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Introduction 

 

Language acquisitions is a regular and common occurrence in this interconnected 

world, not only for its cognitive benefits, but because it allows for language students, all 

over the globe to connect and engage in a significant and effective fashion, while preparing 

students for a competitive work field. Language acquisition allows for students to advance 

on their careers, connect with people and their personal interests, acquire new knowledge 

in a whole different code from the one they are familiar with, see the world with brand-

new-eyes, support their confidence, gain perspective on several matters, and increase their 

brain performance. From languages, English is the most widely studied language 

worldwide because of sociocultural, work implications, or otherwise and there exists 

plenty of researches to enhance that language acquisition and to encourage proficiency on 

its use. 

Those researches cover several subjects from theoretical notions to learning 

strategies, pedagogical techniques, individual differences, factors that influence learning, 

empirical applications, qualitative or quantitative studies, and so on. This monograph 

focuses on the practice of collaborative learning as a strategy for the of languages, since 

studies show that the teaching/learning process appears to be more efficient in active 

environments where a social interaction and contextual engagement take place. This work 

has the aim to analyse the factors that may influence collaborative language learning, as 

well as to review relevant literature on the best practices, guidelines and activities 

suggested to make an efficient use of this approach as a language learning tool. 

In order to achieve this objective, the monograph has been split into three different 

sections: (a) the first section covers theoretical knowledge on the essentials on 

collaborative language learning, definitions, general notions, benefits and challenges of its 
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use, the evolution in this field of knowledge, among others, (b) the second chapter deals 

with the collaborative approach according to the language skills: reading, writing, 

listening, and speaking; and (c) the third chapter talk about of guidelines for an effective 

collaborative language learning, focusing in aspects such as assignation/size selection of 

groups, setting the physical environment for group activities, how technology has been 

used in collaborative language for previous successful researches, which activities are 

suggested, and which considerations are pertinent for the strategy to function properly. 
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Chapter I 

Theoretical framework 

 

1.1  Essentials on collaborative language learning 

1.1.1 Definition and general notions. 

  Collaborative language learning has different notions that must be taken into 

consideration at all times, either when planning its use or when executing it within a 

classroom. Collaborative language learning is frequently associated with cooperative 

learning, since both types of learning are related to symbiosis with colleagues and peers, 

work and team learning (Education Research Center at Texas A&M University, 2013). It is 

very important to know what is the approach that is given to each of these concepts and the 

nature of the tasks and roles, which will depend if is collaborative or cooperative learning. 

According to Smith & MacGregor (1992), the collaborative approach involves the 

construction of an active process where students can work together, executing tasks that 

require the use of first order, thinking and reasoning as well as the primary ability to solve 

problems. For its part, cooperative approach learning refers to the instruction of groups of 

students, in which each one of them can enhance and maximize their own knowledge and 

others, differentiating itself from collaborative language because in the cooperative 

approach, students are not required to work together at the same time, they may work in 
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phases by themselves and then integrate the information and results (Johnson, Johnson & 

Holubec, 1994). 

Within the collaborative approach, learning or knowledge is built jointly between 

groups of students. These groups work in this way for as long as the completion of the task 

or activity requires.  Teachers, in this type of learning, have the role of motivate students 

for realizing the interaction and collaborative process, so that produce positive results 

within the group. The students, for their part, must hold a certain responsibility within the 

team, so that each of them can execute the task that corresponds to them so that, contribute 

to the total and comprehensive construction of the assigned task. Finally, said task or 

activity must be structured in such a way that it represents a challenge for the students, in 

terms of decision-making and consensus. That is, the only way to complete the task with 

collaboration of each member, and no individually (Wright, Kandel, Hodges, Metoyer, 

Witt, Franco, Fuenmayor, Stilisano & Waxman, 2013). 

According to the fact that in practice there is a confusion between collaborative and 

cooperative learning, it will be necessary to know what the characteristics are, so that it is 

possible to have clarity regarding the activities that must be carried out within the 

classroom for the implementation of a specific model. In collaborative learning, 

knowledge is transmitted between students, it is expected that each of them participates of 

the learning and thus generate knowledge, which is transmitted to the rest of the students. 

A primary difference of this model regarding cooperative learning lies in the conformation 

or organization of work groups, since for the latter students have the freedom to work 

independently or in a group, depending on the aspects or elements of the assigned task, 

thus functioning as a kind of puzzle that depends on the individual cooperation of each 

member. The role of teachers in the cooperative approach is aimed at developing 

cooperative behaviors for the construction of interdependence in the students of each work 
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group. Finally, the activities are structured to be completed successfully through a 

cooperative process (Wrightk et al., 2013). 

Despite the fact that collaborative and cooperative learning are often used as 

synonymous in practice, there are structural and foundational differences in each of these 

methodologies. Collaborative learning has its origins in Piagetian social constructivism, 

whose guiding principles focus on the idea of individuals working together for the 

construction of a certain knowledge (Smith & MacGregor, 1992). Collaborative learning 

starts from the idea that individuals of a group contribute preconceived knowledge work, 

as a result of which they work together to carry out a task (Wright et al., 2013). However, 

despite being structurally different methodologies, it is impractical to treat them as 

separate or unrelated ways in practice, since dedication to the theoretical characterization 

of each of them is not productive when it comes to motivating students to apply team-work 

efforts for the development of a task. Both methodologies can be used independently or 

complementary, depending on the specific case. 

The Zone of Proximal Development (ZPD) suggested by Vygotsky (1978): ZPD is 

a psychological method developed with the intention of understanding patients, which 

could be defined as the base of the collaborative approach, since it allows teachers and 

psychologists to know what the internal course of development of students or patients is, 

so that it can be fully understood and, therefore, to act successfully based on it. 

Additionally, the ZPD provides a diagnosis about the individual, so it can be determined 

which processes have already been completed and those that are still in evolution. That 

way, it is possible to get to know the dynamics that should be used to delineate the 

development of the student in condition of their learning and the acquisition of new 

knowledge. For this, imitation will be one of the scenarios in which students will be able to 
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develop in greater depth the collaborative approach of the activities proposed by the 

teachers, since they will apply the learning obtained in a social situation. 

The Zone of Proximal Development (ZPD) implies matching the learning process 

with the level of development of the students. That is why Vygotsky (1978) determines the 

existence of two types of levels: (a) the level of actual development, which corresponds to 

the student's mental functions that have been established through effectively completed 

development cycles; and (b) the level of potential development, which is a future 

projection, it is the one that the student is capable of reaching according to their context, 

school level, age, etc. 

In this sense, Smith & MacGregor (1992) suggest a series of hypothesis that allow 

the successful application of a collaborative learning process, which is also in tune with the 

ZPD model proposed by Vygotsky (1978). Said premises are the following: (a) learning is 

an active process that require the cooperation of new information with an already known 

framework; (b) context-rich learning, where there is constant collaboration with peers to 

process new information, solve problems, or complete activities; (c) the students are 

diverse and, therefore, the debate within the working groups is enriched, by involving 

different perspectives, backgrounds, cultures, experiences, etc.; (d) learning requires social 

environments, where conversations and discussions take place; and (e) learning has 

affective and subjective implications, because it is emotionally demanding and requires 

collaboration between different personalities to debate opinions and carry out activities and 

tasks. 

 

1.1.2  Evolution in the use of the collaborative language learning approach 

The evolution of the use of collaborative learning stems from the preponderance of 

the two most important models that were in practice during the 19th century: the socio-
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constructivist model and the socio-cultural model. According with socio-constructivist 

models, students can interact and coordinate with others approaches to reality and new 

knowledge that can be successfully managed (Doise, 1990). In this sense, the individual 

knowledge of the students is understood as a result of their development, that allows 

participation in certain social interactions, which will produce new states that will allow, in 

a timely way, more refined participation in new settings and social interactions. 

The sociocultural approach or method focuses on the causal relationship between 

social interaction and individual cognitive changes. According to Dillenbourg, Baker, 

Blaye & O'Malley (1996), in this methodology, interpsychological processes are 

internalized by the individuals involved. This internalization refers to the inherent 

association between the internal individual plane and the social plane. While the internal 

plane fulfills the function of self-regulation, the social plane is used for interaction with 

others and to express and reflect the internal narrative. Likewise, the participation 

mechanism promoted by this model focuses on the notion of “appropriation” of the 

problems understanding. In other words, it is a collective process, in where each 

participant explain to the actions of the others, according to their own conceptual 

framework. In this way, there is a mutual support of understanding and, therefore, the 

expansion of knowledge (being integrated with the contributions of others) and within 

reach of the potential level of knowledge. 

Afterwards, the shared cognition model emerges, which is directly related to the 

cognition theory defended by Suchman (1987) and Lave (1988). This approach promotes a 

new perspective on the models mentioned above, since it encourages notice and revisions 

of their main elements. Likewise, collaboration is understood as the process by which a 

shared conception of a given situation or problem is built and maintained. In this way, the 

protagonist of the internal individual plane is left aside, thus focusing on the social plane, 
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analyzing the conceptions as a product of the activities carried out in a group (Dillenbourg, 

Baker, Blaye & O'Malley, 1996). 

The execution of this type of models within the classroom can generate highly 

positive results in terms of the acquisition of new knowledge, since it guarantees the active 

contribution of students in the procedure of training and construction of learning. The 

collaborative approach allows the discussion of ideas, opinions and perspectives, 

conceding the execution of activities that promote and enhance skills and abilities related 

to critical thinking, recognition and detection of problems, proposal of solutions and their 

application in a specific social framework. Likewise, it allows for the internalization of 

numerous social situations that will permit, internally, to be able to construct a timely 

response. Despite the existence, then, of a theoretical and substantial difference with the 

cooperative and collaborative approaches, both proposals can be implemented in practice 

in a complementary way, since the main objective is the same: to generate group activities 

for the acquirement of new knowledge and forms of learning. 

In the same sense, the model suggested by Vygotsky (1978), about the Zone of 

Proximal Development (ZPD) allows a more effective application of collaborative 

learning, since it responds specifically to the level of internal development of students and, 

therefore, allows to program a future action plan to meet the projections of the level of 

potential development. This takes on special relevance within the group work carried out 

by students, since from there this spectrum of potential development can be broadened, 

which can be even visualized as a kind of goal, objective or main purpose. This gap 

between the actual internal development and the expected internal one, can be the main 

tool to set each individual and specific objective, since it is the main expectation to fulfill 

during the learning process. Group activities bring about challenges to each one of the 
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students, maximizing the aptitudes already existing and promoting the acquisition of new 

knowledge and skills. 

 

1.2  Benefits and challenges in collaborative learning 

1.2.1 Benefits. 

As mentioned above, the work in groups organized to carry out collaborative 

learning tasks allow each of the team members to participate actively, since such 

participation is necessary and mandatory in order to complete the assigned activity. In this 

sense, for example, in language classes, fluency is improved and enhanced when 

expressing oneself orally, since the teams use conversation and discussion of topics to 

successfully carry out the activity under study, and a non-threatening environment is 

created for the participants to express and collaborate (Harmer, 1991). 

In the same way, the oral skills of the students are maximized, in any setting and 

subject, since they are forced -in a certain way- to participate orally and initiate discussions 

among their peers. Likewise, aptitudes related to reading and listening are promoted. 

Students are required to participate and present opinions according to what has been read 

and / or heard, so that their own skills of understanding information, reflection and 

analysis are enhanced. Writing skills are also promoted within these team activities, 

because of their diverse and dynamic focus. Harmer (1991) indicates that one of the great 

advantages of the collaborative methodology is being able to allow different groups of 

students to carry out various tasks according to their own abilities. 

Nazandratra (2015) mark that the collaborative learning approach improves 

productivity and the success of objective results by students. Because, they promote and 

create a large number of opportunities for communication and interaction. Likewise, it 

helps students to improve their academic performance, because it is important for them to 
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participate in discussion groups while justifying their position or opinion, which requires a 

deep and comprehensive understanding of the topic under study. The work groups aimed 

at the discussion of various topics, encourage the development of critical thinking skills, 

the level of retention of information and the way to externalize or share them.  

In the same line of thought, Kagan (1992) mention that the interactions that take 

place within a collaborative learning environment allow more successful communication, 

especially in cases where students are learning a new language, since a social structure is 

formed that necessarily forces the use of the target language to communicate. Thus, it is 

necessary that students to be able to fully exploit their pre-existing abilities and skills, 

while also learning a number of new aptitudes. This approach also helps the members of 

each team to listen to the opinions of others, either to learn from them or to be able to 

respond in a negotiation, debate or discussion scenario, due to the fact than an environment 

is created where questions and clarifications are allowed to reach a higher level of 

understanding and comprehension (Crandall, 1999). 

The collaborative approach, according to Nazandratra (2015) brings the possibility 

that students can recreate real-life scenarios, so that there is a complete development of the 

social skills of each member, especially in relation to communication skills. Likewise, 

students' confidence is enhanced when requesting clarifications, proposing suggestions, 

demonstrating their agreement or disagreement, etc. In the same way, it allows to achieve 

positive results depending on the roles that each member performs during the activity, as 

well as the achievement of rewards, interactions, strengthening of the interdependent 

relationship, etc. 

Nazandratra (2015) indicates that the collaborative approach grants for the students 

to focus in a better way on a certain activity, also generating a sense of shared or group 

responsibility. This encourages collaboration and negotiation skills to be strengthened to 
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achieve mutual and common objectives. Likewise, a greater understanding, respect and 

appreciation for the diversity existing within each group is created, as they are 

heterogeneous in nature. An affective environment is also created, since the students 

generate an emotional bond with the other members of the group, as it is a spontaneous 

climate where anxiety and fear are reduced. Finally, Johnson, Johnson & Holubec (1994) 

consider that in the mentioned method, a positive interdependence occurs between the 

group members, so the success of the task or activity can only be achieved if there is a 

coordination of efforts in every step of the process. 

 

1.2.2 Challenges. 

The main challenges facing this educational methodology lie in the behaviors 

carried out by both students and teachers. In the first place, some students present 

problems related to the willingness to participate actively in group activities, thus 

hindering the cognitive and social development that are promoted with this methodological 

approach to learning. Also, there a significant difference between the requirements of 

academic program and the expectations of the students. This translates into problems in 

understanding, analyzing and classifying the information received, in a loss of interest 

when learning and acquiring new information and, therefore, in a lack of motivation to 

continue learning and collaborating within the educational groups (Osipov & Ziyatdinova, 

2015). 

Likewise, some of the expectations that students present at the beginning of each 

academic cycle refer to the role that teachers will perform. That is, they consider that they 

will maintain a leading role in all learning activities, so they hope that teachers will 

constantly be in charge of entertaining them and directing each task and lesson. This could 

represent an initial challenge when it refers a collaborative learning approach, where 
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students are the protagonists and directors of the process of discussion, communication and 

debate of ideas. This can be resolved with a communication and discussion of these initial 

expectations, so that they can be understood by teachers and be subjected to adjustments 

regarding reality. In this way, students will understand that learning and knowledge derive 

from intellectual effort, which must come from their own motivation and participation 

when carrying out group tasks with teachers and peers (Osipov, 2012). 

However, this represents another important challenge faced by the implementation 

of a collaborative system, because educational institutions pay little attention to self-

directed learning methodologies by students. Likewise, teachers face, in turn, another type 

of challenge: verifying the reliability and credibility of the information obtained 

individually by each student, since there are numerous sources of obtaining it (Osipov & 

Ziyatdinova, 2015). That is why teachers must pay special attention not only to the 

substantial content of the observations and discussions carried out within the working 

groups, but also to the sources that are being used by the students, so that they can correct 

any data in this regard in a timely manner. 

Additionally, the dynamics of the work groups will depend -in many cases- on the 

personalities and attitudinal behaviors of the teachers when leading the activities of the 

collaborative approach. Therefore, the positive or negative results will depend, teacher 

direction. Some of them can become authoritarian, while others are more open when it 

comes to letting students participate in the decision-making process, reasoning, critical 

thinking, reflections and analysis of the information under study. For Osipov & 

Ziyatdinova (2015), the percentage of teachers who opt for this participatory democratic 

proposal than those who wish to impose an authoritarian system within the classroom. 

WNET Education (2004) concludes that the main challenge of collaborative 

learning focuses on the dynamics of work groups, which can lead to conflicts between 



18 

participants. Due to the difference of the personalities present in each group, the harmony 

in teamwork may not be natural or organic, so the result of the activity may be 

jeopardized. In this case, it is recommended that teachers promote activities related to 

mutual praise, that is, celebrating the tasks carried out by others, their contributions, 

opinions and perspectives. Likewise, it is required that the participations and 

responsibilities to be executed within the activities are of an equitable nature, so that each 

and every one of the members has equal opportunities to collaborate within the 

achievement of results. 

The lack of cohesion between the students that make up a certain group can be 

solved in many ways by the teaching staff. It is important to take into consideration that 

each case will require an assessment and a different solution, depending on which is the 

timeliest response according to each problem. However, WNET Education (2004) 

proposes group reorganization (in case of presenting an extremely deep problem), applying 

a checklist that allows determining what is the root or cause of the problem (and being able 

to solve it once diagnosed), offering the opportunity to each member of the team to explain 

the reasons for their disagreement (increasing their confidence, acceptance and success), 

defining the responsibilities of each member, to value the virtues of each member, to 

encourage students to plan their own responses regarding the attitudes or results obtained 

by the other colleagues, and to use humor within the activities (which mitigates the conflict 

before it can become more serious and irreversible). 

 

1.3 Teachers and the collaborative approach 

Teachers play a decisive plan within the collaborative learning approach, since they 

are the leaders of the dynamics of academic activities. That is why the prior preparation of 

teachers is vital for the obtaining successful of result. In other words, they must to be 
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trained to implement a collaborative methodology. In this way, improvisations that can 

negatively impact the learning process of students are avoided. For this reason, training in 

pedagogical studies is so important in these cases. There have been numerous definitions 

regarding pedagogy and its importance. Thus, Simon (1981) defines pedagogy as the 

science of teaching, including elevating it to an instance of honor and tradition. For 

Alexander (2004), pedagogy has two meanings: (a) the action of teaching, (b) a set of 

ideals, values, that show evidences about students, learning, teaching, curriculum, and 

culture. 

Since teachers are the designers and structurers of activities related to collaborative 

learning, they must know what the most beneficial techniques are both for the students 

when executing the skills, and for the teachers also when directing them and evaluate 

them. According to Sun & Yuan (2017), pedagogical beliefs have great relevance within 

the process of facilitating these activities, since they can be critical elements that 

contribute to positive results. Similarly, the relationship or links that teachers are able to 

establish with students will be vital for the promotion and maximization of the latter's self-

esteem, including positive attitudes in relation to the perception and reaction to learning, 

motivation and oral skills. 

     Likewise, Sun & Yuan (2017) propose a series of activities that teachers should 

take into account when planning the collaborative model activities. Some of these 

activities include: (a) research groups, in which the participants can work together to 

complete a certain task, in his sense each one is assigned a duty and responsibility, which 

they must discuss and execute together with the rest of activities corresponding to the 

remaining of their peers; (b) simulation of reality, which allows a greater understanding of 

reality, by replicating social situations; (c) role play, thus generating a thematic scenario in 

which students must act according to the assigned role; (d) conversation card, that is, the 
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choice of a certain card that contains a topic, on which each member must initiate a 

conversation and / or express their opinion about subject; (e) information puzzle, implying 

that each student has a piece of information of a certain topic, which will make sense when 

each member has contributed their part; etc. 

Ghaith & Yaghi (1997) for their part, argue that although the academic and 

pedagogical preparation of teachers is really important in this regard, their own 

perspectives and beliefs play an indispensable role in the process of implementing the 

collaborative model. Ghaith & Yaghi (1997) conducted a study with a sample of 25 

secondary school teachers, which resulted in an inexorable correlation between their 

personal teaching efficiency and their personal attitudes. In other words, if the attitude of 

the teachers indicated that they were more confident, they were more likely to effectively 

and efficiently implement a collaborative teaching approach. Along the same line, Abrami, 

Poulsen & Chambers (2004) concluded that the most important factor in determining the 

inclination to implement this approach was the personal beliefs (in this sense) by the 

teaching staff. 

     Similarly, the collaborative learning is intrinsically related to the terminology of 

co-teaching or team-teaching. In this same line of thoughts, Buckley (2000) proposes the 

existence of a team of instructors or teachers who work together in order to help a group of 

students. Tasdemir & Yildrim (2017) indicate that this partnership makes it possible to link 

the work of two or more teachers for the benefit of a certain number of students, which is 

why there is a more robust and complementary assistance in this regard. In this way, the 

responsibility for planning and executing the activities of the collaborative approach is 

shared by each of the members of the teaching staff. Likewise, the monitoring, response, 

evaluation and accompaniment of the teachers to the students is significantly stronger, 

personalized and timely. 
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Sandholtz (2000) realize a classification of the teaching of the collaborative 

approach through the involvement of a group of teachers or instructors. Those are: (a) two 

or more teachers freely sharing the responsibility assigned to each of them; (b) planning 

performed using the opinions of a group of teachers but executing the instruction of the 

activities individually; and (c) planning, instruction and evaluation of each one of the 

activities by a group of teachers. This last classification is one of the most used in practices 

and, according to Friend (2008), it allows the creation of such a positive learning 

environment can not be replicated or achieved with the participation of a single instructor, 

since the fact of sharing the personal experiences of each one is what gives the added value 

to this proposal. 

The benefits that this approach allows to students are related to the learning 

opportunity derived from the combination of knowledge and experiences of the members 

that integrate the teaching team. This doubles the opportunities to acquire certain types of 

information because different methodologies are added-up for teaching, communicating 

and sharing, that can be complementary. According to Friend (2008), the use of different 

forms of teaching and areas of specialization contributes to an improvement in the 

obtained results with students, since it allows them to complement ideas, knowledge, unite 

thoughts, etc. In this sense, Benoit & Haugh (2001) conclude that the existence of a 

heterogeneous team of teachers increased the quality of the lessons taught and, therefore, 

improves the response and reaction of the students. 

However, this approach also generates positive results for teachers (which 

inevitably translates is benefits for students). Some of these results are related to the 

professional growth of each of them, since there is an invaluable opportunity to learn 

directly from the previous knowledge and experiences of colleagues; opportunity that 

presents itself routinely when using teaching teams. Besides, it allows the traceability of 
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objectives in a more complete way, by requiring joint planification. This will enhance the 

planning of activities, lessons execution, results evaluation, advice offering, tutoring, etc. 

Benoit & Haught (2001) also concluded that the possibility arises of receiving 

recommendations and feedback from qualified people, such as colleagues who are part of 

the working group. In this way, it is possible to correct aspects of the empirical way of 

teaching, while enhancing the virtues and positive aspects. 

Despite having a lot of benefits, the technique or modality of co-teaching does not 

escape from facing different challenges. Carless (2006) indicates that the most frequent 

problem that occurs in practice consists of the lack of common preparation for the 

programming of activities. Wilson (2016) adds the lack of time to pre-plan each phase or 

stage of such lessons. In relation to this, Friend (2008) includes the administrative factor as 

one of the causes that complicate the process of implementing the collaborative approach 

through joint teaching. In other words, the lack of support from the administrative area of 

the educational institution, prevent teachers from meeting the proposed goals and 

objectives. This is due to the fact that said area does not fully understand the importance 

and complexity derived from the creation and development of co-teaching programs. 

In the same sense, York-Barr, Ghere & Sommerness (2007) indicate that other 

negative factors that could affect the results or effectiveness of the implementation of the 

collaborative approach are related to the confusion or disorganization that may exist when 

sharing instructional time and responsibilities associated with the position. Likewise, while 

the existence of different perspectives, philosophies and experiences can enrich the 

professional growth of teachers and the response and learning on the part of students, it 

can also result in a problem when it comes to agreeing on the most essential elements of 

the lesson planning. In this line of thought, Welch & Sheridan (1995) establish four main 

categories of challenges that arise in practice: (a) conceptual barriers between colleagues; 
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(b) pragmatic barriers related to planning time and resources for team collaboration; (c) 

attitudinal barriers; and (d) barriers resulting from the lack of discipline or timely 

preparation for the acquisition of the relevant qualities and skills for the implementation of 

the collaborative approach. 

Nunan (1992) proposes what should be the conditions or requirements that must be 

met in order to make collaborative teaching successful and effective. In the first place, 

Nunan (1992) indicates that teachers must be prepared in the skills and aptitudes 

specifically required for the development of the activities associated with this approach. 

This implies that general pedagogical studies are not sufficient for the implementation and 

execution of this methodology. Secondly, time is an essential and highly relevant factor in 

the process, since without it, the activities and lessons of the program cannot be properly 

planned, including the possibility of evaluating and assessing the teaching techniques 

realized by the work group. Finally, the third condition is related to the external support 

that the teachers must have, especially from the administrative or managerial, who must be 

pedagogically trained to achieve the objectives and purposes of said collaborative 

methodology. 

On the other hand, United Nations International Children's Emergency Fund 

(Unicef, 2018) published a series of guidelines related to the preparation of teachers in 

terms of inclusive teaching. In other words, it determines that the teachers' learning path 

ends with the obtaining of a certificate or an academic degree. However, this belief is 

wrong since it is a process as extensive as the practice of the profession itself. Likewise, 

there is an important tendency to acquire new knowledge and continue the training and 

professional growth process, through direct learning from colleagues and peers. In 

addition, it is a trend that allows such growth through the daily work routine, since it is 
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associated with the execution of the teaching service itself, permitting the existence of 

direct, timely and instantaneous feedback. 

The evaluation carried out by fellow professors offered direct suggestions 

regarding current and common practices in the daily working routine. In this way, teachers 

can benefit, for example, from visiting other educational institutions (or vice versa), as 

they will be exposed to new approaches, ideas, perspectives and methodologies. Likewise, 

a kind of long-term strategic alliance is created, with the possibility of a continuous 

assessment and evaluation of teaching practices, keeping teachers updated and effective (in 

relation to the needs of a certain group of students). 

Another of the activities proposed by Unicef (2018) is the actual presentation of the 

feedback or the assessments made by the other colleagues (since the activity described 

above focuses more on the formalization of the strategic alliance of an academic nature 

with another group of professionals and / or educational institutions). In this phase, the aim 

is for teachers to maintain a positive and participatory attitude, so that they can be nurtured 

by the practices of other colleagues and institutions. Collaboration in this activity is key, 

since this will allow them to improve their own and collective practices, aimed at a 

common goal: transmitting knowledge to students. Innovation is the most plausible result 

that occurs with the execution of this type of activities, since the conversations and 

discussions that arise between colleagues enrich the process of adaptation and internal 

evolution. 

The third activity proposed by Unicef (2018) to improve the process of preparation 

and training of teachers, refers to the possibility of sharing the teaching of a certain class or 

subject. This opportunity is especially relevant, since it accounts not only for the direct 

observation of the practices realized with the students, but also to see first-hand the 

experience of the teaching process. It also allows teachers to learn from their colleagues, 
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while teaching students, making it a complete and comprehensive cycle. There are 

numerous ways to carry out this activity and its use will depend what teachers prefer and / 

or the specific needs of the group of students. 

Said methodologies are: (a) stationary teaching, in which teachers rotate their 

participation according to the different topics they are willing to teach; (b) parallel 

teaching, in which teachers handle two groups , with half the class, and the same content or 

with suplementary information; (c) alternative teaching, in which one teacher works with 

more students within the classroom, while the others take care of a group of smaller 

students, who will be in charge of completing a specific task; and (d) team teaching, in 

which teachers have the same level of responsibility, either by focusing on different forms 

of teaching or by performing different roles. 

The fourth and last activity proposed by Unicef (2018) is related to the 

retrospection on how to apply the collaborative teaching methodology. In this way, the 

improvement of the teaching effectiveness and the special focus will be enhanced, through 

the presence of an additional person within the classroom, which should be fully exploited. 

Likewise, it will be essential to evaluate the different existing approaches and the progress 

made so far by teachers or the educational institution, as well as future planning of 

potential advances and results to be achieved. One of the tools that could contribute 

positively to the execution of this activity or phase is the implementation of an observation 

protocol, in order to know the steps to follow according to the nature of the person who 

participates in the dynamics carried out in the classroom (example: special educators, 

therapists, teacher assistants, etc.). 

As can be seen, the pedagogical preparation of teachers will be vital in order to 

implement both the collaborative learning methodology and the collaborative teaching 

methodology. Both methods or techniques represent exponential benefits for teachers and 
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students, as long as they are applied correctly. For this, a deep dedication to the planning 

process of the academic program, the ways of teaching, the proposed times, the dynamics 

and existing gear between the work of the teachers, etc., is necessary. For this reason, 

specific pedagogical preparation for these methodologies is imperative, since their 

efficiency and positive results depend on it. 

Finally, the feedback derived from the participation and observation of colleagues 

and peers will also be vital for the improvement of the innovation process and internal 

evolution. This creates spaces and environments necessary for debate, discussion, 

communication, suggestions and proposals, by involving the constant participation of other 

teachers within the routine classroom environment. In conclusion, collaborative teaching 

represents an immeasurable opportunity for teachers to grow professionally, improve 

teaching practices, achieve better results with their students, by working together in a way 

that, despite involving different approaches and perspectives, has a goal in common: 

effectively transmit knowledge to a group of students. 

 

1.4 Mixed ability classes and grouping 

The mixed- abilities classes, according by Ainslie (1994) it is a fact in any course, 

since each student has different and unique backgrounds, capacities, abilities, needs and 

motivations. For this reason, Tomlinson (1999) maintains that each class, without 

exception, is multilevel in nature, although theoretically they belong to the same academic 

year. The different personalities, styles, knowledge, intelligence, confidence, interests, etc., 

directly affect the abilities to learn a certain subject. That is why, if teachers want to fully 

exploit the potential of each student, they must be careful and expeditious when 

determining these factors. So that they can plan a timely and effective response to produce 

an effective result corresponding to the diagnosed need. 
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The first step in teaching, then, is to recognize and accept the heterogeneity of 

students belonging to the same course. For this reason, Harris & Snow (2004) recommend 

the possibility of granting students a certain degree of prominence, not only when defining 

the academic content, but also in terms of the implementation methodology of said 

program. For this, it will be important to highlight the individuality of each student, taking 

into consideration that each one of them will experience the academic experience in a 

unique and different way. Teachers should approach the class as consisting in a set of 

individuals with their own specific needs and abilities, and not as a homogeneous whole. If 

the approach is carried out in this latter way, teaching will not be effective or efficient, 

since there will be no positive response from the theoretically passive side of the academic 

relationship, that is, students will not respond actively to the information provided. 

According to Svärd (2007) it is necessary to take many points in consideration 

when working with mixed abilities classes, which will affect directly their success. Such 

considerations are as follows: (a) creation of an atmosphere of comfort and trust, in which 

students can enjoy the educational process; (b) development of a sense of responsibility on 

the part of students, work for conviction to learning, as opposed and no for the 

expectations of teachers; (c) offering of clear instructions, so that each student -regardless 

of their cognitive level- can understand the objectives set; (d) enhancing the student’s 

motivation to meet the proposed objectives, including content (based on the students' own 

interests), process (activities carried out by students) and product (the knowledge or skill 

that is expected to students acquire once the activity is finished). 

In this sense, according to Tomlinson (2001), teachers are obligated to apply a 

series of strategies that allow the successful management of multicultural and multilevel 

students to integrate the classroom. According to the author’s proposal, there are around 17 

opportune strategies that, if applied, guarantee an effective management of them. Some of 
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the most relevant strategies are the following: (a) establish a rational response for 

differentiated instruction, based on the specific needs of each student (example: interest, 

academic profile, etc.); (b) support student success through applied activities bases in time; 

(c) keep students' attention by employing an anchor activity; (d) make sure that students 

have and are aware of an alternative for assistance, especially at times when teachers are 

busy; (e) establish a negotiated plan about the delivery times of activities and tasks; (f) 

grant students the degree of responsibility corresponding to their progress and levels of 

learning (g) promote group discussions and processes; etc. 

Knowing the different strategies that teachers can implement to generate a friendly 

learning process for students, it will be important to know which could be the most 

important techniques, according to Harmer (2001) that can allow students to respond 

positively, while responding effectively to the diversity of existing levels within the 

classroom. Said techniques are: (a) the use of different materials, which -according to their 

nature and complexity- will correspond to the characteristics of each student, for their use 

and comprehension; (b) the execution of different tasks with the same material, 

guaranteeing the mental exercise of the students and the broadening and deepening of 

knowledge, etc.; (c) to respond positively to the requests and/or special preferences of the 

students, avoiding to treating said petitions as a problem (for example: choosing the 

written modality over the oral one); and (d) involve students within the teaching process, 

especially when helping or assisting their peers to better understand the activity or to 

complete a task. 

 The learning procedure is directly associated to the success of the student himself. 

Teachers, then, have the role of facilitators of the information and support, so that students 

can achieve effective results. Hallam & Toutounji (1996) stablish that the goals of each 

lesson should be previously established and communicated, so that students fully know the 
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background of each activity or task they execute and, therefore, can understand the 

achievement of the objectives. In the same way, the teaching of students should be 

promoted in order for them to think for and about themselves, to generate critical thoughts, 

to be recursive, organized, to apply the strategies learned and acquired and the rhythm of 

academic activities according to their own level and / or need. 

Because mixed ability classes imply differences within the classroom, teachers are 

forced to take a different approach when make their lessons. This differentiation has to 

cover different topics, such as the content of the academic program, the process or 

methodology of the implementation of the activities or tasks, the results obtained from 

each of them and their level and weighting. In a certain way, teachers need to manipulate 

the academic environment or setting to effectively correspond to the differences between 

students (Goodwyn & Branson, 2005). 

However, as mentioned above, one of the main challenges in implementing the 

collaborative approach lies in the dynamics and fluidity existing within the working 

groups. This methodology necessarily requires constant and permanent interaction 

between the members of the group. These members have their own characteristics and 

needs, so teachers must implement a series of strategies regarding the production of mixed 

ability groups within the classroom. First, they must promote student motivation. For this, 

they must make sure to increase the attention of the students in the activities to be carried 

out, since it represents a very marked difference in relation to the standard or traditional 

methodology. Likewise, instructors must appeal to the intrinsic motivation of each student, 

so that they can generate a sense of self-determination that allows them to complete 

projects as their own objectives and goals. Finally, these goals must be oriented to 

learning, but not to the satisfaction of a certain academic grade (Hertz-Lazarowitz & 

Miller, 1992). 
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In this sense, the individual actions by each student include the presence or 

coverage of the following dimensions: (a) the evaluation of the previous action, implying 

assessing the trajectory and background of the process in which the action is executed, in 

way to better understand the solution that applicate ; (b) knowledge of the content, which 

is characterized by understanding what the information has been exposed during the 

interaction, thus including three possibilities: contribution, repetition or null content; and 

(c) the invitation to participate, including the achievement of three possibilities, which will 

depend on the reaction of the interlocutor or receiver: statements, questions and commands 

(Chiu, 2000). 

Now, despite the fact that these actions occur on an individual level, this does not 

mean that they have no relationship or connection with the social level. Individual actions, 

then, have interactive properties, since they must manifest in the outside world. This 

correlation, together with the characteristics of individual actions, must be taken into 

consideration by teachers when planning academic activities, especially in terms of the 

formation of groups that involve a mixed abilities scenario. The social interactions that 

form a root of individual actions, have repercussions in two dimensions (Chiu, 2000). 

These dimensions include: the knowledge of the problem and the degree of 

cooperation. During the group interaction, the knowledge of the problem that the students 

have will determine what the work dynamics will be like and the achievement of a 

solution. That knowledge can be about different aspects of the problem and can include 

goals, observations, methods, algorithms, etc. As an example, it could be noted that the 

level of knowledge of one of the members of the team may contrast with a more limited or 

narrow perception belonging to another person who is a member of the same team. The 

dynamics, then, among the team members can be positively or negatively impacted 

depending on the degree of knowledge that each one handles about the problem to be 
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solved. According to Chiu (2000), in the groups where the percentage of people who have 

a greater degree of knowledge is higher, answers and explanations are reached more 

quickly, without rejecting the contributions of the members; in contrast to what happens in 

cases where the percentage of people with limited knowledge of the problem is higher. 

The second dimension proposed by Chiu (2000) refers to the way in which the 

members of a team interact with each other. Some of these modalities can be: (a) 

independent work (which will be provided later for the presentation of results or 

conclusions), (b) the constant presentation and demonstration of information / ideas / 

opinions, (c) the explanation of ideas (either as a proposed form of resolution of the 

problem or as assistance in case a member of the team has difficulties to understand a 

certain aspect of the information provided) or (d) absolute, total and permanent 

cooperation. Likewise, the concurrence of each of the interaction modalities may even 

occur in the execution of the same task or activity, since it will depend on the dynamics 

and fluidity of the group or, simply, on the nature of the problem to be solved. 

Additionally, Chiu (2008) indicates that collaboration to solve problems is directly 

influenced by the characteristics of the work group. That is, the diversity existing in each 

group will contribute to the creation of more ideas, representations, justifications, etc., 

especially if there is a positive response from the rest of the peers and, at the same time, an 

environment of trust and security. Also, opportunities are created to present ideas and 

discuss them, demonstrate. Disagreement or suggestions, propose new ways to achieve the 

same goal, etc. This will depend exclusively on the opportunities and facilities that the 

teacher can generate for the students, so that they can express their own actions, for the 

satisfaction of a joint objective. 

Finally, it can be observed how actions at the individual and social level must be 

taken into consideration by teachers to guarantee the success of the academic lesson. 
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Likewise, they must recognize the existence of a multi-diversity within the classroom, so 

that it can be diagnosed in a correct and timely manner, for the execution of activities and 

approaches aimed at responding to the needs of each student. The existence of a 

heterogeneous classroom is an undeniable fact, which should not and cannot be ignored by 

teachers. On the contrary, it must be recognized, respected and accepted, to the extent that 

the academic program can be flexible and attentive to the specific requirements of 

students, including their levels of cognitive understanding, written and oral skills, 

interaction, communication, motivation, etc. 
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Chapter II 

Collaborative learning and language skills 

 

2.1 Collaborative learning and reading 

Skills, according to Alasmari (2019), are defined as the possibility of doing 

something effectively. In this sense, there are natural skills, while there are others that are 

acquired through practice and study. Husain (2015) argues that language not a subject with 

substantial content as mathematics, history, geography, etc., but it gets easily for the 

necessity to communicate. Since it is a through where a person can express their own 

experiences in the outside world. feelings, opinions and thoughts. Similarly, Husain (2015) 

indicates the existence of certain sub-skills that belong to the sphere of language: reading, 

listening, speaking and writing. The characteristics of the skills related to reading 

perception, refers to the ability to analyze the information, within the framework, 

objectives and purposes of the subject. 

For their part, Khori & Ahmad (2018), determine that the essential purposes of the 

tasks involving the development of reading activities, are related to the obtention of 

knowledge. In other words, the goal is not to achieve fluency reading, but rather a level of 

comprehension and understanding of the information obtained. Likewise, these authors 

establish that reading comprehension is a hard process, which include the coordination and 
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development of many abilities, such as decoding, reading by words, integration of the 

information obtained with its context or background, vocabulary, past experiences, etc. For 

this reason, teachers must be able to plan the activities of the academic program so that 

they are aimed at improving the reading skills of students, focused on the analysis and 

understanding of the information. 

That is why the collaborative learning approach is one of the most used academic 

strategies within the classroom, coupled with the implementation of the collaborative 

teaching methodology. This type of approach allows students to participate in an effective 

and constructive learning process, where there is reciprocity of knowledge and information 

exchange. Vaughn & Kettman (1999) propose the four main strategies that teachers must 

employ in the classroom, that implement the reading comprehension activities within the 

framework of the collaborative approach. Said strategies are the following: (a) determine 

which is the pre-existing knowledge related to the subject; (b) identify the difficulties and 

challenges that the analysis and reading of the text represent; (c) determine and identify of 

the main ideas contained in the text; and (d) conclude of the activity with a dynamic of 

questions and answers derived directly or indirectly from what has been read. 

Similarly, Lee (2016) indicates that Collaborative Strategic Reading is an academic 

strategy that combines analized reading with a collaborative approach, since teachers 

assume the role of instructors or facilitators of information, so that students can develop 

together. Likewise, Vygotsky (1986) points out the benefits and positive values that such 

type of dynamics provides, which is highly marked by the existence of mixed abilities 

within each work group that feeds the interaction between students and allows them to 

reach a level of understanding that they could not have reached individually. 

In this sense, teachers are in charge of monitoring the level of reading 

comprehension that students have acquired, through tasks that they execute to analyze, 
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summarize, expose, synthesize and express the most relevant and main ideas. In this way, 

it is stated that students can acquire a level of expertise, not only in the substance of the 

content studied, but also in the way and methodology of extracting said information and 

knowledge. Likewise, a scenario is created in which the group diversity of the members of 

each working group encourages debate and discussion of ideas that emerge from the 

reading carried out. According to Klinger & Vaughn (1998), different minorities 

(determined in relation to the rest of the student body) achieve better results in standard 

and traditional exams or assessments, for which the direct correlation between the strategic 

collaborative approach and the overall academic performance of students is evident. 

Novita (2012) argues that teachers must assign a series of roles and responsibilities 

within the working groups, at the same time that they will provide the guidelines and 

recommendations for the subsequent discussions that will be carried out based on the texts 

read. Therefore, students could practice with their classmates before the final presentation 

of the activity. That is to say, group dynamics allows each student to express their opinion 

or analysis, with their classmates and peers, which will allow them to gain confidence and 

correct any type of problem or mistakes. Likewise, Novita (2012) proposes two phases that 

teachers must take into consideration when implementing the collaborative strategic 

reading method (CSR). 

The first of such phases of the process involves the teaching of reading 

comprehension strategies, that help readers to understand the depth the contained 

information in the texts provided. Klinger (1998) mention that during this phase, students 

can generate a series of questions related to the most important information that they were 

able to extract from what was read and, therefore, answer questions about who, what, 

when, how, where and why. Another one of the recommendations proposed by this author 

is to carry out a simulation exercise, where students can propose what could be the 
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potential questions in a written or standard exam, which will allow them to further 

highlight the importance of the ideas contained in the texts and their implications. 

Additionally, in this phase it is expected that the questions expressed by the students will 

refer both to the information or data expressly contained in what has been read, as well as 

to that which is derived or indirectly related to what is stated there. With activities of this 

sort it is expected for students to have high levels of brain activity, as well as to reflect and 

analyze all gathered data from their readings. 

The second phase, on the other hand, implies a successful scope of the 

understanding of the reading comprehension strategies previously offered by the teachers. 

For this reason, they are at a suitable level to implement them within a heterogeneous and 

mixed abilities scenario. Johnson & Johnson (1989) establish five characteristics that any 

collaborative approach model should have regarding the execute of reading activities and 

tasks. Said characteristics are the following: (a) guarantees positive interdependence 

between students, that is, planning that the activity can only be completed successfully if 

they work in group  and  never individually; (b) generates a large number of opportunities 

for the interaction between students to be direct and permanent; (c) grants individual 

responsibility for the achievement of a specific task or role, since although there is a 

collective responsibility to achieve the proposed end, making  their contributions together; 

(d) enhances social skills, as, the ability to communicate, interact, discuss, relate to others, 

etc., and (e) allows for the evaluation and assessment of group results and individual. 

Collaborative groups made up of students allow not only the discussion of the 

information, but also mutual assistance to better understand what is derived from it. It is 

for this reason that Klingner (as cited by Vaughn & Broadman (2007) the assignment of 

six roles of great importance, which must be assumed by the students, which also 

guarantees the participation of each and every one of them. Said roles are the following: 
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(a) the leader will be the one who performs functions directly associated with what should 

be read and the choice of the strategy to be applied; (b) the clunk expert, in charge of 

assisting the group regarding the steps to follow in case of encountering difficulties in 

understanding a word, concept or expression; (c) the expert gist, who is in charge of 

guiding the group to maintain the most essential aspects of the reading in mind, avoiding 

unnecessary or irrelevant details; (d) the announcer will constantly designate a member of 

the group to share their ideas or read a certain section of the text; (e) the encourager will 

observe the behavior of the group and offer the corresponding feedback, with the intention 

of encouraging participation, discussion and attendance; and (f) the timekeeper will 

coordinate the time each phase or participation must run. 

The interactive process for the exponential development of reading skills should 

not be limited only to the analysis of information exclusively provided by teachers. On the 

contrary, one of the skills that must be valued, enhanced and improved within this process 

is the search for relevant information. To do this, teachers must offer students tools to help 

them determine what information is useful and what is not, without having to read each 

one of the pages that make up a specific text. According to Rátiva, Pedreros & Núñez 

(2012), students develop reading activities when they manage to differentiate the contrast 

of existing information in different sources (web, books, articles, etc.), when they 

understand how it should be investigated and the importance of conducting a deep and 

detailed search to support and justify an idea. 

Some of the great advantages of this collaborative approach is the stimulation and 

motivation that it generates and promotes in students. Deci & Ryan (1991) mention 

traditional typical reading strategies do not successfully achieve the objectives, since 

students cannot understand in depth the content of the text on which they must perform a 

reading. Said authors, additionally, argue that traditional approaches lack a communicative 
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aspect of great importance: the possibility of discussing and debating ideas. Likewise, 

there is no proper opportunity to clarify doubts and ask questions raised as a result of the 

reading. It is at this point where the implementation of the collaborative methodology 

takes special validity, since the students are duly motivated to generate spaces for debate, 

communication and exchange of information and knowledge. The social nature of the 

students must be taken into consideration by the teachers, with the understanding that they 

must be used as an additional source of knowledge and the development of new aptitudes 

and abilities, both individually and collectively. 

In conclusion, the collaborative learning strategies in relation to the execution of 

reading activities allow students to achieve a greater degree of understanding and 

processing of the information contained in a certain text. This encourages the development 

of skills simultaneously with the ability to perform a comprehensive reading, so it is a 

whole and complete strategy. Additionally, students are more motivated and stimulated to 

actively participate in each activity, since each one acquires a delimited responsibility and 

a guaranteed contribution within the results that will be presented to fulfill the activity 

indicated by the teacher. Likewise, teachers offer students a series of strategies and 

recommendations that can be replicated not only within the academic context, but they can 

be useful for daily life, since they involve summary skills, detection of main ideas and 

secondary, analysis, the establishment of connections between ideas, etc. The collaborative 

approach offers a complete solution to the most typical problems that arise within students, 

especially those related to the lack of motivation, interest and the impossibility of being 

able to extract the most relevant information that can only be obtained once the processes 

of analysis and reflection are applied, avoiding a simple achievement of fluency or speed 

when reading.  
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2.2 Collaborative learning and writing 

As mentioned at the beginning of the previous section, written skills are part of 

those obtained activities that are related to language. The writing process is a system in 

which students are motivated to write in the same way that professionals do. In other 

words, students feel free to choose a topic, a theme, a writing style (expository, 

argumentative, narrative, etc.) that they can develop thanks to their own experiences, 

observations and interests. In this way, it is allowed that the information that will be put 

into writing counts with a higher degree of quality and reasoning, since the students will 

have the time necessary to think about what to say and how to say it, before actually 

externalizing it (Aldana, 2005). 

For Raimes (1983), the writing process is complete and comprehensive, since the 

students execute and develop different stages before the presentation of the final writing. 

These phases include the draft writing, , drafting and post-writing activities. That is, the 

process involves the generation of ideas, which will be the object of organization and 

interrelation, considering the purpose, the message, the recipient audience, the genre, the 

quality of the words to be used, the amount of information available, the exposure of the 

text, the vocabulary, the grammar, the main ideas and forms of cohesion of the 

information, etc. Therefore, this first phrase focused on the planning and organization of 

the information obtained and the ideas that the student wishes to express about it, thus 

constituting a key process for the development of the later phases and the presentation of 

the final text. 

The learning process of written skills is natural to the collaborative learning 

approach, since it allows students to develop within a social environment structured in 

such a way that they must collaborate with each other to achieve the same goal. According 

Kagan (1994), each member of the team must develop a certain function and activity, so 
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that a positive interdependence relationship is created between all the members of the work 

group. This accord of mutual dependence allows relationships based on trust and respect to 

be formed, since an atmosphere of comfort and security is created. Likewise, the fact that 

students understand that the writing process is not a solitary process, will allow them to be 

more fluent when it comes to expressing their ideas and opinions in writing.  

According to Kagan (1994), in the same way, the fact that there are groups of 

mixed abilities grants a better result in contrast to the competitive and individualistic 

approaches. This is due to the fact that, thanks to the individual contributions made by 

each student, the information under discussion corresponds to their specific cognitive 

level, age, ethnicity, interests, experience, etc., which enriches the information selection 

process that will later be reflected in writing. It is for this reason that the collaborative 

process helps students with more flaws or weaknesses in their writing skills, to benefit 

from the contributions and recommendations of those with greater proficiency.  

Likewise, each activity that is developed in this methodology is designed to 

generate opportunities for conversation, communication, exchange of ideas, debate, 

discussion, presentation of suggestions, etc. For this reason, one of the objectives of the 

collaborative approach is to allow the achievement of a global consensus, which 

culminates in the writing of a text that represents the points of view and interests of each 

one of the team members. In addition, the traditional role of the teacher changes 

completely in this case, since it goes from being a mere evaluator of results, to a counselor 

and advisor, thus being able to correct the mistakes of the students in a timely manner 

through direct feedback. 

However, there are some authors who argue that the fact of appealing to group 

dynamics for the writing of a single text can generate negative results instead of positive 

ones. The arguments of this position refer to the conflicts that may arise due for different 
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personalities and temperaments existing in the work group. According to Brumberger 

(1999), the collaborative approach does not always obtain consistently positive results, in 

terms of the final product presented and, therefore, the improvements achieved in written 

skills are not always visible. In contrast to his position, Aminloo (2013) mention that the 

integration of ideas and materials in conflict that is achieved collectively, is much better 

than the one achieved individually, since the author is a defender of the idea that “two 

heads think better than one”. 

Before being able to execute the writing process, the teacher must consider 

different aspects that will have an impact on the result of said process. In the first place, it 

must take into account the heterogeneity of the work groups that will be formed, since this 

quality will be able to improve and enhance the relationships that are formed between 

classmates, promoting the mentoring and advising between them. According to Kagan 

(1994), this differentiation allows the elimination of prejudices for the construction of a 

cultural understanding that positively affects the written result. According to Aminloo 

(2013), the existence of the formation of good and bad groups. In good groups, ideas are 

received by team members under the notion that, initially, they are preliminary and 

tentative, but equally valid for analysis and discussion. In bad groups, the main task is to 

generate a space of empathy and receptivity, which is why the primary need is to fulfill a 

previous phase related to behavior, but not the substantial content of the activity.  

Similarly, Aminloo (2013) consider the existence of two large classifications of 

students, those who obtain higher scores and those who obtain lower grades. Some authors 

consider, then, that the collaborative process could only benefit those with a high degree of 

proficiency, since they are the ones that provide the proposals and complete ideas. In this 

sense, Ghaith (2001) mentions that the collaborative approach can slow down or contain 

those students with greater abilities, since they spend time helping those who have 
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difficulties, especially in the written field. However, some studies carried out by other 

authors, such as Johnson & Johnson (1989), showed that said academic and cognitive gap 

does not harm those students with a higher degree of aptitude. 

Other factors that affect collaboration within work groups and that must be 

properly managed and controlled by teachers are those related, for example, to intrinsic 

and extrinsic motivation modalities among the students themselves, which is found 

influenced by the level or degree of friendship and empathy that exists in said group and 

respect for social norms. Likewise, and in relation to the empowerment of students' 

motivation, Spacks (1998) stablishes the idea that written activities do not focus solely and 

exclusively on the text, but that it can be used as a means or tool to learn something 

additional. These types of written activities can contribute to the learning of research 

strategies, rhetorical principles, etc. 

For the process of execution of written skills, Rao (2007) suggests the 

implementation of activities that allow students to generate a space for brainstorming for 

the writing of a text. This is especially productive and beneficial in the absence of ideas for 

writing the work piece. In the same way, it is evident that this process begins orally and 

ends in writing, so it is a complete methodology that covers different types of skills related 

to language. Kirkland & Saunders (1991) argue that this type of activity should start with a 

concrete material and move towards a more abstract content, which is derived from the 

joint reflections carried out by the students. 

One of the most innovative proposals in this field of study is the collaborative 

approach within an "online" or virtual setting. Choi (2008) establishes this type of 

methodology allows students to exercise a greater degree of control over the learning they 

receive, in addition to building an even greater sense of responsibility that each one has 

regarding the learning process. Likewise, Choi (2008) stablishes a series of benefits that 
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occur with the practice of this method. In the first place, written skills are improved, since 

the use of computers in these activities expands the receiving community of the content 

written by the student. For this reason, learners are more aware of the importance of what 

they write and, therefore, they will be more careful and responsible when writing a text 

and publishing it. 

Likewise, the classical conception that the only person authorized to issue any type 

of feedback or evaluation of the activities carried out by students is the teacher is 

abandoned. In this sense of collaborative learning, there is a high degree of exchange and 

assessment by colleagues, peers and other audiences (depending on the degree of 

publication of the written text). Additionally, each student's work will undergo a review 

process, in which it will be required to rewrite some part of it. Therefore, community input 

will be of great help to academic growth and progress of social skills. 

Stress reduction is another advantages of this system, since it creates a less 

intimidating and more accessible and participatory environment. Morris (2001) disagrees 

that writing is one of those skills where the implementation of the collaborative approach 

is more appropriate, since students feel more motivated and willing to work for the 

development of a common product, instead of mostly listening the teacher's voice and 

work individually. 

Similarly, Valdez (2005) argues that technological applications can improve 

students' higher-order thinking, by motivating them to develop authentic but complex 

activities, within a scenario of mutual support and collaboration. Any form of discussion of 

ideas, promotes reading, writing, critical thinking, problem solving, searching for 

information, etc. Likewise, Choi (2008) mention that the writing process is a social 

process, which is nourished by the comments and opinions of others. In this sense, the 

more comments and feedback there are from colleagues and peers, the more awareness 
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there will be when using written language, since the importance of writing as a 

communication mechanism is valued to a greater extent. 

The benefits that can be obtained with the implementation of the collaborative 

approach, including the “online” or virtual modality, have been demonstrated in numerous 

studies carried out by renowned authors. For example, Ho (2000) found that online 

collaboration helps students improve their level of self-esteem and confidence, strengthens 

their language skills, increases creativity, and generates a more aware notion of 

interculturality and diversity. Along the same lines, the studies carried out by Jor (2000) 

showed that the scores of the written evaluations of the students improved after having 

actively participated in some collaborative group activity. Finally, it is evident that the 

possibility of implementing this system within the classroom can be highly beneficial for 

students, since it is a complete discipline that promotes the improvement of numerous 

additional skills. Therefore, the collaborative approach to learning written skills allows 

students to improve their social and individual skills, while acquiring key technical 

knowledge for the correct dissemination and communication of an idea or thought through 

written language. 

 

2.3 Collaborative learning in effective communication: listening comprehension + 

speaking 

Listening is an important skill that any new language learner must learn to handle 

and master. This is because it is necessary to be able to determine what is being said and 

communicated, so that the language learner can respond accordingly. Likewise, Ardi 

(2015) maintains that it is a language skill with a high degree of difficulty, since it must be 

possible to identify the information provided within a scenario where accent, speed (pace) 

and rhythm are involved. Therefore, the student must be able to go through each of these 
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aspects to understand the meaning and intention of the use of words from a foreign 

language. Said author also establishes that the learning process of these types of activities 

can be highly stressful, especially if the methodology used by the teacher is of a tradit ional 

nature, where individual activities and evaluations predominate. Brown (2006) stablishes 

that these activities usually focus on listening to extract the main ideas, the most important 

details and the making of inferences. 

The understanding of the information obtained by listening can be limited, in most 

cases, to the most general aspects of the information. Ardi (2015) proposes that students 

and learners have a great number of difficulties in understanding the details of 

communication. It is for this reason that one of the activities and strategies that facilitate 

the understanding of the information in its entirety is collaborative learning. Brown (2006) 

indicates that within collaborative learning practices, students have to execute two phases 

within the process: first, each member of the team must present their own knowledge and 

perceptions to be discussed; secondly, each student must listen carefully to the 

participations of the other pairs to learn from them. 

In this sense, within the group setting there are different processes and stages that 

students must complete for understanding totally the scope and implication of the 

information received through the auditory canal. Since listening has been qualified as a 

receptive skill, learners have to pay special attention to the information given to them so 

that they can present their own opinions on it. However, this process can be facilitated by 

being executed within a working group, which can offer its own considerations regarding 

the same information. Meskill (1996) stablishes listening is primarily an information 

reception activity, there are psychological and cognitive processes that take place 

simultaneously. Processes such as: reception, interpretation and the construction of a 

response. In the same line of thought, McErlain (1999) maintains that listening is a two-



46 

pronged process, since it requires the reception and decoding of information so that it is 

then answered with an added value, either an analysis or a conclusion of any problem 

raised. 

Likewise, according to Meskill (1996), listening also involves processes of 

interpretation, construction and creation of a response to demonstrate the understanding 

and the level of comprehension that the student or learner obtained from the information 

supplied in an auditory way. On the other hand, Saricoban (1999) stablishes a series of 

skills associated with listening tasks, which are qualified as enabling skills. Some of these 

skills are: (a) prediction of what a person may say based on the context in question; (b) 

guess what is the meaning of unknown words or phrases, also according to the context of 

the information and the group discussions that take place when analyzing its content; (c) 

retain relevant information or details through note-taking or any kind of memorization 

technique; (d) pay special attention to the different types of intonation and pronunciation, 

which can lead to understanding the meaning behind each phrase; (e) understand what 

information is inferred or deduced from the information expressly said, etc. 

Ardi (2015) mention a series of steps that can be used within the dynamics of a 

class dedicated to the teaching of listening skills. Those steps are as follows: (a) reproduce 

the material and ask students to listen to it and answer the questions individually. At this 

stage they can be allowed to take notes while listening to the information. They must also 

be informed of the purpose of the audio reproduction and what they are expected to extract 

from it. The audio can be replayed as many times as the teacher deems appropriate; (b) 

discuss the answers: the student must share or compare his answer in a group way. In this 

phase, the discussion and promotion of the students' creativity is promoted when 

constructing an answer for the problem or question proposed in the audio; (c) revalidate 

the information through another additional reproduction, so that students can correct any 
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aspect; (d) reconfirm the answer as a group, comparing results and crossing information; 

(e) review which is the correct answer, prompting the justification and defense of the 

answer that was actually offered by the participants; (f) change the members of the groups, 

to increase the diversity of the responses achieved. 

Maxom (2009) proposes a series of strategies that can be implemented by teachers, 

to generate a more dynamic and participatory environment, which is highly beneficial 

given the certain degree of "passivity" that falls on the heads of students when executing 

the traditional teaching methodology. According to Maxom (2009), are the following: (a) 

work based on photographs, where students can relate the content of an image with the 

audio that will be reproduced later; (b) labeling the parts of a certain diagram, according to 

the instructions that are dictated by aural; (c) tracking a map with descriptions or 

directions; (d) short monologues by the teacher; (e) traditional stories from popular culture, 

so that students are motivated to later tell their own experiences or stories; (f) song 

playback; (g) follow-up instruction through a physical or bodily response; (h) traditional 

dictation; (i) true and false activities; (j) fill in the blanks; (k) organize in a logical and 

coherent way the information provided in an audio; (l) complete the information using an 

agenda or timetable. 

On the other hand, oral skills are also part of the essential elements for effective 

communication when learning a new language. Together with listening skills, they 

represent the highest degree of use, since they are the two ends of the communicative 

process: listening and responding. According to Murda, Flora & Huzairin (2007), speaking 

is one of most important elements of communication that has the most relevance. Through 

orality, students can express their ideas, share information, and build relationships and 

social interactions with the community. Chaney & Burk (1998) indicate that it is a 

procedure in construction of meaning through verbal and non-verbal symbols. For this 
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reason, when teaching a second language, the teacher must take into consideration any 

technique or strategy that can improve the process of acquisition of skills by the student, 

given the importance of orality in any communication process. 

Similarly, Nunan (2003) postulates a series of aspects that, according to his criteria, 

should govern the entire learning process and that, therefore, should be considered by 

teachers when designing and planning the academic program. Some of these factors are 

related to the production of sounds and sound patterns, so that the learner can become 

familiar with them and recognize them in different situations and contexts. Likewise, 

words and sentences should be used in the intonation and rhythm that characterizes that 

second language under study. In this particular case, collaborative group work is really 

beneficial, since the nature of this type of activity requires senders and receivers. 

Additionally, students should have the opportunity to specifically select the most 

appropriate words for a certain social context, so there will be no better feedback than that 

which arises within an organic setting of conversation and / or communication. 

Likewise, according to Nunan (2003), ideas and thoughts must be organized in a 

logical and coherent way before being expressed orally, which is why introspection and 

planning is required before externalizing them. Also, language is the main tool that human 

beings have to express their thoughts and ideas, so teachers must provide them with all the 

necessary tools for said expression to be successful. In other words, academic activities 

must be in tune with the real situations for students are going to face in the actual world. 

Therefore, the acquisition of this type of knowledge and skills cannot be conceived 

without the group participation of classmates. Finally, teachers should promote the use of 

language quickly and confidently, avoiding unnatural pauses, thus achieving fluency in 

speaking. 
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Similarly, Murda, Flora & Huzairin (2007) establish that when implementing the 

collaborative learning approach in teaching oral skills, the first step that teachers must 

complete is to specify what the academic task or activity is. The purpose of this is that 

students can know what is expected from them and what is the objective or goal that they 

want to achieve with the completion of said activity. For this reason, the instructions 

offered by teachers should include the distribution of roles, the formalities that should 

govern the discussion process, recommendations related to social behaviors (especially 

paying attention to each of the contributions of the team members) , distribution of roles 

and responsibilities, the guarantee that each student will have the same opportunity to 

express their point of view and contribute to the project, the achievement of a purely group 

and not individual solution, etc. 

As you can see, it is an activity where students should fight with the greatest degree 

of prominence. In this sense, Bashir, Azeem & Dogar (2011) indicate that the pedagogical 

method with a tendency to focus on the teacher does not obtain the best results, since it is 

the teachers who make the greatest oral contributions and become the only source of 

knowledge and construction of values and contributions. Gomleksiz (2007) also agrees 

with this statement, since he argues that said methodology negatively impacts the 

performance and development of students' oral skills, by preventing them from having a 

space dedicated solely and exclusively to their participation. In conclusion, Namaziandost, 

Neisi, Kheryadi & Nasri (2019) indicate that oral skills should not be focused 

independently and in isolation, since the social interactions of the collaborative learning 

methodology grant the possibility of developing listening skills, reading and writing, since 

it is a total integration of the sub-skills that make up the language. 

The positive influence that the collaborative approach has in this sense is really 

notorious, since it allows simulating basic situations of the real life of the learners. This is 
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due to the fact that the human being is constantly receiving large amounts of information 

through the auditory canal, to which he must respond orally. That is the setting for any 

kind of conversation. Therefore, when learning a second language, it is important that 

students have as many opportunities as possible to practice these communicative scenarios. 

Nasri & Biria (2017) argue that the use of collaborative learning techniques obtains 

positive results in terms of the progress and achievements of oral skills. Likewise, 

Namaziandost, Hashemifardnia & Shafiee (2019) conclude that students who interact with 

their peers in group activities and participate permanently in them, achieve better results 

than those who do not participate or who participate to a lesser degree. 

The structuring of the academic activities that the students will carry out in the 

classroom must consider the proficiency of the students with respect to the language they 

are learning, so that the teachers can form the groups according to a specific purpose: 

cooperation and mutual assistance carried out by the students themselves. Additionally, 

teachers must provide an opportunity within the execution of the activity that allows them 

to act in a corrective way, that is, to attend in a timely manner in case of detecting that a 

student requires professional support. However, at the end of each activity it is advisable 

that there be a moment of feedback, evaluation and assessment of the performance of each 

work group and each individual. This feedback must be given both by the teacher, as well 

as by the rest of the classmates and peers (Ning, 2011). 

Teachers, then, must evolve in terms of the role they play within the classroom, 

going from being a transmitter of knowledge, to facilitators of tools within the learning 

process of a certain language (Shakibaei, Shahamat & Namaziandost, 2019). In this way, 

they create a friendly space, where students feel confident of being able to transmit their 

ideas and thoughts freely, also guaranteeing the possibility of learning with the interactions 
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that occurred with classmates, both at the time of executing the activity as when it is 

already completed and a moment of feedback and evaluation is required. 

As can be seen, listening and oral skills are an indispensable part of the language 

learning process, since they simultaneously represent the essential aspects of 

communication. Therefore, the collaborative learning approach must be implemented in 

each of the academic programs that contemplate the teaching of oral and listening skills 

and strategies. In this way, it contributes to the full and comprehensive understanding of 

the information provided and, therefore, students or learners can offer a response that 

corresponds to the content of that information under study. Because these types of skills 

must be mastered for proper language proficiency and management, teachers are required 

to provide opportunities in which students can practice and improve their skills. For this 

reason, the collaborative approach represents an invaluable opportunity for professional 

development, as it implies the acquisition and enhancement of other associated skills, such 

as crucial thinking, problem solving, detection and identification of situations, etc. 
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Chapter III 

Guidelines for effective collaborative language learning 

 

3.1 General guidelines 

Driscoll (2000) defines learning to be a process of consistent changes in both 

potential and human performances. This definition encompasses many of the 

characteristics commonly related with behaviorism, cognitivism, and constructivism. That 

is, learning as a state of constantly change (emotional, mental, physiological (e.g., 

abilities) obtained because of experiences and interactions with content or with other 

people. All these learning theories maintain the notion that knowledge is an objective (or a 

state) that is accessible (if not already innate) through reasoning or experience. 

The constructivism affirms, knowledge is not a copy of fact, because it is a 

construction of human being who elaborates with schemes his regular interaction with the 

environment that surrounds him; this, with the objective of achieving a meaningful 

knowledge and optimal levels of adaptation and well- being. The constructivist model has 

been confused as a method that consists of leaving full freedom to students to learn at their 

own pace, which would mean that the teacher does not participate in the process. However, 

this is a mistaken perception. This approach proposes an interaction and an exchange of 
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knowledge between the teacher and the students, in such a way that a productive synthesis 

can be reached for both and, consequently, a significant learning. 

Constructivism is based on three guiding principles: (a) Teaching occurs not only 

when the students manipulate, explore, discover or invent, but also when they read or 

listen; (b). Students’ constructive mental activity is applied to the contents that they 

already possess; and, (c) An example is the process of learning written language, which is 

already elaborated, but must be reconstructed in order to be learned. Driscoll (2000) 

examined a variety of perspectives on constructivism and identified five important facets 

of constructivism related to instructional design: 

Reasoning, critical thinking, and problem solving. Regarding this facet, The 

Cognition and Technology Group at Vanderbilt (1991) named the capability [of the 

learner] to write down persuasive essays, engage in casual reasoning, give an explanation 

for how statistics relate to concept in clinical investigations, formulate and clear up fairly 

complex problems that require mathematical reasoning. 

Retention, understanding, and use. Perkins (1991) stated that the fundamental 

objectives of instruction are misleadingly basic. According to the author, education strives 

for the maintenance, comprehension, and dynamic utilization of information and aptitudes. 

Regarding this, the author means the ability of the student to actively apply the new 

knowledge in various situations, particularly in interactions with other people, in order to 

reinforce his or her retention and understanding of the new knowledge. 

Cognitive flexibility. Spiro, Jacobson, Jacobson & Coulson (1991) declared the 

need for learners to actively use cognitive flexibility, meaning the ability to modify one's 

cognitive structures, in many ways, to be able to adapt to a variety of new situations. 

Self-regulation. Self-regulation is the ability of learners to identify and pursue their 

own learning goals (Driscoll, 2000). 
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Mindful reflection and epistemic flexibility. Culler (1990) comment of the need to 

raise poststructuralist thinking, a sort of reflective criticism or perceptil reflection. 

Cunningham (1992) defined reflexivity as the capacity of each student to participle giving 

their own information. Morrison & Collins (1996) talk about the meaning of ability to 

identify and use different ways to have knowledge. 

If we teach English as a foreign language we have that those five principles can be 

transformed into the following: (a) To provide students with complex and relevant learning 

environments, using the target culture and the local culture; (b) Involve students in social 

negotiation, which is nothing more than knowing how to infer the needs and problems of 

the speaker; (c) Provide students with different ways of learning and multiple perspectives 

on learning; here it is important to say that different methods should be used so that the 

student can observe how the language is present in various aspects (film, music, sketch, 

role-play, etc.); (d) Encourage the appropriation of learning by the students. In this section 

the students must be able to reproduce what they have acquired in different facets, (e) 

Making students conscious of their participation in the knowledge construction process. As 

stated above, is not to leave the burden of learning on the student, but to make him/her 

aware of his/her own responsibility in the process (Reynolds, Caley & Mason, 2002). To 

fulfill these objectives, it is necessary, in the first place, to develop effective group work 

classroom rules. These days it is a significant assignment for teachers to have the 

rudimentary bases in order to accomplish the cooperation in teamwork, to understand both 

individual and group characteristics of their students, the stages through which a work 

group passes for its integration; the role that each one of its members has to carry out. It is 

a duty for teachers to coordinate in the best possible way the collaborative process. But 

beyond this, it is necessary to develop qualities, attitudes, guidelines, and behaviors in the 

process of teaching and learning, which is one of the primary tasks of the educator today. 
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In collaborative learning, linguistic support must be provided through the content 

teacher. Content teachers focus primarily on helping students develop critical thinking 

skills by acquiring, synthesizing, and applying content knowledge; these teachers provide 

the English student not only with general and grammatical knowledge of English, but also 

with useful life skills for a perfect result. 

The importance of working in a group was mentioned earlier, so the next step will 

be the strategic grouping of students. On the one hand, it is important that students learn 

and know how to socialize and work in different groupings; but, most importantly, it is 

desirable to establish group settings in which the needs of all students can be met. To 

accomplish certain tasks, the class can be divided into peer groups based on their level of 

prior knowledge, interests, or abilities, so that each group can be assigned tasks in which 

all can contribute and learn. Once you have the groups it is essential for the teacher to 

assign the tasks they will realize, following the pattern of motivating and engaging the 

student in using their creativity to solve problems. The student learns by doing, so it is 

important that when choosing the assignments, they meet this requirement. Finally, we 

have the value of collaboration with the school; administration and teacher must be one, 

they must have the same policies and the same ideals so that the student is not trapped 

amidst two encountered and opposing positions. 

Having said that, it is now important to consider the concept of an inclusive 

classroom: Regular classrooms are a unique space for socialization and the development of 

skills and abilities for all children and young people in a community (Bunch, 2015). The 

inclusive classroom operates on the premise that all students are competent and therefore 

able to fully participate in their classes. The inclusive classroom accepts, understands, 

values, and addresses student’s differences and variety, which can contain physical, 

cognitive, academic, social, and emotional aspects. The driving principle is to make all 
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students feel safe, recognized, motivated and supported in their efforts (Alquiraini & Gut, 

2012). In inclusive classrooms, activities are not scheduled according to subject content. 

Actions are defined according to the strengths and needs of the students (Cursic, 2009) 

When it comes to adult learners more challenges are included due to prejudices and 

previously acquired knowledge; so we must have an adequate pedagogical strategy, in 

accordance with the principles of constructivism. Laurillard, D. (2008) proposes 4 processes 

to guarantee the complex learning of the communicative activities in cases where adults 

intervene in the learning process: (a) Discursive process: dialogue, exchange of ideas, 

description of concepts, (b) Interactive process: getting information then realize the 

projects (c) Adaptive process: practicing the learning (d) Reflective process: interacting 

together and each one contribute what they know to get the purpose. This confirms what 

constructivism mean; the student builds his learning according to his commitment, relates 

to others who are in the same position and the teacher acts as a guide leaving the center for 

the students. Learning is based the interpretation of the dialogue, reflection and experience 

(Reynolds et al., 2002). 

Given this, adults prefer online courses, which are mostly based on the 

constructivist theory, since it minimizes inhibitions and does not produce as much social 

anxiety caused by fear of making mistakes in public. Everything explained can be 

summarized in the importance of collaborative activities in the context of second language 

learning; cooperative learning essentially involves a process of division of labor: 

participants agree to help each other in activities aimed at achieving individual goals of 

each person. In contrast, in collaboration, each member of the group contributes to the 

joint resolution of the problem; collaboration depends, therefore, on establishing a 

common language and meanings with respect to the task, and a common goal for all 

participants. The use of collaborative language strategies is expected to maximize the 
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motivation for students to participate of the teaching/learning process, as well as their 

grasping of new notions and general knowledge, while stimulating the participation and 

use of what students already know about language. In collaborative tasks they may find the 

courage and motivation to loosen up and talk or write, regardless of the age of students. 

Whether language learners are children or adults, collaborative learning is a pedagogical 

strategy that grants the opportunity for more participation and practice, where students 

may take chances while participating of tasks. Another advantage is that this type of 

learning can take place in both presential classes within a classroom or in web-based on-

line language teaching platforms. 

 

3.2 Group assignation and size selection 

Cooperative and collaborative learning does not get its ways by the mere fact of 

grouping. There are three types of groups that teachers can plan for: formal groups, 

informal groups, and grassroots groups, which are very different in terms of 

implementation, teacher attitudes, and, most importantly, academic and social learning 

outcomes. The first type of learning group, baptized as a formal group, is proposed from 

various conditions that determine it: (a) it lasts from one class to several weeks, (b) it can 

be structured for any academic activity, and (c) it tries to get the students actively involved 

in the organization of materials, their explanation, summary and integration of conceptual 

structures (Johnson & Johnson, 2014). 

The second type of group, of informal cooperative/collaborative learning, is 

characterized by the fact that: (a) its duration varies between a few minutes and a single 

class session, (b) it is used for students to concentrate on an explanation -direct teaching- 

that implies a special attention on the subject to be studied, (c) it ensures the cognitive use 

of the material and (d) it generates a closing or conclusion. Last but not least, grassroots 
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groups, whose purpose is to support each other's academic progress, raise (a) the need for 

heterogeneity of their members as well as their long-term stability, (b) the long duration of 

the groups (a whole year) and (c) a long-term commitment among the group members 

(Johnson & Johnson, 2014). 

What is a constant in these three types of cooperative/collaborative learning groups 

is the work of the teacher. It is, fundamentally, about defining and specifying the 

objectives of the activity, especially the social objectives that will allow him/her to control 

the learning groups and to diagnose specific skills for the resolution of problems. In this 

way, the students themselves will identify those skills that would improve teamwork, 

stating them as part of the teaching-learning process and, why not, to analyze them within 

the needs for the implementation of a task. Another challenge that teachers face when 

choosing the type of grouping is the size of the group and a good way to decide the size is 

in the arrangement of the materials required for the activity. 

The larger the size, the greater the diversity in the range of skills and abilities, 

which becomes a greater willingness to process information and, of course, a greater 

diversity of views. This condition means that if the group is very large, the possibilities of 

achieving the goals proposed by the teacher will require a longer time, which is all the 

more reason for the size of the group to be determined according to the learning objectives 

to be undertaken and the time available. Another challenge of the size of the groups is that 

the smaller they are, the less opportunity there is for members to hide with their peers, so 

the participation of all group members is critical. And, of course, the larger the group, the 

more skills each member will need to show, since as group size increases, interpersonal 

skills become more complex and sophisticated (Johnson & Johnson, 1999). 

Consequently, although the Johnson brothers point out that there is no such thing as 

an ideal group, since the work of groups is not about who their members are but about the 
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results they obtain by working together, the decision on the size of the group depends, as 

we can see, on the factors and conditions that are desired to achieve the learning goals 

(Johnson & Johnson, 1999). Now, it is not only a matter of creating groups according to 

learning outcomes, but of making relationships of interdependence within these groups. To 

do this, roles must be assigned within the groups, delegating a task to each one within the 

group so that the leadership functions make sense. 

 

3.3 Setting the environment 

The space in which language classes and collaborative learning take place is 

another important element of the teaching activity and, therefore, it is necessary to 

structure and organize it adequately. That is, it is the building that conditions the program 

and the activities, as well as the learning models and not the other way around. The 

equipment and the didactic material are especially important characteristics in this subject. 

Through the good use of these elements, it is possible to facilitate or to make difficult the 

attainment of the objectives, contents, attitudes, values... that are proposed by the planners 

(Gairín, 1995), turning it into an educational instrument that invites to certain actions and 

conditions a certain type of social interaction (De Pablo & Trueba, 1994). 

According as understood the space is a didactic element very important, because 

defines the situation of teaching and learning of students and teachers since that motivate 

the development for all capacities  

The classroom shouldn´t be always be the traditional fixed space. We can organize 

corners and educational spaces outside the classroom away from a boring, uniform, 

monotonous, full of static spaces, the same year after year. In this respect, Antúnez & 

Gairín (1996) pointed out how adequate and positive it is to expose ideas and works in the 

classroom and outside. The authors encourage for the school administrative personnel, 
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teachers, and even students to take into their hands big or small changes in the physical 

arrangement of spaces into the classrooms to make them warmer, with more personal 

atmosphere, considering the aesthetics in all its educational value (Cela & Palau, 1997). 

For their part, Lledó & Cano (1994) point out five principles for a new school 

environment in the classroom as follows: (a) The classroom should be a meeting place for 

each other. (b) It should be open to the world around it, and (c) It should be decorated 

according the lesson, a space where motivate the visual learning. The spaces of the 

educational centers must be fundamentally multipurpose and flexible in their use, and must 

comply with a series of conditions established for the educational administration. 

However, not only we must take account aserie of requiriments, it is neccesarry tu 

know other characteristics for example (a) to implement the classroom through movable 

partitions, curtains, screens, sliding doors, etc.; (b) Hygienic, easily accessible, safe, well-

lit spaces whose color and texture contribute to creating a pleasant, happy and warm 

atmosphere; (c) Well planned according to the type of activity to be carried out at each 

moment, giving an individualized response and adjusted to the specific needs of the 

students; (d) Spaces adapted to the characteristics of the people who live in them, 

facilitating access to those students with specific needs to move around the center safely 

and with clear points of reference (eliminating architectural barriers and adapting the 

furniture, lighting, textures, etc.); (e) The materials must be seen properly from the height 

of the students' eyes; (f) The teaching material must be related to the curriculum project of 

the center and classroom programming; (g) the furniture and the materials will be designed 

for accessibility, care, maintenance, visibility. 

As for the distribution of the physical space of the classroom, Hoyuelos (2005) 

emphasizes the importance of accommodating the furniture and equipment arranged for 

the pedagogical or functional requirements, so that it becomes a friendly space for all 
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people who spend their time there, welcoming, delicate and sensitive that contributes to the 

overall development. Hoyuelos (2005) raises the possibility of visualizing other ways of 

distributing the classroom space, overcoming the traditional rectangular shape and 

incorporating other accommodations, forming an "L", a "T", a "V", a "U", subgroups, 

circles or semicircles, among others, that allow the optimization of the spaces as well as 

the pedagogical socialization and between pairs. It is worth mentioning that this is feasible 

even in limited internal and external spaces, as long as, a profitable use is made of them. 

The aforementioned authors comment that it is fundamental that the internal and external 

educational spaces be kept free of elements that constitute a danger. They also add, with 

respect to decoration, that these places be kept clean, especially the sanitary services. 

Loughlin & Suina (1995) point out that the aesthetics of the environment must be 

sufficiently pleasant and diverse, so that it motivates or incites the educational community 

to discover it, admire it, get excited about it and assimilate it into their daily lives, to the 

point that it does not give rise to indifferent, negligent or conformist attitudes. Another 

characteristic that must be taken into account is the spatial organization, since it influences 

the possibilities for movement and, consequently, the physical behaviors within the 

environment, hence the importance of knowing the spaces available, the learning purpose 

assigned to each one, continually supervise the interaction of the student population in the 

spatial setting and the elements that make it up. 

According to Duarte (2003), who states that there is a huge occurrence between the 

structure of connections and the spatial plan, a component vital in giving learning 

conditions that permit to individualization and socialization as well. Similarly, the 

organization of educational environments will depend on the creativity of teachers and 

students, as well as the budget they have. However, the basic principles of cleanliness, 

order and beauty cannot be missing in the adequacy of educational environments, it a 
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necessity and a right of minors and adults sharing the space within the classroom. In 

addition, it is important the good behavior and fulfillment of teacher in classroom because 

they influence and motivate the student learning. 

 

3.4 Activities 

When planning a class, the teacher has to consider what actions should be taken to 

maxime students learning. The role indicates what each member of group have to do. 

Sometimes, students don’t want to participate in a cooperative/collaborative group they 

don’t know how to contribute to the good development of group work. The teacher can 

help them to solve that, giving each member a specific role to play within the group. Role 

assignment has several advantages: (a) It prevent that some students will adopt a passive, 

or dominant, attitude in the group; (b) It guarantee that students use basic group techniques 

and that all members get the learning (c) Creates an interdependence among group 

members. This interdependence occurs when members are assigned complementary and 

interconnected roles. Giving roles to students is one of the most effective ways to 

guarantee that each member of group work together productively (Johnson & Johnson, 

1999). 

The easiest way to introduce the concept of group roles to students is to use the 

analogy of a sports team. In soccer, for example, four of the roles are goalkeeper, defender, 

midfielder, and forward. The teacher writes these roles down on the board and asks 

students to explain why each role is important and what happens if one or two of the 

players fail to perform their duties. He then informs them that he will organize the class 

into collaborative learning groups in which each member will have a key role to play. 

It is important to gradually introduce the roles to the students as they begin to work 

in the collaborative learning groups. Have students meet in small collaborative learning 
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groups a few times, without assigning them roles, so that they get used to working 

together. At first, assign only very simple roles to the learners, such as reader, record-

keeper, and participation promoter. Only formative roles (such as supervising tone of voice 

and shifts) can be assigned until the learners are able to work cooperatively on a sustained 

basis. Rotate roles so that each group member plays each role several times. Periodically 

introduce a new, slightly more complex role, starting with one such as a comprehension 

checker and add it to the rotation. Afterwards, assign roles related to the operation. Over 

time, add roles related to formulation and incentive, which do not occur spontaneously in 

the group. The role of the analyst is an example of this. Students often forget to relate what 

they are learning to what they already know, unless the teacher trains them to do so. 

(Johnson & Johnson, 1999) 

Once the teacher has selected the conceptual objectives, made the previous 

decisions and made the necessary preparations, it is time to explain to the students what 

they must do to accomplish the assigned task and how best to do it. The teacher must 

explain the task to them so that they clearly understand the character and objectives of the 

class. The homework assignment should be clear and measurable, so that students know 

what they are expected to do ("they should read the story and answer the questions 

correctly") and so that the teacher can assess whether or not they have done it. The 

expected outcome of the assignment should be specified, in order for the students to focus 

on the relevant concepts and information during the class. 

After explaining the task and objectives, the concepts, principles and strategies to 

be used by the students should be mentioned, and related to their previous experience and 

learning. To this end, the teacher will define the relevant concepts, answer any questions 

the students may have about the concepts or facts they will learn or apply during the class, 
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and provide examples to help them understand what they will learn and do when 

performing the assignment. 

The procedures that students must follow to perform the task, including how to 

work in groups, will be explained below. If the teacher simply tells the students to work 

together, they will decide for themselves what "working together" means. This is not 

enough to guarantee optimal learning. One procedure that can be explained to students 

who have the task of "reading the text and answering the questions", for example, is the 

following: (a) Those who listen correct any errors made in the reading; (b) The first 

question is read; (c) Each student offers possible answers (The recorder ensures that at 

least three acceptable answers are given) (d) The group decides which answer is best; (e) 

One or more group members are asked to explain why the chosen answer is the best one, 

and (f) Steps 3-5 are repeated for each question. After answering all the questions, the 

group summarizes their overall view of the text, what it means, and how it relates to their 

previous knowledge of the topic (Johnson & Johnson, 1999). 

Sometimes it is useful to ask the students some specific questions before they start 

working in the groups, to check if they have understood the task. Through these questions, 

a two-way communication is established that allows the teacher to verify that he or she has 

assigned the task correctly and that the students are able to get to work. The teacher must 

make sure that the groups produce a visible result, to which each member can put his or 

her signature. This helps group members to concentrate on the task and behave 

responsibly. By explaining a task, the teacher can provide a visual structure that students 

will use to organize their thoughts. Visual organizers are blank illustrations that use lines, 

arrows, boxes, and circles to show relationships between certain events or abstract ideas. 

They serve to guide students' mental activity by providing a spatial format relevant to their 

thoughts, and to encourage student participation by providing direction and purpose to 
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students who may have difficulty when given only verbal instructions or abstract 

questions. When explaining to students the task to be performed, the teacher should also 

tell them what level of performance he or she expects them to achieve. Collaborative 

learning requires criteria-based assessment. This type of assessment involves adopting a 

set of standards and judging each student's performance against those standards. If a 

student performs according to those standards, he or she passes, and if not, he or she fails. 

A common version of criteria-based assessment consists of assigning grades according to 

the percentage of test questions correctly answered. On certain occasions, the teacher may 

establish that the criterion of excellence will be the degree of improvement (performing 

more this week than the previous one). To promote cooperation within the group, criteria 

can also be set for the entire class, for example if the entire class achieves a score of more 

than 520 correct words on a vocabulary test, each student will receive two additional 

points (Hoyuelos, 2005). 

A useful strategy is that at the beginning of the class, the teacher can have the 

students meet in pairs or threes to establish their expectations about what the class will be 

to realize the feedback about the topic in question. There are three models for creating 

expectations and encouraging the prior organization of students' knowledge. First, the 

teacher can use peer discussion to prepare students cognitively organize in advance what 

they know about the content to be studied and to set their expectations for the class. To this 

end, the teacher should prepare up to three questions about the central point of the lesson 

and have each student pair up with the classmate next to them to answer the questions. The 

students will be instructed to prepare a joint answer for each question following the 

procedure of formulating, transmitting, listening and elaborating ideas. Each student 

formulates an answer, then their respective answers are transmitted. Afterwards, each 

student listens carefully to the other's answer and finally each pair elaborates a new 
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answer, better than the one given at the beginning by each member, building this one 

through association, analysis of everyone's ideas and synthesis. To verify that everyone is 

personally responsible for the results of this activity, the teacher will choose some 

members of the different pairs and will ask them to explain the answers given to each 

question (Hoyuelos, 2005). 

The second alternative is that before the class, the teacher can ask the students to do 

a brief written assignment. Even if the writings are not graded, this activity forces the 

students to order their ideas and take responsibility for the development of the lesson. 

Before starting a lesson, the teacher will have all the students in the class choose a 

theory, a concept, an idea or a character corresponding to the assigned reading, and make a 

written work of one or two pages. They should summarize the text read and add material 

from another book, article, newspaper or any other relevant source to enrich their analysis. 

The cooperative structure will then be applied by having students bring a copy of their 

work to each member of their cooperative base group. The groups will have two to three 

minutes to summarize their work. The members of each group will read, correct and 

comment on the work of their peers and fill out an evaluation form for each paper. When 

the group has finished, students will sign the papers of each member to show that they 

have read them and provided ideas for improvement. Cooperative groups will also review 

what they have learned from the written assignments and how that knowledge is applied to 

the class topic (Johnson & Johnson, 1999). 

And the last option is that in order to prepare the students for the lesson, the teacher 

can have them read a text and write many questions about the main points of the text. This 

allows each student to write a series of questions to be answered by their classmates. The 

teacher should make sure that the students record the page and paragraph number of the 

answers to their questions in case there is a discrepancy in the group as to what the correct 
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answer is. At the beginning of the class, the teacher will match students, at random. 

Members of each pair will take turns asking questions and correcting incorrect answers. 

During this activity, the teacher should approach all the pairs, one at a time, to comment on 

their work and to ask and answer questions. After explaining the task to the students, the 

teacher should create a climate of cooperation among them through the implementation of 

a positive interdependence within the class. Positive interdependence binds students 

together in such a way that none of them will be able to complete the task unless all of 

them do. When students clearly understand what positive interdependence is, they realize 

that the work of each member is indispensable for the group to achieve its goals (i.e., no 

one can take advantage of the others) and that each one has something unique to contribute 

to the joint effort because of the information they have, the role they play, and their 

responsibility for the task (i.e., they cannot be distracted and lose time). 

The two steps needed to implement positive interdependence in learning groups 

are: formulating goals that aim to establish positive interdependence, and supplementing 

and reinforcing positive interdependence with respect to goals by incorporating additional 

forms of interdependence (with respect to materials, awards or celebrations; roles, 

identities, and so on) (Johnson & Johnson, 1999). 

All cooperative classes include positive interdependence with respect to the goals 

to be achieved. In essence, the teacher tells the students that they have three duties, they 

must learn the assigned material, they must make sure that all other members of their 

group learn the assigned material, and they must make sure that all members of the class 

learn the assigned material. Positive interdependence on goals has the effect of uniting 

group members around a common goal; it gives them a concrete reason to act. In order to 

implement positive interdependence on goals, the teacher may inform students that they 

have to achieve different objectives, such as the following examples: (a) all group 
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members will score according to the preestablished criteria when evaluated individually; 

(b) all members of the group must improve their exhibition in teamwork, surpassing their 

past levels achieved while working individually. It must be assured that each individual 

within the group gets a higher score than they did the previous week; (c) the general score 

for the group must surpass individual grades as a norm. One strategy is to allow for the 

team to decide the ponderations they are going to give to individual and teamwork 

assignations within the classroom; (d) Each group must direct a logical investigation and 

present a report endorsed by every part, demonstrating their concurrence with the report 

and their capacity to clarify what was done, why and how it was done (Hoyuelos, 2005). 

When students first start working cooperatively, the interdependence on objectives 

is often not enough to ensure cooperation between them. Often, the teacher must 

complement it with other types of positive interdependence. The more forms of positive 

interdependence that are implemented in a classroom; the better the results. To implement 

resource interdependence, the teacher can give each member of a group some information, 

materials, or other elements needed to perform a task, so that members will have to 

combine their resources to achieve their objectives. 

Students' efforts to learn and promote peer learning should be observed, 

recognized, and celebrated. To implement the interdependence of awards and celebrations, 

the teacher may have group members celebrate together the good result obtained, or give 

each member a tangible award for having worked as a team to complete the task. The 

practice of celebrating group effort and success enhances the quality of cooperation by 

instilling in students the ideas that (a) together they have accomplished something greater 

than any one member could have done alone, (b) each member's effort has contributed to 

the common good, (c) each member's effort is valued, and (d) each member is respected as 
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an individual. Recognition of each other's efforts and mutual respect promote students' 

strong commitment to the group's performance (Hoyuelos, 2005). 

There are two types of tangible awards that teachers can use to implement positive 

interdependence: school awards, for example, additional points (If all group members 

score more than 90 percent on the test, each will receive five additional points) and non- 

school awards, such as free time, recess, stickers, or treats (If all group members score 

more than 90 percent on the test, each will have fifteen extra minutes of recess). The 

interdependence of roles is implemented by assigning group members. Roles specify the 

responsibility of each person for the activities that the group must carry out in order to 

perform a joint task. 

Interdependence on identity is established when each group chooses a name or a 

symbol for the group, such as a flag, a poster, a motto or a song. The shared identity has 

the effect of uniting the members of the group. Environmental interdependence involves 

linking members in some way through the physical environment. This is usually achieved 

by assigning groups a specific place to meet. While it is true that there must be cohesion 

among group members, it will also be necessary that among the different groups that make 

up the classroom there is also a dependency. The interdependence between the groups 

extends to the whole class the positive results of the cooperative learning, by setting 

objectives for the whole class, in addition to the individual and group objectives. One way 

to implement this interdependence is to award additional points to each member of the 

class if they all meet certain criteria of excellence. When a group completes the assigned 

task, its members should look for other groups that have also completed the task, to 

compare and explain their answers and strategies, or other groups that have not completed 

the task, to help them do so (Johnson & Johnson, 2005). 
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In cooperative learning groups, members make responsible of the overall outcome. 

Each member takes personal responsibility for contributing to the achievement of the 

group's goals and helping other members to do so as well. The greater the positive 

interdependence within a cooperative learning group, the more responsible the learners 

will feel. Shared responsibility adds the concept of "must do" to members' motivation: you 

have to do things and do your part. It also makes each integrant of the group personally 

responsible to the other members of the group. Students realize that if they don't do their 

part, they hurt their fellow group members, in addition to hurting themselves. 

Individual accountability is the key to ensuring that all group members are 

empowered by cooperative learning. The purpose of collaborative groups, after all, is to 

make each student a stronger individual. During collaborative learning, students learn 

knowledge, skills, strategies, or procedures within a group, and then apply them on their 

own to demonstrate their personal mastery of the material learned. Students learn together 

how to perform even better individually. 

Individual accountability is evident when the teacher evaluates the performance of 

each group member and communicates the results to himself or herself and the group for 

comparison with the pre-established performance standard. This allows group integrants to 

recognize and celebrate each other's commitment to learning and contributions to learning, 

as well as to make amends, help or encourage those in need, or redistribute responsibilities 

to avoid overlap in members' work. Individual accountability helps ensure that group 

members contribute fairly to the success of the group. 

 

3.5 The use of technology, mobile phones and online activities in collaborative 

learning 

In this time, the need to present new alternatives or innovative ideas and new 

experiences in the teaching and learning process and the use of information and 
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communication technologies is becoming more and more demanding. The most important 

skill of the digital age that students must acquire is that of learning to learn. For this 

reason, learning has gone from being an individual construction of knowledge to becoming 

a social process (Martí, Heydrich, Rojas & Hernández, 2010). The educational revolution 

in the classroom could provide with the use of new technologies. The trade activities 

disguise numerous potential outcomes of admittance to data and social relations, creating 

adaptable networks that permit to make choices out of data and socialization, different and 

altered (Balardini, 2008). It is about getting everyone to learn in the way that best suits 

their needs, to have the possibility to create and learn what really interests them in a 

playful and participatory way. 

Currently there are numerous technological tools that facilitate collaborative work 

among students. According to García-Valcárcel, Basilotta & López (2014), teachers 

attribute to Information and Communication Technology (ICT) a high potential to enrich 

the collaborative work activities among students and achieve the development of 

transverse skills of great relevance, because they are conscious of the difficulties of 

students and teachers face in educational practice. ICT can be classified into six major 

groups, within which we show several examples of those tools that have better features and 

are more intuitive and effective. First of all, we have the web tools for the organization of 

projects: The start of a collaborative project begins with a group meeting. In order to 

arrange it, the Doodle tool is very useful. It allows us to quickly prepare a questionnaire 

about the group's availability and also gives us the option of synchronizing it with Google 

Calendar, which is an agenda tool that includes the possibility of sharing our activities with 

other users, who will be able to make comments on the shared events. It can be 

synchronized with the Gmail account and allows the sending of warning messages to the 

members of the project. Once the work session is planned, Skype facilitates the connection 
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with those participants who cannot be physically present at the meeting. From anywhere in 

the world this software communicates by voice, video and text. 

Then, we have the famous cloud and its collaborative tools for work, once the basic 

organization is outlined, we need tools that allow us to develop the project. It is possible to 

make use of the word processor, spreadsheet, presentation program, drawing creation and 

form editor with Google Drive and, if in our project digital photography has an important 

weight, the old Picasa that has now been replaced by Google Photos gives us the option to 

store, edit and share photos in different levels of privacy. We can opt for Office 365 which 

is a collaborative environment that belongs to Microsoft and offers us through university 

licenses to store up to 1 TB for free along with the online versions of Office. 

We also find the collaborative tools for knowledge management, being one of the 

most appropriate options to shape the work developed are the so-called wikis, web spaces 

where several authors can edit information. In this line, Wikia is a virtual space in which 

we can create or consult projects that have already been carried out, with more than 45 

million pages created. If we want to organize our project in chronological order Dipity is 

an interactive timeline editor in which texts, images and videos are integrated. There are 

also the collaborative communication tools: The internal and external communication of 

the group needs consensus and review by all members, in this aspect helps us Titanpad, a 

notebook that allows several people to work simultaneously on the same text, recording 

through color changes the changes and contributions of each of them. If we want to 

transmit in a more visual way, we will choose Padlet for the creation of virtual murals in 

which you can add multimedia elements and attach files. Once the edition of our 

documents is finished, it is possible that we will find difficulties with the sending due to its 

size. In that case we will use Wetransfer which allows free delivery of up to 2 Gb. 

One of the phases that generates more conflict in a collaborative project is that of 

decision making. To facilitate the adoption of agreements we have available the Appgree 
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application that is designed to channel discussions and proposals. It establishes three types 

of channels that are public, hidden and private. It is especially useful if we are going to 

work with large groups as each channel supports thousands of users (Balardini, 2008) 

One of the most widely used resources is the generation and editing of multimedia, 

among the most popular is YouTube, which since its creation in 2005 has gradually 

expanded its features to give the possibility of recording, editing by inserting text or 

subtitles and finally publish in private or public mode. By creating a channel, users can 

upload their projects. Scratch is a programming language and a tool for creating video 

games associated with a community that shares and edits the creations published. 

In general terms, we can talk about an increase in student learning when 

performing collaborative educational practices around a video game, that is, when 

performing educational activities in which the main educational resource is a video game 

and students have to collaborate either inside or outside the video game to perform 

learning activities (Martín, 2015). The Moodle platform itself includes tools to work in a 

collaborative way such as the Forum, Wiki, and Workshop. 

In collaborative pedagogy the student becomes the center as the user is in Web 2.0. 

If the user is king in the Web, in Education 2.0 the student must be king. Teachers are 

responsible to organize the activities and supervise the project of students in their 

autonomous way; they also students facilitate the necessary information. It is a 

constructivist model in which students build their own learning (López & Gonzalez, 2014). 

Successive researches prove the need to incorporate innovative methodologies in 

the classrooms of the different educational stages. In addition, it is evident in the society in 

which we live, the need to incorporate the use of Information and Communication 

Technologies in Education. Both fields of study, innovative methodologies and the use of 

ICT, have much in common and can be worked as a complementary binomial. 
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For example, García-Valcárcel, Basilotta & López (2014) mentioned among their 

findings that the main points of interest of collective learning have been identified with the 

improvement of cross-over abilities that encourage the advancement of social aptitudes, 

critical thinking, independence, obligation, limit with regards to reflection and activity, and 

so on. Every one of them considered of extraordinary significance by instructors. 

Concerning the ICTs, they are esteemed for encouraging crafted by understudies, giving 

them more independence, spurring them, catching their consideration and adjusting to their 

level, which particularly favors understudies with challenges, despite the fact that it 

permits everybody to improve their learning. 

This is also affirmed by other research, such as Alfageme, 2003; Cabero & 

Márquez, 1997; García-Valcárcel & Tejedor, 2010; Lee & Tsai, 2013, among others, 

which point out that collaborative learning is a method which help to improve the retention 

of acquired knowledge, achieving that student faces knowledge (problem solving, 

expression of ideas and thoughts, and increasing vocabulary). These authors also 

highlighted the power of ICT for students, the development of responsibility towards 

others and towards their learning, and the possibilities of integration of students with 

difficulties. 

On the other hand, Sheridan (1989) mention that this type of learning prepares 

students for investigation, because they feel motivated. Multiple investigations show the 

benefits of Collaborative Learning in the teaching of any subject at any educational stage. 

More and more studies show that these benefits increase and improve when the use of ICT 

for the development of collaborative work is incorporated. The increase of digital 

collaborative tools makes available to teachers and students a wide range of resources to 

use collaborative work in classrooms and outside them, obtaining a significant and shared 

learning 
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Didactic application 

 

Lesson plan 

 

I. Informative data 

1. Grade and level : Intermediate 1,2 

2. Area   :  English 

3. Teacher   : Patricia Carol Fernández Romo 

4. Time                              :     20 minutes 

 

II. Capabilities 

2.1. Theme   :  I am not Mexican; I am Peruvian                                     

2.2. Transversal themes : cooperation, collaboration, investigation, teamwork.                                                                                                                       

2.3. Competency              :           communicates orally in English as a foreign 

language, reads different types of texts in English and writes various types of texts in 

English as a foreign language 

 

III. Objectives 

Practice teamwork skills while learning the meaning of new concepts in English. 

Communicate (in English) with teammates and the teacher (practice of listening 

comprehension and oral communication) 

Look for meaning of words (practice of reading, grammar and vocabulary). 

Write conclusions (practice of writing) 
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IV. Didactic sequence 

SITUATION 

METHODOLOGICAL 

SEQUENCE 
TIME MATERIALS 

START 

 At the beginning of the 
class, the teacher greets 
to students 

 Teacher writes the date on the 

board 

 Teacher asks students 
             How do you do? 

 Teacher gives to students a 

little card where is the name 

of each country from differ-

ent continents, 

 Teacher asks to students 

stand up, listen the music and 

walk around the classroom, 

when the music stops, stu-

dents have to meet according 

the countries of continent. 

 Teacher asks some questions 

 How do you feel 
  representing a determined 

country?  What comes do your 

mind, football, music, food etc? 
 

10 

min 

Marks                      

Radio 

Little cards 

 

MIDDLE 

 The teacher shows a picture of fa-

mous (singer, foot player, writers 

etc.), typical foods, cities 

 The teacher asks some questions 

 Where is he/she from? 
 What country prepare this typical 

food? 

 What country belongs this city? 

 The teacher tells students 
that each country is interest-
ing because it has; its own 
history, language, coin, cul-
ture and costume. 

 What country would you 

like to know? and why? 

 Teacher gives a piece of paper 
and the students have to write 
all what know about country 
they represent. 

 

10 

min 

Flash cards 

Common material, such 

as: pencils, pens, 

notebooks, pieces of 

paper, etc. 

 



77 

END 

 Each group choose the country 
that they are going to describe. 

 Students have to work in-
group for searching infor-
mation related to country 
chose. (history, food, culture, 
costume, etc.) 

 Teacher checks their partici-
pations, interaction   

using a rubric. 

 Metacognition: 

Ss. Answer the questions: 

 
 How did you feel? 

 Did you like it? 

5 min 
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Synthesis 

 

 This monograph was made with the aim to analyse the factors that may influence 

collaborative language learning, as well as to review relevant literature on the best 

practices, guidelines and activities suggested to make an efficient use of this approach 

as a language learning tool. 

 The collaborative approach involves the construction of an active process in which 

students can work in groups, executing tasks that require the use of first order thinking 

and reasoning, as well as the primary ability to solve problems. They follow 

instructions and it is expected from them to maximize their own individual and group 

knowledge during the process. 

 In collaborative learning tasks allow each of the team members to participate actively, 

since such participation is necessary and mandatory in order to complete the assigned 

activity. In language classes this accounts for improving fluency in communication 

because of the imposition of the need for oral communication among teammates that 

are prompted to participate orally and initiate discussions among their peers. 

 The collaborative approach allows for the students to focus on their tasks while 

generating a sense of shared responsibility. This encourages collaboration and 

negotiation skills to be strengthened to achieve mutual and common objectives, as well 

as a greater understanding, respect and appreciation for the diversity (granted that teams 

may be heterogeneous in nature). An affective environment is also created, since the 

students generate an emotional bond with the other members of the group, as it is a 

spontaneous climate where anxiety and fear are reduced. 
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Critical appraisal and suggestions 

 

 The use of the collaborative language learning approach as part of teaching strategies 

within the classroom is beneficial to increase motivation and participation from students 

and make more interactive the class which may render excellent results for the 

improvement of English skills among the students. 

 There are challenges to face while using collaborative learning, such as the behavior 

and beliefs of teachers and students regarding this tool as a pedagogical mean. Some 

students or teachers may oppose to participate of these type activities. In such cases, 

their opinions must be discussed, taken into account, and agreements must be reached 

to continue in a way that benefits all parts involved. 

 While using the collaborative approach, the teachers must offer their presence, guidance 

and help the students at each step. 

 Grouping must be made in a conscious manner in order to assure the best experience for 

all students and maximize benefits for each of them (with low, intermediate, or 

advanced level of English). 

 Instructions, procedures, guidelines, and group dynamics must be clearly established 

from the beginning with the guidance of the teacher to optimize the process. 
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Appendixes A: Instrument (testing collaborative work) 

 

 

a. Group                    

participation 

All students participate with en-

thusiasm and contribute ideas. 

 0 1 2 3 4  

 

b. Share                   re-

sponsibility 

Everybody share the responsibility 

of task in same way. 

 

 0 1 2 3 4  

 

c. c. Quality of interac-

tions 
Have Leadership skills ,that is to 

say that listen and respect the ideas 

of other. 

 0 1 2 3 4  

 

d. d. Roles within    

group vocabulary 

Each member of group performs 

effectively in determined role. 

 0 1 2 3 4  

 

e. e. Quality of work Develop a quality project that 

show creativity and innovation. 

 0 1 2 3 4  

 

Source: Own authorship. 
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Appendix B: Theme images 

 

 
Figure B1. Proposed space arrangement inside the language teaching classroom for collaborative 

learning experiences. Source: Jorion, Taeyaerts & Jeanes, 2016. 
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Figure B2. Considerations in space arrangement inside the language teaching classroom for 

collaborative learning experiences. Source: Own elaboration. 
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