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Abstract 
This study intends the validation of an instructional design on intercultural communicative competence (ICC) in 
the beginning levels of German, French, Italian, Portuguese, and English in the Modern Languages program at 
EAN University in Colombia. The design constituents: language integration, oral production, fieldwork activities, 
and a product/project gravitated around thematic units. The faculty application of the design is evidenced 
through annotated lesson plans together with the rationale for their classroom decision-making. The results 
indicate that an instructional design on intercultural communicative competence offers teachers and students a 
framework whose components acknowledge the participants’ diverse views and promote an intercultural learning 
environment in both relational and interpersonal terms.  
Keywords: instructional design, interculturality, communicative competence 
1. Introduction 
Universidad EAN is a Colombian university with undergraduate degrees in engineering, finance, business 
management, international business, economics, modern languages, and cultural management. All university 
programs are oriented towards goals such as entrepreneurship and sustainability. Moreover, EAN professionals 
are meant to make their way into organizations where they can promote and implement such values. The modern 
languages program is no exception, and its professionals are educated to be part of the corporate world. In fact, 
the program mission determines that professionals in modern languages will develop entrepreneurial aptitudes 
that help them contribute to the economic and social growth of people and organizations both at local and 
international levels. These capacities will be obtained through their active participation in projects that promote 
multilingual/multicultural development. In sum, these professionals will be part of the corporate world where 
languages are fundamental in the areas of communications, translations, and international businesses.  
This situation poses opportunities and challenges for both the faculty and the students in the program. On the one 
hand, it is an opportunity to view language learning removed from its expected views of mastering a linguistic 
system or its pedagogical implications which are more pertinent for language student teachers. It is also an 
opportunity to educate these language professionals to be part of the corporate world of languages such as 
English, French, German, Italian, Portuguese, and Spanish. 
On the other hand, it is a challenge to educate these individuals in a world that is for the most part transnational 
which means that the workforce will have the characteristics of being both international and multicultural; 
therefore, these professionals must be taught languages from intercultural perspectives. Thus, the language 
learning process requires that these students develop interpersonal and relational skills which enable them to 
relate to people from different language and cultural backgrounds.  
Another challenge is that most of this language learning happens in the classroom which demands from both the 
faculty and the students to devise innovative ways to take their language endeavors beyond the classroom. For 
example, the language learning situations must integrate research activities, language fieldwork, and 
computer-mediated activities so that students have a wide perspective on the complexities of learning languages 
in multilingual and multicultural settings. 
Including the intercultural communicative competence as the basis of this research process lies in a series of 
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2. Instructional Designs in Language Teaching and Learning 
The first element in this theoretical framework is the concept of instructional design and the reason it must 
become a fundamental part of an attempt to work on developing students’ intercultural communicative 
competence in a foreign language setting. The idea of design takes into consideration a way to do something; it 
also demands a procedure, protocol, or at least a series of steps. Designs are meant to provide a wide-angle 
perspective on how to go about teaching and learning. Nation and Macalister (2010), for example, consider that 
the curriculum design process requires knowledge of aspects such as the environment, needs, and principles that 
gravitate around goals which are largely defined by the content, the format, the presentation, and its evaluation in 
terms of both monitoring and assessment (p. 3). 
Instructional designs have been used in environments where learners need to become proficient in languages that 
are not their native. In other words, these languages are their second, third, or even foreign. Some of these 
models come from bilingual education: CLIL (Marsh, 1994); CALLA (Chamot & O’ Malley, 1994); SIOP 
(Echevarria, Vogt, & Short, 2000). The above designs share that they all take into consideration the learners and 
their needs in terms of both their language and cognitive development; these two aspects have made them 
popular and have contributed to their spread and success in various scholarly settings.  
In regard to interculturality, Lee, Poch, Shaw, and Williams (2012) suggest pedagogical frameworks that take 
into consideration a variety of aspects such as the curriculum and the instructional practices whose goal is to 
promote students’ diversity. Intercultural language projects are successful if they promote diversity which in turn 
stimulates engagement as students will find a legitimate place to voice their views in what the language courses 
are about. The inclusion of culture in language teaching requires a framework that allows learners to understand 
its central role in language learning. Moeller and Faltin Osborn (2014) summarize some of these frameworks. 
For example, Byram’s (1997) proposal of intercultural communicative competence based on knowledge, skills, 
and attitudes; Deardoff’s (2002) model that pays special attention to aspects such as the learner’s attitudes 
towards language and culture, and Borghetti’s (2011) teaching framework that combines both cognitive and 
affective processes, and the establishment of a classroom that behaves as a community.  
The design proposed in this study advocates the relationship between language and culture. In our attempt to 
figure out this relationship, the views of Kumaravadivelu (2008) are considered since he conceptualizes the 
connection of languages and cultures as a process that ranges from assimilation, pluralism, hybridity, and realism 
(p. 4). This last perspective is the one that he finds more encompassing with what is happening with the present 
globalization times of languages, cultures, and peoples. Kumaravadivelu defines the premise of cultural realism 
as: 
“A ‘web of interlocution’ that is effectively challenging the traditional notions of identity formation of an 
individual or of a nation. This development is plunging the world in a creative as well as chaotic tension that 
both unites and divides people. It is also resulting in an unintended and unexpected moment toward tribalization 
that contributes to an increase in ethnic, racial, religious, and national consciousness.” (p. 158). 
Cultural realism provides a new and more challenging setting to enact language teaching and learning. In fact, 
Kurmaravadivelu advances some pedagogic principles which he describes as a series of shifts: 
“a) From target language community to targeted cultural community, b) from linguistic articulation to cultural 
affiliation, c) from cultural information to cultural transformation, d) from passive reception to critical reflection, 
e) from interested text to informed contexts (p. 172). 
Kumaravidelu’s (2011) principles are worth examining against the context of prospective Colombian language 
professionals whose attempts at learning languages such as English, French, German, Italian, and Portuguese 
take place within the boundaries of the classroom. Furthermore, these languages are foreign in the country whose 
official language is Spanish. The above situation shows that it is not enough the sheer presence of native 
speaking instructors, the use of the latest commercial textbooks, or even the state-of-the-art technology to 
guarantee the enactment of intercultural teaching and learning.  
This environment requires a teaching framework that provides relevant contexts and more importantly 
opportunities where teachers and learners experience intercultural language projects that cater to both language 
and culture learning in both relational and interpersonal terms. In sum, an instructional design that places 
teachers and students as legitimate speakers whose emergent relationship is not exclusively mediated by the 
bureaucracy of the classroom in terms of lessons, textbook activities, or tests.  
The framework should promote a learning environment where the integration of linguistic abilities such as 
vocabulary and grammar need to be addressed together with the provision of opportunities to create language 
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projects from a variety of sources. Moreover, there must be a concerted place where the use of videos and 
podcasts happen along with readings or writings to make sense of both language and culture by means of active 
student participation through oral interaction.  
Kimber, Pillay, and Richards (2002) examine the role of teachers in a world that demands several competences 
such as the digital in computer-mediated settings. These new learning conditions confirm the need for designs 
that integrate these perspectives. They quote the work of the New London Group (200) which proposes a design 
with six elements “(linguistic, visual, audio, gestural, spatial and multimodal), and four associated components 
of pedagogy (situated practice, overt instruction, critical framing and transformed practice).” (p. 162). These 
scholars also consider that the notion of design invites teachers to become creators of classrooms practices 
specifically tailored to fit the teaching context and the students’ realities, which are pervaded by 
computer-mediated experiences.  
2.1 Thematic Units  
Instruction around thematic units has been around for several years, and it continues to be a valid proposal from 
various camps since it promotes a view of learning that is focused on making sense of a topic from a variety of 
perspectives through processes of thoughtful integration. In terms of language learning, thematic units aim at 
giving students several encounters with language information through a variety of channels. 
Zull (2002) provides examples from brain research and learning which demonstrate how integration happens in 
the brain; he asserts that there is always a brain cycle when people process sensory input to know and learn about 
the world around them. The cycle begins in the sensory cortex to the back integrative cortex and frontal 
integrative cortex and then to the motor cortex to end in the sensory cortex again (p. 23). He provides an 
example of language processing which he summarizes as follows: 
“1. Hear words or see words = concrete experience 
2. Remember related words, images, or ideas = reflection 
3. Generate new words or ideas = abstraction 
4. Speak or write new words or ideas = active testing 
5. Hear or see new words and teacher’s response = new concrete experience” (p. 23). 
The above explanation on how the brain processes stimuli supports the need to design and prepare class 
sequences that resemble such processes as it was shown in the example. Zull invites teachers to consider these 
brain cycles when they plan and perform their teaching. 
In the field of Content-Based Instruction (CBI), Grabe and Stoller (1997) quote the work of Mohan (1986) and 
Grabe (1995) who consider that one of the goals of thematic unit instruction “is to give students multiple 
opportunities to work with coherently developed sets of content resources and to revisit that information from a 
variety of perspectives, including exposure to visual representations and information.” (p. 11). 
2.2 Language Ability Integration  
Roegiers (2010) regards integration in pedagogy as a triad of concepts namely “interdependence, coordination, 
and polarization”. (p. 30) Interdependence is the work of some related concepts that create a system based on the 
functional relationships of its many parts. Coordination has to do with how systems of ideas or concepts work in 
congruence. Finally, polarization refers to how systems are set in motion as meaning-making devices.  
The planning of classes in terms of listening, speaking, reading, writing together with vocabulary and grammar 
should have the same thread that always connects them. This connectivity guarantees that students have constant 
exposure to the topics proposed in the unit in terms of both language and content. Furthermore, these topic 
activities engage students in events whose purpose is to reflect on how their language learning responds to such 
systematicity which is evidenced by the students’ sense of accuracy and fluency in their language production.  
This idea of advancing language teaching-learning processes by integrating language and communication skills 
is based on the students’ attention to the construction of meanings beyond the concern for the ways in which 
these meanings are expressed. Kagan (1995) states that a process of second language acquisition is heightened to 
the extent that learners receive linguistic inputs whose nature is clear, appropriate to the development of the 
learners, repeated, and accurate (p. 1). Regarding reiteration, Kagan adds that this repeated exposure of linguistic 
forms and meanings from different sources facilitates the internalization process beyond a process of partial or 
short-term memorization of these ideas. 
 



elt.ccsenet.org English Language Teaching Vol. 12, No. 3; 2019 

165 
 

Another important aspect to consider in this process of teaching preparation with an integrative perspective has 
to do with the apprentices’ language development. Prabhu (1987) and Widdowson (1990) cited by 
Kumaravadivelu (2006) expressed their criticisms of the idea that knowledge of a language is linearly based on 
the study and management of fragmented units in a cumulative process. These scholars affirm that language 
learning is holistic and cyclical with some points of transition of parallel systems of linguistic configuration. (p. 
141). 
In sum, Kumaravadivelu asserts that in real terms, the production of apprentices can differ from the learning 
sequence and is in turn different from the teaching sequence. This conclusion seems to indicate that it is 
necessary to move towards an alignment between teaching, learning, and student production, which once again 
emphasizes the need to integrate language teaching and learning. 
2.3 Oral Production  
One of the key aspects in the language learning process is the promotion of the students’ oral production so that 
they can gradually build discursive aspects that ultimately determine both their learning and language learning 
proficiency. 
Garbati and Mady (2015) traced some of the most important research journals in the field of language teaching. 
From this exercise, the researchers extracted a series of strategies that were mentioned frequently in these 
investigations. The researchers talked about practices such as the explicit teaching of oral skills, scaffolding 
activities to provide oral production strategies, the provision of authentic communication spaces, improvised and 
planned oral presentations, use of tasks, fluency activities, activities of questions and answers, role-plays as well 
as activities in which students are counted for the evaluation and feedback of their production (pp. 1767-1768). 
The conclusions of this review of the research in oral production in the second language, as well as the practices 
outlined above, agree with the approaches of theorists such as Gibbons (2007) who states, “that instructional 
designs adopted by teachers affect the quality and the effectiveness of the learning context” (p. 1768).  
On a study on the nature of oral abilities in a foreign language context, Saito and Hanzawa (2016) wanted to test 
the effectiveness of foreign language instruction on students’ oral abilities in terms of oral features such as 
prosody. Their results showed that there were external factors such as students’ language exposure and aptitude 
that influenced the students’ oral development. In fact, they asserted that the students’ oral performance was 
heightened by their contact with the language outside class with a variety of other language resources.  
Finally, the research and the classroom practices derived from these studies have as a common denominator a 
critique of the visions that one can take a single look and a single measure that can be applied to an entire 
population. Language students at EAN University may come from the same language and cultural background; 
however, there is still diversity in them which calls for language pedagogies that foster interaction so that this 
diversity nurtures both language and culture learning. Lee, Poch, Shaw, and Williams (2012) consider that there 
is a need for an intercultural pedagogy that promotes such interactions:  
“As students engage with one another and encounter differences in their fellow students’ perspectives and 
epistemologies, it can at first be challenging for them to generate active dialogue or to reach productive 
consensus. Facilitated, purposeful opportunities to interact provide students with experience communicating, 
listening, and negotiating across complex cultural, experiential, and epistemological perspectives.” (p. 56). 
2.4 Students’ Fieldwork Activities  
Students should become aware that they contribute with the input for the construction of concepts and 
subsequent learning that is generated from their classroom experiences. In fact, it is their experiences that make 
up most of what their language learning is going to be about. These contributions must be related to exploration, 
investigation, or expanding activities in relation to the class topics. 
Byram (1997) defines fieldwork as “a pedagogical structure with educational objectives constructed by the 
teacher in consultation with students” (p. 68) One of the essential elements of this structure of work has to do 
with the development of learning skills in action in real time and with a great emphasis on interaction and whose 
ultimate goal is the contribution of students to the knowledge that is being generated in the classroom (p. 69). 
The instructional design contemplates that these opportunities for interaction among language learners are 
increasingly in line with the principles of intercultural communicative competence in which the learners, 
according to Byram and Zarate (1994), bring with them a wealth of experiences as well as a socio-cultural 
identity constructed mainly in their L1 and C1 which empower them as mediators between cultures. 
This last idea poses challenges to both the learners and their teachers. In the case of apprentices, intercultural 
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The quantitative data is based on the faculty completion of two annotated lesson plans as a checkup of the 
application of each one of the instructional components of the design.  
The qualitative data will be based on the professors’ rationale for the design application. Therefore, the analyses 
will have a hermeneutical vision whose purpose is to analyze the professors’ decision-making based on their 
lesson planning and the subsequent rationale for changes or variations as the design components were set in 
motion. The role of hermeneutics is to develop understandings from the professors’ implementation of the 
instructional design both as a whole and in its parts, which validate the notion of a hermeneutic cycle (Gadamer, 
1989). 
The interpretation of these teachers’ decisions and their reasoning can be understood through the lens of teacher 
cognition. Borg (2003) refers to teacher cognition as “the unobservable cognitive dimension of teaching –what 
teachers know, believe, and think.” (p. 81). He offers a comprehensive account of research on teacher cognition 
from three foci: cognition and prior language learning experience, cognition and teacher education, and 
cognition and classroom practice (p. 81).  
For the purposes of this study, the perspective on cognition and classroom practice deserves attention since the 
analyses of teachers’ knowledge, as they make decisions on their lessons, and as they depart from their plans, 
provides understandings on the implementation of the instructional design on intercultural communicative 
competence.  
Borg’s examination of teacher research shows that teachers have different reasons to account for their 
decision-making. However, the reasons they claim range from motivational aspects to classroom management 
issues. As for the reasons to depart from an original lesson, Borg found that teachers had one or some of the 
following reasons: years of experience in teaching, a question or unexpected issue arose, student factors such as 
discipline, or teachers’ factors such as forgetting a class element (p. 94). Nevertheless, Borg sees these changes 
as legitimate since they show that teachers were trying to elucidate the articulation of two aspects of their 
teaching namely their pedagogical choices and the instructional context. 
3.1 Language Learning Theory 
The language learning theory that guides this study is the sociocultural theory which can be defined as a position 
that deliberately and decisively involves aspects of the historical, social, and cultural context of individuals 
(Johnson, 2009). These elements are fundamental if there is a proposal that promotes teaching and learning 
languages in an intercultural perspective; understanding interculturality: as the abilities that individuals from 
different languages and cultures display to relate to each other.  
Johnson (2009) maintains that cognition in a sociocultural perspective occurs to the extent that learners engage 
in social activities which trigger a series of social and cultural relationships around systems of meaning together 
with the performance and interaction of these individuals. In conclusion, the researcher states that “cognitive 
development is the product of a process mediated by the interaction of social, linguistic, cultural, and contextual 
aspects.” (p. 1). 
Another central idea in sociocultural theory is the notion of language as a social practice. This conception 
maintains that the language is the main generator of experiences of different kinds, and it is the same language 
that allows individuals to be and participate in the world in a meaningful way. Johnson asserts that the linguistic 
perspective that is most consistent with this idea is the systemic functional linguistics of Halliday (1989), 
especially in his definition of understanding language as a semiotic system that gives individuals a series of 
linguistic options on which they decide according to the contexts, the activities, and the roles they assume 
according to their participation in communicative events (p. 45). 
The role of language teachers in their interpretation of language as a social practice in the teaching and learning 
processes has to do with a process of awareness about the power of the language to generate meanings that deal 
with the creation of individuals in terms of both their personal identities and their roles as social beings.  
Finally, language as a social practice in language teaching becomes real as far as these environments approach 
language use as a mediating element of the dialogical exercise that must exist among the participants of this 
process.  
Johnson describes this process in the following way: 
“The focus (language as a social practice) is not the correct use of a linguistic form or a communicative function, 
however, it is in the nature of the activities in which teachers and students are immersed and what they want to 
accomplish by these participants in these activities, and how the language and other cultural artifacts are used as 
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tools of mediation in those activities.” (p. 54). 
3.2 Participants 
Six professors (language coordinators) of English (EN), French (FR), Italian (IT), Portuguese (P), and German 
(G) implemented the instructional design in their courses. English contributed to this project with two professors. 
This faculty had studies in language pedagogy and were experienced in the teaching of their corresponding 
language. It is worth pointing out that not all these professors had participated in the previous two phases of the 
project as it was the case of the Portuguese, German, Italian, and one of the English faculty. However, they all 
took part in orientation sessions prior to the launching of the project. For example, they all participated in 
meetings where they exchanged their thematic unit proposal and had a say on the annotated lesson plan formats. 
Table 1 provides information regarding the languages, thematic units, students’ levels of proficiency, and the 
criteria the faculty used for the application of the design in terms of their lesson plans or their decision-making 
processes as the lessons evolved. 
 
Table 1. Participants 

Language Thematic Unit 
 
 
 

CEFR 
 Proficiency levels 

Design application criteria 

EN 
 

FR 
 

IT 
 

P 
 

G 
 

1
A1

2 
A1+

3 
A2-B1

4
B1

Lesson 
plan 

Teachers’ 
decision-making 
processes 

1 2 
P Interviews 1 2 
P Interviews 1 1 
EN_1 Inventions 2 1 
EN_1 Inventions 2 2 
It Professions and crafts 1 1 
It Italian language 1 2 
G Shopping and invitations 1 1 
G Shopping and invitations 1 2 
EN_2 Work and study 1 1 
EN_2 Work and study 1 2 
Fr My living place 1 1 
Fr My living place, daily activities 

and seasons 
1 1 

 
4. Results 
The main goal of this study is to make sense of how teachers implemented the instructional design with their 
lesson plans as a framework and their correspondence with concrete classroom activities. By analyzing these 
circumstances, it can be determined the strengths and weaknesses of the proposal in order to make the necessary 
changes or adaptations so that the design eventually fits the program and more importantly the students’needs. 
The six professors worked with levels 1 and 2 which means that these students were at the initial stage of their 
studies. All had thematic units except for the Portuguese professor who seemed not to have one. However, he 
worked on a semester-long project based on an interview with Brazilian businessmen in Colombia.  
Each professor reported two annotated lessons plans, and the source of integration stemmed from either the 
lesson plan or the actual classroom circumstances. It is noticeable that the preferred pattern was 1 which means 
that the basis for integration was at first part of a planned lesson which then evolved as the professors introduced 
changes as the lessons progressed. See Table 1.  
The first design component is the purposeful integration of the linguistic and communicative skills to get the 
cycle started. Table 2 offers a more detailed description of how the integration took place.  
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Table 2. Language ability integration 
LANGUAGE ABILITY INTEGRATION 

Language There is 
integration Listening Speaking Reading Writing Vocabulary Grammar 

There is an 
emphasis on 

EN FR IT P G 

0-No; 1-Yes 
0-No; 
1-Yes 

0-No; 
1-Yes 

0-No; 
1-Yes 

0-No; 
1-Yes 

0-No; 
1-Yes 0-No; 1-Yes 

Listening 1 
Speaking 2 
Reading 3 
Writing 4 
Vocabulary 5 
Grammar 6 

P 0 1 0 1 0 1 1 3 
P 1 1 1 1 1 1 1 2 
EN_1 1 1 1 1 1 1 1 2 
EN-1 1 1 1 1 1 1 1 2 
IT 1 1 1 1 1 1 1 1, 2, 5 
IT 1 1 1 1 1 1 1 1.2 
G 1 1 1 1 1 1 1 2, 3,4,5 
G 1 1 1 1 1 1 1 2, 3,4,5 
EN_2 1 1, 2, 3, 4 ,5 ,6 2 
EN_2 1 1, 2, 3, 4 ,5 ,6 1, 2, 3, 4 
FR 1 1 1 1 1 1 1 2 
FR 1 1 1 1 1 1 1 2 

 
The Portuguese professor did not acknowledge the integration at first but reckoned it took place in some other 
moments of the class sequence. It is worth looking at the English_2 faculty whose planning seemed to indicate 
that the place of integration was for the most part around grammar. The German and Italian faculty placed their 
emphasis on several abilities at the same time. Unlike these faculty, the first English professor and the French 
focused on oral abilities primarily. 
It was already established that there was ability integration which varied among the languages, so it is relevant to 
know the reasons professors had as they developed this component of the instructional design in their classes.  
 
Table 3. Rationale for ability integration 
RATIONALE FOR THE INTEGRATION OF ABILITIES 
P “There was no total integration. I would say there was partial integration.” 
P “Through a research exercise project put into practice.” 
EN_1 “Students investigate a discovery that is recognized in the student's context and that has a high impact in this 

century. Based on that, they must present all the data related to the invention from the historical importance and 
reason why they chose it. They make an oral presentation. For all that work, they must first think of the invention 
or innovation. Then they investigate and create a vocabulary list. Later, each one writes the narrative of the 
researched; and finally, a single written report is made in common and the oral presentation is made for group 
discussion. 

EN_1 “Each activity to be developed in class and this development involves at least one skill and that is a constant.” 
IT “The class activities involve the use of each skill at different times. For example, reading aloud to analyze the 

structures found, comment on the topic in groups, write a summary.” 
IT “I try in each lesson the students, based on a theme, identify in a reading or an audio the vocabulary. We identify 

the grammatical part, they discuss their ideas about the topic and if possible, write some sentences/ideas about 
it.” 

G “Students read the catalogs of different supermarkets, discuss them, review the vocabulary, and create a dialogue.
EN_2 “By appropriating the vocabulary in context and expressions required to analyze and write a resume; students also 

interview a professional in real life.” 
EN_2 “By appropriating the vocabulary in context and expressions required to analyze and write a resume; students 

also interview a professional in real life.” 
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FR “Different skills are combined to perform a task.” 
FR “Naturally, for example, an oral or written document is used to make oral comments on the subject.” 
 
Table 3 offers the justification for the ability integration which, according to the professors, happened when 
students were required to process information in one ability using another one; for example, using writing to 
make sense of listening. However, one of the English faculty had a perspective that was more encompassing with 
the instructional design cycle in Figure 2 where the abilities tend to overlap in terms of using one to build the 
other. That is, these students end project was a presentation about an invention which had started with gathering 
data, then the preparation of a vocabulary list, and a narrative as a precursor of the final oral presentation. This 
process included reading, vocabulary, writing, and speaking. It is important to emphasize that the thematic unit 
was the focus around which students had multiple encounters with the language. The second English faculty also 
viewed the use of the abilities in terms using the language to an end project where the abilities provided the 
linguistic and communicative background to be able to interview a professional.  
The second element of the instructional design was oral production, and how this ability required special 
attention since these language professionals are to work in the areas of communication and translation in 
business settings where constant and immediate language interaction is a must.  
 
Table 4. Oral production 

ORAL PRODUCTION 
LANGUAGE There is a clear 

emphasis on 
oral 
production 

Description 
 
 

EN FR IT  P G 0-No; 1-Yes 
P 1 “In group work, students should talk about the ´micro-research´ activity” 
P 1 “In the essay, in the interview, and in the exhibition of what the experience was.”
EN_1 1 ´¨It is really the final product when is subject to debate. ¨ 
EN_1 

 
1 

“All the work developed through fieldwork, skills, and knowledge lead to a time 
when they must discuss and argue their ideas as the product of their own 
interpretations and reflections.” 

IT 

1 

“Conversations between students in pairs and in groups, role-play activities, 
presentations, students´ answers by means of the teacher's elicitation, students’ 
arguments, interpretation of songs, discussions.” 

IT 

1 

“Conversations between students in pairs and in groups, role-play activities, 
presentations, students´ answers by means of the teacher's elicitation, students’ 
arguments, interpretation of songs, discussions.” 

G  1 “Both the methodology and the goal of the activity is given by orality.” 
EN_2 

1 
“The students interviewed professionals in action and simulated different 
professions under the format of a business fair.” 

EN_2 
1 

“The students interviewed professionals in action and simulated different 
professions under the format of a business fair.” 

FR 
1 

“Through presentations; formulating questions, answering questions, preparing a 
speech about the neighborhood and the city.” 

FR 1 “Through the interaction between class and the teacher and among students.” 
 
Table 4 shows that there was such an emphasis on oral production on the development of each one of the 
thematic units designed by the language professors. Most of the activities that took place matched what Garbati 
and Mady (2015) found in their review of oral abilities research in the classrooms in terms of role-plays, 
presentations, and interactive activities. 
A close look at the description provided by the faculty revealed some aspects that are worth analyzing in terms of 
the emergence of oral production in students. First, some professors were more detailed about the variety of oral 
communication formats. Second, some of them understood the ability as part of the product whereas others 
considered that students needed multiple encounters on a variety of formats to develop their oral production. Last, 
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some professors geared their efforts towards having students ready for a presentation, dialogue, or some planned 
interaction; others left the advent of speech as something more open in terms of conversations or the participants’ 
exchanges.  
Fieldwork was the next element to be analyzed against the backdrop provided by the lesson plans. Two essential 
ideas emerged regarding the work on thematic units. First, students carried out fieldwork activities on their own, 
and second, these activities had a relationship with the class contents which could relate to either a language 
issue such as vocabulary and grammar or the specific content addressed in the thematic unit. 
 
Table 5. Fieldwork  

FIELDWORK 
LANGUAGE There is 

evidence of 
fieldwork 

The fieldwork is 
related to the class 
contents 

How do fieldwork activities relate to class contents? 
 

EN FR IT P G 

0-No; 1-Yes 0-No; 1-Yes 

 
Description 
 

P 0 0 
P 1 

 
1 
 

“With the exercise of speaking, transcribing, understanding, writing, 
presenting results.” 

EN_1 
1 
 

1 
 

“Based on the vocabulary presented in the unit and worked in class, the 
student increases it by relating these words to the invention or discovery. 
They also use the grammar they studied.” 

EN_1 1 
 
 

1 
 
 

“When students learn the vocabulary and structures that point to a general 
theme. Similarly, the activities that require investigation, discussion, and a 
solution to a problem are always aligned to that topic.” 

IT 1 
 
 
 
 
 

1 
 
 
 
 
 

“It is related because it involves the collection of family data information to 
create a family tree. It is essential to identify the profession of each indicated 
relative. Through the family tree, the vocabulary seen is used in the writing 
of sentences that are then commented in the final activity. On another 
activity, the students survey their classmates about the holidays. The 
questions help to learn to ask about recent actions and know how to respond 
to these with the past perfect.” 

IT 1 
 
 
 

1 
 
 
 

“Fieldwork is fundamental for learning the language, because it allows 
students to consolidate the concepts and vocabulary seen in the classroom. 
They can also acquire new knowledge according to their interests. It is up to 
the teacher to integrate the student's proposals so that they feel motivated to 
continue contributing to the process.” 

G 1 
 

1 
 

“The catalog revision leads to an encounter with the theme of purchases as 
preparation for the assigned invitation.” 

 
EN_2 

1 
 

1 
 

“The students made a preliminary inquiry about the daily activities 
developed by different professionals; then they interviewed and filmed a 
professional in action, based on some guided questions” 

EN_2 1 1 “The students made a preliminary inquiry about the daily activities 
developed by different professionals; then they interviewed and filmed a 
professional in action, based on some guided questions” 

FR 1 1 “Fieldwork is an extension of class work.” 
FR 1 1 “Fieldwork is an extension of class work. It is intended to reflect on the 

cultural implications of living in a country that has seasons or a country from 
a tropical zone.” 

 
The faculty seemed to agree that fieldwork was an extension of classwork since students had to work on 
language concepts to deepen their understanding of the class topic or had to find information to help them 
prepare for the end of the unit project or product. However, the Italian professor had a different view of 
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fieldwork since she considered that there was a lot of potential for students to pursue their own interests with 
activities that were meant to be done outside the class. 
The last component of the instructional design was the end of the unit product or project. The professors 
described concrete projects that ranged from deliverables as part of a research project to the actual preparation of 
activities intended to be presented in front of an audience as a presentation or a classroom fair. 
 
Table 6. End of the unit product/project  

LANGUAGE There is an end of 
the unit 
product/project End of the unit product/project 

ENG FR IT P G 0-No; 1-Yes Description 
P 1 

 
 

“There are 4 deliverables: an organizational and dissemination blog, the transcript 
of the interview, a descriptive group text and an individual text of argumentative 
nature related to the question of the micro-research.” 

P 

1 

“There are 4 deliverables: an organizational and dissemination blog, the transcript 
of the interview, a descriptive group text and an individual text of argumentative 
nature related to the question of the micro-research.” 

EN_1 

1 

“The search for information, selection of the most important elements, sharing, 
preparation of the written report and oral presentation (comparison between what 
was presented by the unit and what was chosen by the students).” 

EN_1 
1 

“Activities in which the ability to solve problems is evidenced from the critical 
analysis students made of them.” 

IT 1 
 
 
 
 
 
 

“1. Family “speed dates”  
2. Presentation called: 
-Encounter between important people from Colombia and Italy 
3. Analyses of the news concerning the theft of a work of art. 
4. Contributions to the solution of the theft case: 
- Indicating what suspects did the day of the robbery at different times of the day.
- Ask questions about specific details of their activities to their peers.” 

IT 
1 
 
 

“The project is an activity in which the student must demonstrate ownership in the 
use of the language in relation to a topic that has been chosen and developed based 
on the parameters indicated by the teacher, depending on the level of knowledge of 
the language.” 

G 1 “Dialogue presentations” 
 
EN_2 1 

 

“Writing of a resume in English. Short paragraph writing describing a profession; 
interviewing professionals in action and doing simulations of professionals at 
work.” 

EN_2 
1 
 

“Writing of a resume in English. Short paragraph writing describing a profession; 
interviewing professionals in action and doing simulations of professionals at 
work.” 

FR 
1 

“Class presentation on the students’ place of residence. This activity was planned 
as a student fair.” 

FR 1 “Prepare a questionnaire about the geography of Colombia.” 
 
These products/projects in words of all the professors were meant to show students ownership over their learning, 
and many of them were thought of as projects of interculturality where students had to try to put in relation their 
L1/C1 and their L2/C2. For example, both the Italian and French instructors conducted activities in which 
students had to compare cultures.  
The evidence provided by the professors in their lesson plans showed that they used the language for purposes 
other than the manipulation of vocabulary or other linguistic forms. The language was used with a social purpose 
aimed at purposeful communication based on the focus of the thematic unit. For example, the research and 
subsequent presentation of an invention in one of the English classes.  
The above analysis of the annotated lesson plans and the application of the instructional design in interculturality 
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requires a more detailed understanding from the professors’ perspectives. What follows is the elaborations of 
these faculty based on their answers to three specific questions: 
 What do you consider to be the place of the instructional design from the didactics of your language? 
 Based on your experience, what do you think is the relevance of an instructional design in the university  
     setting? 
 How was interculturality evidenced in the implementation of the instructional design? 
Portuguese 
The Portuguese professor did not recognize that there was an instructional design; he viewed the experience 
more in terms of a sequence of activities. He was critical of the idea of bringing up the concept of instruction or 
instructional design in a university setting that seemed to be devoted to a more universal idea such as education. 
He also had a view of interculturality that had to do with worldviews among a number of other things. Thus, he 
did not see any of that in the semester-long project of aspiring Portuguese language students interviewing 
Brazilian businessmen doing business in Bogotá, Colombia.  
English 
Unlike the Portuguese professor, the EN_1 faculty considered that the instructional design allowed him to fully 
develop the thematic unit. He also considered the design relevant since it helped him fulfill the aims of the 
program in terms of giving students opportunities to work with English in relevant professional environments. 
The intercultural view in the design, according to this faculty, was accomplished in the sense that he could strike 
a balance between the world of the textbook and the world outside the textbook which was for the most part base 
on their students’ experiences where they could relate aspects of their L1/L2 and C1/C2.  
The EN_2 professor also mentioned both the development of critical thinking and inquiry strategies that need to 
be part of language learning processes oriented towards the students’ successful participation in the workplace. 
Italian 
The Italian professor regarded the place of the instructional design in the didactics of the language as the 
connection between language and culture that should guide the teaching of languages. The Italian professor 
attributed the relevance of the design to the professor and the lesson plan preparation. In regard to the place of 
interculturality in the design, this professor pointed out the moments where both cultures were viewed on an 
equal basis. 
German 
The German professor considered that the principles of the communicative approach were met as the design 
provided a structure. Moreover, the professor viewed the relevance of the design in terms of the precision of 
class planning and the efficiency of skills articulation. Interculturality emerged when students had opportunities 
to depart from the material provided and compare it with cultural aspects that were not precisely their own. 
French 
Finally, the French professor asserted that there was a relationship between the design and the didactics of her 
class; she emphasized the fieldwork component as the most prominent when giving students the chance to work 
on cultural aspects. This professor saw the benefit of the design in terms of a guide for both teachers and students; 
however, she felt this could become very repetitive. With respect to the last question, the professor reckoned 
interculturality was addressed in topics that challenged not only the students’ perspectives in terms of the 
Colombian and French culture but also the students’ view of their own culture. 
5. Discussion 
The language professors applied the concepts of an instructional design to integrate the intercultural 
communicative competence of students at Universidad EAN. Their work became evident through the completion 
of two annotated lesson plans with their rationale in the application. The professors planned their lessons 
according to the proposal, and they reckoned lesson planning and following the design provided a structured and 
efficient administration of the thematic unit.  
In regard to ability integration, they all complied with the proposal; however, the integration did not take place as 
envisioned in the design. Some of the faculty considered that one ability led naturally to the other; nevertheless, 
ability integration is more about creating conditions for students to process language concepts through constant 
exposure by different means and with a focus in mind, which is usually an oral production activity. In short, 
students will be able to make a word part of their discourse if they have heard this word, read about it, used it 
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with a purpose in writing and uttered it in a speaking exchange appropriately. By doing this, students will have 
better chances to internalize language and ultimately produce it in a new context as their own discourse.  
Oral production was the next aspect of the design, and it was addressed by all professors. It is important to point 
out the variety of formats for speaking activities which substantiate the idea that oral production is enacted 
through a variety of means according to both situations and contexts where language interaction happens. 
Although there were opportunities for oral production, some professors directed their efforts to shape the 
language production in attention to the end of the unit product/project. On the other hand, other faculty was more 
focused on how oral interaction emerged without a preconceived format in mind. However, the first alternative 
towards oral production seems to be more appropriate for the beginning levels of proficiency demonstrated by 
the learners.  
Fieldwork was also part of the faculty lesson plans, and it matched the aims of the project in terms of having 
students bring input to the class in terms of exercises, external sources, or research. The professors’ rationale also 
matched the idea that students needed to reflect upon the class contents beyond the class activities or the 
textbook ideas in order to contribute to the class contents by adding their personal perspectives. 
The end of the unit product or project complied with two criteria; on the one hand, students had to carry out 
activities to consolidate some unit concepts, and on the other hand, students had to do a class presentation as a 
result of the contents and the fieldwork activities.  
The faculty perspectives after their design application seemed to indicate that the design imposed a class 
structure which became evident in the lesson plans. They also acknowledged the fact that the design components 
such as fieldwork encouraged students’ engagement and the promotion of their critical thinking skills which are 
fundamental to display the intercultural communicative competence.  
In terms of the last three questions regarding the place of the instructional design in the faculty’s teaching 
perspectives in both their pedagogy and didactics, it stood out as a common aspect the idea of relevance which 
echoes Van Dijk’s (2009) definition of relevance of contexts not as “´objective’ social properties of a situation, 
but a subjective definition of a situation.” (p.4) In other words, context relevance has to do not only with some 
external elements that contribute to defining a situation but also the way speakers through their interaction agree 
on the nature and further development of such a situation as the communicative processes take shape and evolve. 
This aspect is very pertinent in foreign language teaching settings where professors need to figure out ways for 
the so-called “communicative activities” to outlive the immediacy of the textbook exercises. The best means for 
this to happen is to include students’ lived experiences and the teachers’ provisions for the students to voice them 
which will validate the idea of meaningful communication in a class. 
The faculty considered that working from lesson plans allowed to implement the design more easily although 
there were some caveats regarding the understanding of ability integration in the actual application of the design.  
The faculty also acknowledged the fact that the nature of the units and their end products provided a place for 
interculturality to emerge as part of the class contents and their further development. Nonetheless, the Portuguese 
professor conferred a different perspective to his class experience which could be accounted for, as it was 
mentioned earlier, the lack of correspondence between the lesson plans and the class actions which motivated a 
mismatch between the professor pedagogical views and his instructional context.  
Interculturality does not only happen when people try to put in touch different or foreign languages and cultures. 
In fact, episodes of interculturality can also happen with students who share the same language and cultural 
background. These moments of interculturality may as well occur with other issues such as the social, and 
economic background of students as it was expressed by the French instructor.  
The above situation restates the need for language learning projects that take into consideration theoretical 
perspectives such as sociocultural theory as it considers the individual immersed in historical, social, and cultural 
circumstances that will contribute to his becoming as an intercultural speaker.  
6. Limitations 
Even though there was an important effort to develop a coordinated implementation of the instructional design, 
some aspects still need to be evaluated. First, the language faculty integrated both the linguistic and 
communicative skills; however, such integration did not match the design cycle as it was projected for all the 
languages. Nonetheless, there was a clear idea among all the faculty that fragmented teaching was a hindrance 
for language learning processes. Second, there has to be more work and research around the idea of oral 
production, and how it is enacted in classroom settings. It seems that there is a competing view between the use 
of oral abilities as a means or as a product of language learning. Third, fieldwork requires to be regarded as the 
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space that students create for themselves in order to propose and develop autonomous work on different aspects 
of the thematic units. Finally, language planning needs to be reconsidered to the light of concepts such as design, 
and more importantly the creative demands that such a concept entail.  
7. Conclusions  
The first aspect to conclude from this study is the need for designs that not only provide a framework to integrate 
interculturality in language lessons but also take the learner as essential to the process since each one of the 
design components is meant to have the learners as protagonists of the thematic unit. 
The second conclusion that stems from this study is the relevance of promoting language learning through the 
lens of thematic units as they allow classroom participants to guide their efforts towards a product or project to 
consolidate learning. In fact, these products or projects have the quality of creating or recreating language as new 
since this language is the students’ own production rather than the parroting of textbook exercises.  
In regard to the professors’ understanding of the model, three aspects emerged as important. First, it is required 
to have more exchanges among the faculty around the relevance of the model and its implementation. Second, it 
is also required to develop more work and a research agenda around ability integration and its impact on foreign 
language learning. Finally, research on teachers’ cognition take into account the three foci already cited by Borg 
(2003) in terms of language learning experience, teacher education, and classroom practice; however, I think 
they need to work as a coherent set to help teachers make sense of their work especially when the classroom 
constantly provides unexpected or new circumstances that demand from teachers to reframe their practices.  
It is also interesting to reflect upon the project, and how much of its foundations reflect the professors’ 
pedagogical ideas and classroom practices. Furthermore, it is thought-provoking to develop further research on 
how language professors make sense of interculturality and its realization in their classroom practices.  
Interculturality does not happen in class as a default result of language teaching and learning. In fact, the 
inclusion of interculturality requires frameworks that are built on perspectives on language learning and the 
professors’ enactment in their classes via careful planning and rigorous understanding of how languages and 
cultures operate and interact in language learning processes.  
Finally, at the heart of all the proposals reviewed for implementing language and culture learning lies the central 
idea of enacting language learning processes in relational terms beyond the routine teacher and student 
classroom relationship. Kramsch (1998) claims that language students have the privilege of becoming 
intercultural speakers, and this privilege “must be accompanied by an increased sense of personal and individual 
responsibility in the use of words and in the ownership of meanings.” (p. 31). As a result, it is the teacher’s job to 
promote language learning in the students’ own words which ultimately unveil the complexity and richness of 
culture. In fact, language teaching in foreign contexts does not advance if teachers make the context more 
foreign by not giving a proper place to what students have to say about their views on both language and culture 
learning from the diversity of their own experiences.  
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