knight. “What do women want? That is the question”

The Black Knight went away on his horse and Lancelot decided to go back to the castle. On his 

way to the castle, he saw a horrible witch sitting under a tree.

“I know the answer to the question!” she said. “Ahh!! Ahhh!” 

“OK, tell me, please!” said Lancelot.

“To give you the answer I must marry a knight,” she said.

Lancelot thought for a moment and he decided to continue his trip to the castle. He didn´t think 

a knight could marry a witch.

In the castle, he asked a lot of people. He asked men, he asked women, he asked children. And the 

problem was that they gave him lots of diff erent answers. Some people said chocolates, others said 

love, men, children, fl owers.

The days passed by and Lancelot was desperate. Tomorrow was the day when he had to meet 

the Black Knight.

Finally, he talked with King Arthur. King Arthur thought this was a diffi  cult problem and he called 

the Knights of the round table for a meeting.

During the meeting, Lancelot explained his problem. All the Knights were serious. In the end, Sir 

Gawain talked.

“You must ask the witch for the answer and one of us must marry her,” he said.

“But who will marry her?” Lancelot asked.

All the Knights looked down. They were silent. 
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“I will marry her,” said Sir Gawain.
Lancelot was shocked.
“What a true friend you are!” said Lancelot. Everyone was amazed. Sir Gawain was loyal 

and a true friend but this action was heroic.
Immediately after, Lancelot went to the forest and talked to the witch.
“OK, please, tell me the answer to the question!” he said, “My friend Sir Gawain will marry you”.
“Women want decision,” said the witch.
“Decision?” asked Lancelot.
“Yes, decision,” said the witch. “Now take me to the castle,” she said.
So Lancelot took her to the castle and then he returned to the forest. In the forest he met 

the Black Knight.
“What women want is decision,” he said.
The Knight turned pale. He was shocked. Lancelot had the right answer. 
“You win this time,” he said, “but next time…”
The Black Knight went away angry on his horse. Lancelot returned to the castle and once 

in the castle, all the preparations for the wedding started.

The wedding took place. Sir Gawain married the witch. The witch wore a beautiful 
dress but she still looked horrible. Everybody celebrated. They all danced, sang, ate 
and drank. The party fi nished and everybody left but Sir Gawain stayed with the witch. 
They went to Sir Gawain´s bedroom. Sir Gawain felt sick. He had to go to bed with the 
witch. He closed the door trembling and he spent long minutes closing the door as 
he heard:

“Come with me, darling!”
In the end, he turned round and on the bed he saw the most beautiful woman he 

had ever seen in his life.
“Wow!” he said. “Who are you? Where´s the witch?”
“I am her,” she said. “I am the witch.”
The beautiful lady explained it all. 
“I off ended a witch some years ago, and she cast a spell on me. She turned me into 

a horrible witch. But the spell is not completely broken, I´m afraid,” she said. “For twelve 
hours I will be beautiful and for twelve hours I will be horrible. Tell me Sir Gawain, What 
do you prefer? Do you want me to be beautiful by day and horrible by night or horrible 
by day and beautiful by night?”

Sir Gawain thought for a moment and then he said the words that broke the spell 
completely and for ever. He said: “YOU DECIDE”. 

(Adaptado de Revell J. & S. Norman, In Your Hands. Londo, Saffi  re, 1997). 

Handout 2 

Horrible Henry 
1. Read the text about Henry Tudor and put the paragraphs in chronological order.

He started a new church. He divorced  

Catherine, he married Anne but he didn´t 

have a son, he had a girl called Elizabeth. 

Henry began to hate Anne. People told him 

stories that she was having aff airs with other 

men at court. He executed her.

He married Jane Seymour in 1536 and she 

had a baby son called Edward VI and then 

she died two weeks after Edward was born.

He married Anne Cleves and he divorced 6 

months later, he married Kathryn Howard 

and then he executed her and fi nally he 

married Catherine Parr and then HE died in 

1547.

Henry VIII became king in 1509. He married 

his brother´s wife: Catherine of Aragon. By 

1526 the marriage was going wrong. Henry 

needed a son to take the throne after he 

died but Catherine had many pregnancies 

but the only child alive was a girl called 

Mary.

Henry was in love with another woman: 

Anne Boleyn, a young lady at the court. He 

wanted to divorce Catherine and marry 

Anne but the Pope said no. By 1533 Henry 

was impatient. At that time a growing 

number of English people were protestant 

and Anne came from a protestant family. 

The protestants said that the Pope interfered 

with government problems and Henry liked 

this idea.  Henry used Parliament to help 

him.
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2. Match the two parts of the question about Henry´s life.

1. Why did Henry want                                   he die?

2. Did Henry have                                         to divorce Catherine?

2. How many times did Henry                        a son with Jane?

3. When did                                                     marry?   

3. Now answer the questions.
4. Design a comic strip. 

a. Illustrate diff erent moments in Henry´s life following the events.
b. Include dialogue bubbles.

Henry wanted to divorce Catherine
He married Anne but he didn´t have a son, he had a girl called Elizabeth
He had a baby son called Edward VI and then she died two weeks after Edward was 

born.

Handout 3

Webquest: The Terrible Tudors: Henry VIII 
1. Read about Henry´s life through internet at 

“http://www.brims.co.uk/tudors/henry.html”  
Find out the following information:
• Something interesting about Henry´s personality.
• Something contradictory in his life.
• Something that you consider inhuman about his actions.

2. Read about Henry´s wives:  at  "http://www.brims.co.uk/tudors/wives.html"  
a. Who was Catherine of Aragon, Henry´s fi rst wife?
b. Why do you think Henry killed Anne Boleyn? What is peculiar about Anne´s 

death?
c. What was sad about Jane´s Saymour destiny?

d. How did Henry marry Anne Cleves? Why didn´t the marriage work?
e. How is Katherine Howard described? 
f. Why does history say that Katherine Parr was a good woman? 

3. How much have you learned?
“http://www.brims.co.uk/tudors/quiz.html” . Answer the questions from the quiz to see 

how much you have learned.
4. What was happening at this time in the world?

a. Find out at “http://www.brims.co.uk/tudors/tudors.html”  and list relevant infor-
mation about the period.

b. Read about "Stuff  the ordinary books don´t tell” and list 3 amazing facts.
5. Find out about Elizabeth I, Henry´s daughter, who became Queen of England at 

“http://www.royal.gov.uk/output/Page46.asp”  
In what ways was she similar in character to her father?
In what ways was she diff erent?

Handout 4 

The family as an institution 
A family consists of a domestic group of people related by birth or marriageThe nuclear 
family structure of western cultures is based on the bourgeois family. This family structure 
originated in the16th-century and 17th-century European households, in which the family 
centers on a marriage between a man and woman, with strictly-defi ned gender-roles. The 
ideal bourgeois family begins with the nuclear family: parents living together and sharing 
responsibility for their children and for each other. The man typically has responsibility for 
income and support, the woman for home and family matters. The bourgeois family has 
the following characteristics: an emphasis on high moral standards, especially in sexual 
matters; an enormous interest in the welfare of children, especially their proper education 
and the inculcation of values and attitudes leading to economic success and personal 
responsibility.

In the 18th century, the family was an extended family, where grandparents lived with 
their children and grandchildren. Families in the 18th century were large, consisting of 
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the father, mother, and grandparents and averaged fi ve or more children. Children were 
important because they took care of their parents when they were old. The family was 
the social security then. At the beginning, this family organization was typical of higher 
social classes but then extended to the lower social classes. The bourgeois family structure 
changed in the 20th century with the beginning of the world war and the social changes 
that took place at that time.

How is family organization diff erent now? This graph shows family organisation in the 
USA.  What is it like in Argentina?
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Appendix 9

Picture 1 
Henry: I divorce with you because I am in love with another woman. Anne Boleyn and I´ll 
marry her! So, I don´t want to see you anymore.

Picture 2 
Henry (thinking) Why I didn´t have a son? Why she didn´t give me a son? I hate her. I´ll 
excecute her because I hate her.

Picture 3 
Henry: My God! My only wife who give me a son. It´s dead! No! Why you must die after 
Edward is born!? We must be a happy family!
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Picture 1 
Henry: I want divorce Catherine.
Pope: You are Crazy. First you wanted to marry your brother´s wife and now you want to 
marry another.

Picture 2 
Henry (thinking): Another girl. Nooooo! First Mary and now Elizabeth.
Baby: Bua! Bua!
Anne: (in bed, thinking): What?

Picture 3 
Henry: At last a boy. He´ll take the throne, yes!
Baby (thinking): I´m Edward.
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