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ABSTRACT

The classroom is the most formal setting where educational processes occur. It is

there where interaction, by means of which teaching and learning issues are

organized and achieved by teachers and students needs to take place. Teachers

and students should perform a variety of actions in order for the teaching/learning

process to be successful. Thus, students’ classroom participation is fundamental.

However, in some cases, few students participate, especially when there are a

large number of students in a classroom; this was the issue that drew my attention

because it was a problem occurring in my particular teaching practice. Therefore,

this present Action Research (AR) project describes the implementation and

results of an action plan based on a Project-Based Learning (PBL) Approach in

order to try and encourage forty-six teenage students from a public high school to

participate more during English lessons. The results highlight that these students

feel more comfortable and more prone to participating when working in teams, and

thus developing their cooperative skills while doing collaborative work.

Key Words

Classroom Participation, Language Learning, Classroom Interaction,
Collaborative Work, Project-Based Learning
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List of abbreviations

AR Action Research

DGB Dirección General de Bachillerato

EFL English as a Foreign Language
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Figure 1: Action Research (AR) model adapted from Ferrance (2009: 9)             23
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CHAPTER 1: INTRODUCTION

This introductory section includes a brief summary of the area of practice

investigated, its importance and the aim of this research. Then, the context and

participants are described. This is followed by the description of the problem,

objectives and research questions as well as the rationale for the proposal of

implementing the Project-Based Learning (PBL) approach to solve the problem

identified during this Action Research (AR) mentioning the benefits of PBL in a

Foreign Language setting, the teaching role in this approach, as well as the stages

in PBL. Finally, a map of the research report is included.

The most formal setting where educational processes occur is the classroom. It is

there where interaction by means of which teaching and learning issues are

organized and achieved by teachers and students, needs to take place. The

classroom for students and teachers therefore, is similar to a stage for actors. On

this stage both teachers and students should perform a variety of types of actions

in order to achieve classroom activities in the teaching/learning process. Thus,

students’ classroom participation is fundamental.

It is believed that students should engage and participate in classroom activities in

order to learn the foreign/second language. This assumption is explicitly formulated

in learning theories such as learning by doing (Dewey, 1997) and legitimate

peripheral participation (Lave & Wenger, 1991). The assumption that students

should be included and engaged in learning activities can also be understood in

different methodologies and approaches, for example in communicative language

teaching and task-based language teaching (e.g., Larsen-Freeman, 2000;

Richards & Rodgers, 2001). Moreover, the relationship between participation and

learning, which seem to be inter-related, has been investigated in various studies

(e.g., Firth & Wagner, 1997, 1998, 2007; Long, 1997; Mondada & Pekarek-

Doehler, 2004).
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It would appear; however, that classroom participation represents both a

theoretical concern for researchers and a practical anxiety for teachers within

foreign/second language pedagogy. Some issues related to classroom

participation have been studied, such as, the effect of the teacher’s gender on

student behaviour (Howard & Henney, 1998), the instructor’s reflections on student

responses (Dallimore et al., 2004), the teacher’s use of questioning (Gayle et al.,

2006), and factors influencing oral classroom participation (Lee, 2009). However,

all of these studies have investigated only the importance of oral participation, and

how teachers encourage this type of participation.

Classroom participation has also been studied from psychological and

sociolinguistic perspectives in order to define why students can or cannot

participate in their classes. Such studies have found that social factors such as

teachers’ and students’ age, gender and culture (Fassinger, 1995), and

organizational factors such as class size and curriculum (Howard et al., 1996) may

affect classroom participation. These studies have been criticized by different

researchers, however, because they focus on the factors mentioned above as

explanations of student participation rather than analyzing student participation

itself. To help fill this gap, and in particular, to attempt to solve a problem I

identified in my own teaching context, this action research project reports how I

endeavored to encourage students to participate more during English lessons by

means of a Project-Based Learning approach.

1.1 Context
The present action research was carried out at a public high school in the late

afternoon shift in Xalapa, Veracruz, Mexico in which I am working as an acting

English teacher. This school is located outside Xalapa. This is the third semester

out of four that students have to attend. Students use the third book of the series

based on the English DGB syllabus for the High Schools in the state of Veracruz,

which, immersed in the Communicative approach, has as its main goal to increase
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the communicative competence of students in a foreign language through

developing the communicative skills of the language. The production skills:

speaking and writing; and the comprehension skills: listening and reading. At the

end of the four semesters students are supposed to achieve an intermediate level

of English.

Something important to bear in mind is that this public high school receives

students who have dropped out of other high schools in Xalapa. I give classes here

two times a week, Tuesday from seven twenty five to nine pm, and Wednesday

from seven twenty five to eight fifteen. During these classes, there is not enough

exposure to English because I have only three fifty minutes classes in which I have

to take attendance, check homework and explain the topic of the lesson.

Furthermore, the classroom size is not big enough for the forty-six students in this

group. In addition, sometimes a light bulb does not work properly so it is difficult for

some students to copy what is written on the whiteboard because the classroom is

not well illuminated. The equipment and the furniture in the classroom are

adequate, but it would be better if there was a projector.

1.2 Participants
The students participating in this action research were forty-six teenagers; they are

from sixteen to eighteen years old. Even though the topics taught are for the

intermediate English level, one of the obvious problems is that the students in this

particular group seem to be beginners and false-beginners. In addition, these

students do not seem to take school or their studies seriously; most of them

mention that they do not like English because it is boring, difficult and too

complicated to understand. Some students mention that it is boring and difficult

based on the way previous teachers gave lessons, and because they spoke in

Spanish rather than in English. Furthermore, students are reluctant to participate,

perhaps because several are shy. However, they have showed interest in some

kinds of activities that help them to feel self-confident in order to participate more
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during an English lesson. Moreover, they do seem to consider English as a tool in

order to obtain a better job when they finish a degree.

1.3 Description of the problem
In an EFL context, teachers usually encourage their students to speak in English in

the classroom, and their participation is often evaluated according to the amount

and quality of their interaction. However, opportunities are not always available for

everyone to participate orally especially in teacher-centred activities, in which

students are only able to contribute the minimum amount of speech. Moreover,

participation in such settings is often more difficult to elicit. Given the importance of

student participation, this may result in a serious problem, especially when there is

a large number of students in a classroom. It seems that students are even less

likely to speak in this type of context without being prompted to participate during

ongoing activities.

Some studies have indicated that student talk can be considered as a crucial factor

in most language teaching methodologies even though they vary from one

approach to another. For example, Celce-Murcia (2001) reviewed nine approaches

and found that most, except for the grammar-translation and reading methods,

required students to talk. More precisely, in the communicative approach, the most

popular method for language teaching since the end of the 20 th century, students’

oral contributions have been regarded as essential. In his description of an

‘interactive approach’, Brown (2001: 63) suggests that

…since teachers have some degree of control over student talk,
they have to provide students with opportunities to talk and try the
language out.

However, although it is clear that student interaction is encouraged by most

language teaching approaches, opportunities, especially in large classrooms, are

not necessarily equally available for all students. Therefore, a possible solution

needed to be found for this problem.
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1.4 Objectives
This inquiry was focused on achieving two main objectives:

 To identify and understand a specific problem in my teaching practice;

 To design, implement and evaluate an action plan to try and encourage

students to participate more during English lessons, by means of a Project-

Based Learning approach.

1.5 Research Question(s)
In alignment with my objectives the following main research questions were:

 Why do students not participate in the classroom?

 How may a Project-Based Learning Approach encourage students to

participate in a large classroom?

1.6 Why Project-Based Learning
Project-based learning (PBL) is a model that organizes learning around projects.

According to the definitions found in PBL handbooks for teachers, projects are

complex tasks based on challenging questions or problems that involve students in

design, problem-solving, decision making, and/or investigative activities. They

provide students with the opportunity to work relatively autonomously over

extended periods; and culminate in realistic products or presentations (Jones,

Rasmussen, & Moffitt, 1997; Thomas, Mergendoller, & Michaelson, 1999). Other

defining features found in the literature include authentic content, authentic

assessment, teacher facilitation, but not direction, explicit educational goals,

(Moursund, 1999), cooperative learning, reflection, and incorporation of adult skills

(Diehl, Grobe, Lopez, & Cabral, 1999). To these features, particular models of PBL

add a number of unique features. Definitions of "project-based instruction" include

features relating to the use of an authentic ("driving") question, a community of

inquiry, and the use of cognitive (technology-based) tools (Krajcik, Blumenfeld,

Marx, & Soloway, 1994; Marx, et. al., 1994); and "Expeditionary Learning" adds
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features of comprehensive school improvement, community service, and

multidisciplinary themes.

In the relevant literature, a number of labels have been given to classroom

approaches that make use of projects. For instance, Papandreou (1994) uses the

label “project-based approach”, while Fried-Booth (2002) and Philips, Burwood,

and Dunford (1999) prefer the term “project work”. Whatever the term used,

however, project-based learning has the following characteristics:

 It involves multi-skill activities focusing on topics or themes, rather than on

specific language targets. While students focus on solving a problem or

achieving a goal, they have ample opportunities to “recycle known language

and skills in a relatively natural context” (Haines, 1989:1);

 It does not have specific language aims, but what is important is the route to

achieving the end product, since this promotes the development of student

confidence and independence (Fried-Booth, 2002);

 It is an activity that “involves a variety of individual or cooperative tasks such

as developing a research plan and questions, and implementing the plan

through empirical or document research that includes collecting, analyzing,

and reporting data orally and/or in writing” (Beckett, 2002:54);

 It is an approach “in which learners investigate a question, solve a problem,

plan an event, or develop a product” (Weinstein, 2006:161);

 It emphasises content over form, promotes individualisation of activities,

incorporates student input in goal setting and evaluation, and groupwork

(Eyring, 2001)

According to Stoller (2006), for effective project-based learning to take place,

educators need to make sure that project-based learning has a process and

product orientation. It requires student involvement in topic selection in order to

encourage active participation and a sense of ownership in the project, it extends

over a period, it is structured in such a way that the integration of skills is natural,

encourages students to work both in groups and on their own. It requires learners



12

to assume responsibility for their own learning through the process of selecting,

gathering, processing and reporting of information acquired from a number of

sources (e.g. the World Wide Web, library), it results in a tangible end product (e.g.

a theatrical performance or multimedia presentation), and concludes with an

evaluation of the process and the end product.

1.6.1 The benefits of Project-Based Learning in Foreign Language settings
Many benefits of incorporating project-based learning in foreign language settings

have been suggested. First, the process leading to the end-product of project-work

provides opportunities for students to develop their confidence and independence

(Fried-Booth, 2002). In addition, “students demonstrate increased self-esteem, and

positive attitudes toward learning” (Stoller, 2006:27). Students’ autonomy is

enhanced (Skehan, 1998), especially when they are actively engaged in project

planning. A further frequently mentioned benefit relates to students’ increased

social, cooperative skills, and group cohesiveness (Coleman, 1992).

Another reported benefit is improved language skills (Levine, 2004). Given that

students engage in purposeful communication to complete authentic activities, they

have the opportunity to use language in a relatively natural context (Haines, 1989)

and participate in meaningful activities which require authentic language use.

Authentic activities refer to activities designed to develop students’ thinking and

problem solving skills which are important in out-of-schools contexts, and to foster

learning to learn (Brown et al, 1993). While activities are:

Anything students are expected to do, beyond getting input
through reading or listening, in order to learn, practice, apply,
evaluate, or in any other way respond to curricular content.

(Brophy & Alleman,1991: 35)

Authentic activities are tasks with real world relevance and utility,

…that integrate across the curriculum, that provide appropriate
levels of complexity, and that allow students to select appropriate
levels of difficulty or involvement

(Jonassen, 1991 as quoted in Herrington et al, 2003: 24)
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Among other characteristics, authentic activities have real-world relevance, provide

the opportunity for students to examine the task from different perspectives,

enhance collaboration and reflection, and allow competing solutions and diversity

of outcome (Reeves et al, 2002). In addition, project-based learning provides

opportunities for “the natural integration of language skills” (Stoller, 2006:33).

A further benefit is that because project work progresses according to the specific

context and students’ interests (Kriwas, 1999:149), students have enhanced

motivation, engagement and enjoyment (Lee, 2002). From a motivational

perspective, projects being authentic tasks are more meaningful to students,

increase interest, motivation to participate, and can promote learning (Brophy,

2004).  Enjoyment and motivation also stem from the fact that classroom language

is not predetermined, but depends on the nature of the project (Larsen-Freeman,

2000:149).

Another set of reported benefits pertains to the development of problem-solving

and higher order critical thinking skills (Allen, 2004). These skills are very

important, since they are life-long, transferable skills to settings outside the

classroom. According to Dornyei (2001:100-101), among other potential benefits,

project work encourages motivation, fosters group cohesiveness, increases

expectancy of success in the target language, achieves “a rare synthesis of

academic and social goals”, reduces anxiety, increases the significance of effort

relative to ability, and promotes effort-based attributions.

Finally, by integrating project work into content-based classrooms, educators

create vibrant learning environments that require active student involvement,

stimulate higher level thinking skills, and give students responsibility for their own

learning (Stoller, 2002). When incorporating project work into content-based

classrooms, instructors distance themselves from teacher-dominated instruction
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and move towards creating a student community of inquiry involving authentic

communication, cooperative learning, collaboration, and problem-solving.

1.6.2 Teacher role in Project-Based Learning
Effective project-based learning requires the teacher to assume a different role

(Levy, 1997). The teacher’s role is not dominant, but he/she acts as a guide,

advisor, coordinator (Papandreou, 1994) and facilitator. In implementing the project

method, the focal point of the learning process moves from the teacher to the

learners, from working alone to working in groups. In addition, in a large classroom

such as my particular working context implementing project work the group could

be divided into teams.

1.6.3 Stages in Project-Based Learning
The following eight-step process is an adapted version of the process advocated

by Alan and Stoller (2005). The following steps constitute a practical guide for the

sequencing of project activities which teachers can use to maximize the potential

benefits of project work.

Step 1: The students and the teacher agree on a theme for the project.
This stage includes choosing the project topic; generating interest and helping

students develop a sense of commitment, responsibility and ownership towards the

project. The topic is chosen after a conversation and negotiation between the

teacher and the students.

Step 2: The students and the teacher determine the final outcome of the
project.
The students and the teacher determine a) the final outcome of the project (e.g.

board display, brochure, newspaper, theatrical performance), and b) the audience

for the project (e.g. classmates, parents, wider community).
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Step 3: The students and the teacher structure the project.
The students and the teacher agree on information that needs to be gathered,

compiled and analyzed, ways and sources of data collection, student roles, and

timing for the project.

Step 4: The teacher prepares the students for the demands of the information
gathering.

The teacher determines the language demands of the information gathering stage,

and structures instruction activities to prepare students for the data gathering tasks

and the presentation of the final outcome (step 7). If, for example, the students will

write formal letters to the local authorities to gather information, the teacher

prepares activities about the format and language of such letters.

Step 5: The students gather information.
After having practiced the language needed for gathering information, the students

collect the information (e.g. using sources such as the World Wide Web or the

school library).

Step 6: The students compile and analyze the information.
The students work in groups, identifying and organizing the useful information for

the completion of the project.

Step 7: The students present the final outcome.
The students present the final project outcome on the basis of what has been

decided in step 2.

Step 8: The students evaluate the project.
The students reflect on the language and the subject matter acquired during the

process, and make recommendations regarding future projects. The teacher

provides students with feedback concerning language and content learning.
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1.7 Map of Research Report

This Action Research consists of five chapters.

The main purpose of Chapter One is to provide a description of the area of practice

investigated and its importance. In addition, this chapter provides a brief

background of the research problem, the context and participants of the study, as

well as the objectives and research questions.

Chapter Two provides an overview describing the PBL approach from its origins,

starting from Constructivism and Experiential Learning. Then, Classroom

participation and Language Learning is explored, as well as classroom interaction.

Finally, classroom participation is briefly described.

Chapter Three presents the methodology of this study. This chapter includes a

brief description of the Action Research design. This includes how the problem was

identified and understood, the data collection techniques used, how the data was

verified and the outcome of the initial research. Finally, the action plan

implemented in an attempt to solve the identified problem is described. This

includes its rationale and its implementation.

Chapter Four is devoted to data analysis. This chapter includes how the action

plan was evaluated to ascertain to what extent this plan had been successful,

mentioning the data collection techniques and verification. At the end of this

chapter the findings and their analysis are examined and described.

Chapter Five provides a review of the whole process and presents the conclusions,

including the implications, limitations, changes next time around and suggestions

for further research as well as a second possible AR cycle.
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CHAPTER 2: LITERATURE REVIEW

This section includes a general overview about the PBL Approach from its origins,

starting from Constructivism and Experiential Learning. Then, Classroom

participation and Language Learning is explored, as well as classroom interaction.

Finally, classroom participation is briefly described.

2.1 Constructivism
Constructivist theorists argue that people construct their knowledge and therefore

their learning needs based on their interpretation of their experiences in the world

around them (Taylor et al, 2000; Ben-Ari, 2001). Our experiences inform our

interpretation and therefore we create our knowledge. That knowledge becomes

the departure point for identifying the next thing we need to know or understand in

order to enhance our ability to thrive in our immediate environment (Taylor et al,

2000). Because each individual has different experiences on which to build their

knowledge, sharing their knowledge and experiences enables them to achieve

greater insights, shared meanings and more accurate understanding of the

problem at hand (Taylor et al, 2000).

This social aspect of learning has deep behavioral roots. Mimicry has been shown

to be a powerful component of our learning. We have all experienced the discovery

process when we watch someone else demonstrate their knowledge or skill, which

we then imitate. Gallese (2008) identified certain premotor neurons which

predispose us to imitate or mimic others. These mirror neuron systems exist within

us even before birth. It is almost as if we are hard wired to watch and to imitate

others as part of our self-discovery, learning and development processes.

Accordingly, by establishing collaborative learning opportunities we create an

environment in which students can become actively engaged in building their own

discovery and learning, thereby putting into practice the major conclusions from

modern cognitive learning theory (Barkley et al, 2005). This is in accord with the

student-centered environment advocated by Biggs (2003) for aligning activities with
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the desired learning outcomes, and the emphasis on the social component of

learning as articulated by Mayes and Fowler (2006).

Chickering, and Ehrmann (1996: 3) identified principles of good practice that

enhance learning. These include developing reciprocity and cooperation among

students so that learning is collaborative and social rather than competitive and

isolated. Active learning techniques and prompt feedback enable students to

perform, to assess their existing knowledge and to receive feedback on that

performance. Brown (2000) emphasizes the need for attending to both the

cognitive and the social dimensions in order to encourage powerful learning.

Therefore, learning takes place inside a classroom where teachers and students

interact in order to perform actions such as participation.

2.2 Experiential Learning
A Project-Based Learning Approach may encourage students to participate in a

large classroom because it is based on experiential learning and it refers to the

organization of the learning process on the basis of the pedagogical principle of

“learning by doing”, which means that learners acquire knowledge after having

experienced or having done something new (Kotti, 2008:32). Experiential learning

is defined as the exploitation and processing of experience, aiming not only at

acquiring knowledge, but also at transforming the way of thinking and changing

attitudes (Mezirow, 1991). In experiential learning learners participate “in concrete

activities that enable them to ‘experience’ what they are learning about” and the

“opportunity to reflect on those activities” (Silberman, 2007:8), since “learning is the

process whereby knowledge is created through the transformation of experience”

(Kolb, 1984: 9).

Experiential learning is related to the Project-Based Learning. The PBL is “a

natural extension of what is already taking place in class” (Stoller, 2002:109), an

open learning process, the limits and processes of which are not strictly defined,

which progresses in relation to the specific teaching context and learners’ needs

and interests (Frey, 1986; Kriwas, 2007).
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The PBL originates from Pragmatism, the philosophical movement which appeared

in the middle of the 19th century and promotes action and practical application of

knowledge in everyday life (Frey, 1986). Major proponents of Pragmatism are

Dewey (1935) and Kilpatrick (1935) in the U.S.A, and Gaudig and Kerschensteiner

in Germany (1926). The implementation of the PBL was based on the following

pedagogical principles, expressed by many progressive educators (Chrysafidis,

2005):

a) Promotion of manual activity instead of memorization and verbalism,

b) Learners’ active participation in the learning process, and

c) Exploitation of facts relating to the immediate reality as a source for learning.

2.3 Classroom Participation and Language Learning
Classroom participation represents both a theoretical concern for researchers and

a practical anxiety for teachers within foreign language pedagogy. Despite the

prevailing view that student participation in language classrooms is highly

desirable, there are few explanations of why or how opportunities for student

participation should be provided. A brief discussion of various types of student

participation is given below, with special consideration given to learning theories

relating to classroom interaction. As mentioned above, while student participation

is highly desirable in the classroom, there is little agreement on what kind of

participation is organized by students themselves during the accomplishment of the

classroom lesson. Furthermore, the quality of participation is sometimes different

from one setting to another. For instance, students in large classes may engage in

different types of participation from those in pairs and small groups. Therefore, the

nature of student participation should be considered as relating to classroom

interaction using a variety of perspectives.

Before looking at how student participation is organized, it is necessary to explain

what EFL students actually need to know in order to participate appropriately in

their classrooms (Bloome et al, 2005). For instance, Johnson (1995: 160) points
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out that “students need a degree of knowledge and competence to participate in,

learn about, and acquire a foreign language”. This knowledge, as Mortensen

(2008: 11) states,

…contains functional, social and interactional norms, and it can be
analyzed in terms of how the participants are oriented to the
ongoing activity while classroom interaction proceeds.

Furthermore, in contexts such as Mexico where English is taught as a foreign

language, the classroom is the only place where students can learn the language

and interact in English with the other students around them. In this case,

understanding the opportunities for student participation in and through the

organization of classroom interaction in such contexts is also needed. Thus, the

following sections are devoted to the organization of classroom interaction.

2.4 Classroom Interaction
The literature on classroom interaction is extensive, thus this overview only

focuses on the classroom organization that relates to student participation,

particularly in EFL contexts. To begin the discussion, the term ‘classroom

interaction’ is defined. Then, the nature of classroom interaction, as well as the

major factors affecting its nature is described, and finally the relationship between

classroom interaction and student participation is explored.

2.4.1 Definition of classroom interaction
A review of the literature reveals many different definitions of classroom interaction.

For instance, Johnson (1995) describes classroom interaction as explicit behavior

and language learning in the classroom which determines the students’ learning

opportunities and use of the target language. Classroom interaction can also be

described as the process in which students are exposed to the target language and

therefore how different language samples become available for students to use in

the classroom in an interactive way. Alexander (2000) defines interaction as

…an exchange containing either a complex initiation-response-
feedback/follow-up (IRF) sequence as described by Sinclair and
Coulthard (1975) or a partial, initiation-response (IR) one. (p. 379)
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Therefore, classroom interaction can be categorized in different ways depending

on how interaction is examined. For example, responding to questions can be

contrasted with acting out a dialogue: and choral repetition with eliciting. All

examples of classroom interaction may affect language learning and therefore

need to be explored in research. Although there is no general agreement upon a

particular definition of classroom interaction because it includes a variety of forms,

it is clear that classroom interaction generally refers to interaction which takes

place between the teacher and the students and amongst students themselves.

2.4.2 Classroom Participation
It is not easy to identify what participation in the classroom is, and thus it is difficult

to measure and assess objectively (Peterson, 2001). Classroom participation is

about “involvement matters” and is usually a concern for both instructors and

students (Weaver & Qi, 2005). Students can benefit a lot from participating actively

in classroom discussion, and it seems that the more students actively participate in

the learning process, the more they learn. In addition, active classroom

participation plays an important role in improving the process of education as well

as students’ personal development (Tatar, 2005). Participation enables students to

achieve their aims by active interaction rather than merely being passive listeners.

Participation can be looked at from various different angles. For instance,

Fritschner (2000) indicates that participation is defined in different ways by

instructors and students, while instructors define participation as oral, students’

opinions are more diverse and they cite a variety of non-oral features (Dallimore et

al., 2004). This implies that classroom participation might enable students to

improve not only their speaking skills, but also non-oral and social skills.

Furthermore, students often display their willingness to participate in oral

discussion, but opportunities are not adequately available for all students due to

some issues related to classroom context, including time allotted for teaching and

teacher-fronted activities. Therefore, Project-Based Learning seems to be a good

option to give all students the same opportunities to participate in a good
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atmosphere where students are self-confident to participate by dividing the group

into small teams to meet most of students’ needs, likes, interests, doubts and

questions.

Summary
This chapter has provided an overview of classroom interaction and participation in

an EFL context as well as a theoretical background for the integration of Project-

Based learning in the teaching of English as a foreign language. An effective

approach of Project-Based learning could maximize its positive outcomes in the

following ways (Stoller, 2006; Alan & Stoller, 2005):

 Projects should be devised taking into consideration the students’ interests,

preferences and language needs;

 Students should be provided with real choices in relation to all aspects of

the project (e.g. selection of the project theme, presentation of the final

outcome, group responsibilities);

 Students should be engaged in a number of tasks which are challenging

and that give them the opportunity to practice language skills in a natural

context;

 Students need to be provided with feedback, both while completing the

project and at its conclusion.
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CHAPTER 3: METHODOLOGY

In order to accomplish the main aim of this research inquiry, Action Research (AR)

was employed. This chapter includes a brief description about the research design,

as well as how the problem was identified and understood, mentioning the data

collection techniques, verification of data and the outcome of initial research.

Finally, the action plan implemented in an attempt to solve the identified problem is

described. This includes its rationale and its implementation.

3.1 Research Design
The present research is an Action Research (AR) inquiry based on Eileen

Ferrance’s (2000) model. This model depicts a cycle made up of five phases of

inquiry: identify the problem, gather data, interpretation of data, action based on

data and reflection. The reason for choosing this model was due to its scientific

validity and practicality. In addition, an AR is a process in which participants

examine their own educational practice systematically and carefully, using the

techniques of research. According to Watts (1985: 118 cited in Ferrance 2000: 1),

it is based on the following assumptions:

• Teachers and principals work best on problems they have identified for

themselves;

• Teachers and principals become more effective when encouraged to

examine and assess their own work and then consider ways of working

differently;

• Teachers and principals help each other by working collaboratively;

• Working with colleagues helps teachers and principals in their

professional development.

In this study, one cycle will be completed. In the same way as Eileen Ferrance’s

model, the cycle is divided into five phases: identify the problem, gather data, and

interpret data, action based on data and reflection (Figure 1):
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3.2 Identifying and Understanding the problem
After giving several lessons to a group of forty-six high school students, a question

emerged. That question was: why do only a few students out of forty-six

participate? From my point of view, this question is meaningful in the confines of

my daily context because every single time I gave the English lesson only a few

students were willing to participate.

3.2.1 Data collection techniques
Observation is a way of gathering data by watching behavior, events, or noting

physical characteristics in the working context (Taylor-Powell, 1996). I observed

directly in order to identify interactions, processes, or behaviors as they occurred in

my working context (Taylor-Powell, 1996).

After that, a questionnaire was designed to understand this situation, due to the

fact that a questionnaire is a simple tool for collecting and recording information

about a particular issue of interest (Oppenheim, 1992). The questionnaire

(Appendix 1) was written in Spanish and included only five questions because

questionnaires should always have a definite purpose that is related to the

IDENTIFY
THE

PROBLEM

GATHER
DATA

INTERPRET
DATA

ACT ON
EVIDENCE

EVALUATE
RESULTS

NEXT
STEPS

Figure 1: AR model adapted from Ferrance (2000: 9)
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objectives of the research (Oppenheim, 1992). Four questions were related to the

problem of lack of participation among students. The last question was to discover

who was willing to participate thereafter in a brief semi-structured interview in order

to verify what students had answered in the questionnaire.

The questionnaire was used in order to obtain an overview of students’ perceptions

about learning English and their participation, in particular, why students do not

participate during an English lesson. According to Koshy (2005), the use of

questionnaires at the start of a project can often be very useful because it helps the

researcher to collect a range of information with relative ease, which can be

followed up as necessary. In this particular case, the use of a questionnaire

provided a simple means to collect information regarding students’ perceptions

about participation before any intervention took place (Koshy, 2005). In addition,

the analysis of the questionnaires helped shape the nature of the questions that

were asked during the semi-structured interview stage.

Researchers use interviews for a variety of purposes. Interviews can be used as a

primary data gathering method to collect information from individuals about their

own practices, beliefs, or opinions. They can be used to gather information on past

or present behaviors or experiences (Harrell & Bradly, 2009). The interview had the

purpose of gathering responses which would be richer and more informative than

the questionnaire data (Harrell & Bradly, 2009). As it is impossible to take

adequate notes during an interview, the interviews were taped and then

transcribed in order to analyze the gathered data according to grounded theory.

The interview used to collect data was a semi-structured qualitative interview.

Interviews are divided into three categories: unstructured, semi-structured, and

structured (Harrell & Bradly, 2009). For this initial research, a semi-structured

interview was designed because according to Denzin and Lincoln (1998) semi-

structured interviews enrich the information more than the other types given their

qualitative nature. That is, in this case, to discover students’ perceptions regarding
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why they do not participate and how they could be encouraged to do so. For this

reason a semi-structured interview guide was designed (Appendix 2). In semi-

structured interviewing a guide is used with questions and topics that must be

covered (Harrell & Bradly, 2009). The semi-structured interview was chosen

because it can be used to collect facts and it seeks to elicit information about

attitudes and opinions, perspectives and meanings. In addition, this kind of

interview collects detailed information in a style that is somewhat conversational

(Harrell & Bradly, 2009).

From the questionnaire data, I discovered that thirty-one out of forty-six students

do not participate during the English lesson mainly because they are afraid of

making mistakes and because they do not know what to say about the topic. Only

fourteen out of these thirty-one students were willing to participate in an interview.

However, in the end, I only interviewed eight students because they were willing to

participate in the interview plus they also mentioned that they do not participate

during the English lessons. These interviews were carried out in Spanish because

students were more comfortable speaking in Spanish than in English. I recorded all

the interviews. In order to do this, I used a smartphone and a guide I had designed

for this purpose (Appendix 2). The interviews took place at the public high school in

the late afternoon shift, after the English lesson. The purpose of these interviews

was to collect information about perspectives, habits, difficulties and students’

suggestions regarding what could encourage them to participate more.

3.2.2 Verification of data
By implementing two well tried research methods used in traditional research the

data that emerged was triangulated.  Triangulation allows diverse points of view or

standpoints to cast light upon a topic (Olsen, 2004). Triangulation is a process of

relating multiple sources of data, and in this case, multiple informants, in order to

establish their trustworthiness or verification of the consistency of the facts while

trying to account for their inherent biases (Bogdan & Biklen, 2007; Glesne, 2006). It

is important to note that “triangulation” does not necessarily mean that the
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researcher is using three (as in “tri-”) sources of data. It simply means that there is

more than one source of data—perhaps, a more appropriate term would be

“polyangulation” (since the prefix “poly-” is defined as “more than one or many”)

(Glesne, 2006: 15). Ultimately, this enables the researcher to acquire a better

handle on what is happening in reality and to have greater confidence in the

research findings (Glesne, 2006). Rigor can be enhanced during the action

research process when multiple sources of data and other information are included

(Mills, 2011; Stringer, 2007). This permits the action researcher to cross-check the

accuracy of data (Mills, 2011) and to clarify meanings or misconceptions held by

participants (Stringer, 2007). Accuracy of data and credibility of the study findings

go hand-in-hand. In this inquiry, the information collected by using questionnaires

and carrying out interviews was compared and contrasted.

3.2.3 Outcome of Initial Research
Based on the data from the research methods used, twenty-eight out of forty-six

students mentioned that they like English. However, I have found an inconsistency

because only fifteen out of forty-six students said that they participate during their

English lessons. The most common reasons why students participate are the

following (see Appendix 3):

1. They want to learn more English;

2. They want to know how to pronounce English;

3. They want to practice;

4. They know English;

5. They obtain extra points for their grade;

6. They like to participate;

7. They understand the topic;

8. They like the way teacher explains.

On the other hand, there are a number of reasons why students do not participate.

These include the following (see Appendix 4):
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1. They are afraid of making mistakes;

2. They are shy;

3. They do not understand the topic;

4. The rest of the group might laugh at him or her;

5. They cannot pronounce English;

6. They do not like to participate;

7. They do not know enough English.

Another important outcome of the initial research that I discovered was that twenty-

eight out of forty-six students like learning English because, to a certain extent,

most of the students know the importance of learning English, but they also

mentioned that English is difficult for them due to the pronunciation, vocabulary,

understanding of some words and comprehension. Students told me that they

would be encouraged to participate more during English lessons if:

1. The rest of the students did not laugh at him/her when he/she made a

mistake;

2. The lessons were more dynamic with team work:

3. They obtained more extra points; and

4. The atmosphere promoted the formation of self-confidence

In answer to these students’ voices I decided to use a Project-Based Learning

approach. This approach permits teachers to encourage students’ participation in

an atmosphere that promotes self-confidence by working on teams around a

project. After a certain period of preparation, students present their results to the

rest of the group by using images, posters, videos or any kind of material they find

useful for their presentation.

3.3 Action Plan
The action plan was designed in order to attempt to solve the problem that I had

identified in my current teaching practice, which is the lack of participation. The

purpose of the action plan was to encourage students’ participation by means of

the PBL approach (see Appendix 5).
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3.3.1 Rationale
The main reasons why the action plan was based on the PBL approach were the

following:

1. It suited students’ needs, likes and interests in order to participate more;

2. It was based on students’ answers to the questionnaire and interviews that

were carried out during the stage of identifying and understanding the

nature of the problem;

3. As there are numerous students in the classroom through working with the

PBL approach, the group could be divided into teams in order to have

access to solve and answer most of students doubts and questions;

4. Implementing the PBL approach in an EFL context provides opportunities

for students to develop their self-confidence and independence (Fried-

Booth, 2002);

5. Through the PBL approach “students demonstrate increased self-esteem,

and positive attitudes toward learning” (Stoller, 2006: 27);

6. Students’ autonomy is enhanced (Skehan, 1998), especially when they are

actively engaged in project planning (e.g. choice of topic);

7. “Students’ increased social, cooperative skills, and group cohesiveness”

(Coleman, 1992);

8. Language skills are improved (Levine, 2004), because students engage in

purposeful communication to complete authentic activities, they have the

opportunity to use language in a relatively natural context (Haines, 1989)

and participate in meaningful activities which require authentic language

use;

9. The PBL approach provides opportunities for “the natural integration of

language skills” (Stoller, 2006: 33);

10.The PBL approach progresses according to the specific context and

students’ interests (Kriwas, 1999);

11.Students have enhanced motivation, engagement and enjoyment (Lee,

2002);
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12.The PBL approach implements authentic tasks which are more meaningful

to students. It increases interest and motivation to participate as well as

promoting learning (Brophy, 2004);

13.The PBL approach develops problem-solving and higher order critical

thinking skills (Allen, 2004). These skills are very important, since they are

life-long, transferable skills to settings outside the classroom;

14.According to Dornyei (2001: 100-101), “The PBL approach encourages

motivation, fosters group cohesiveness, increases expectancy of success in

target language, achieves a rare synthesis of academic and social goals,

reduces anxiety, increases the significance of effort relative to ability, and

promotes effort-based attributions”.

3.3.2 Implementation
The implementation of the action plan consisted of four stages: pre-task,

preparation, presentation and language focus. Each stage had its specific number

of sessions, for instance, pre-task was only one session, preparation was two

sessions, presentation was three sessions and language focus was in all the

stages because the teacher worked on specific language points which came up in

the previous stages such as simple past, used to, simple present and vocabulary.

The pre-task stage encompassed the introduction of the main topic for PBL:

comparing present and past activities, habits and routines related to nine topics:

1. Means of communication and transportation;

2. City;

3. Ways of dressing;

4. Types of music and dancing;

5. Health;

6. School;

7. Natural Environment;

8. Holidays and

9. Television Programmes
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These nine topics were selected according to the content of the student’s book

block number two. To begin the lesson, the teacher gave examples of present and

past activities such as “some time ago, people used to travel by train, now, people

travel by plane”. In addition, the teacher asked students if they could provide other

examples. After that, the group was divided into nine teams of five students each;

one team was of six students because there are forty-six. In each team, there was

a student who participated more during the lessons, and who was in charge of his

or her team. During some previous lessons, I had observed which students had

participated more and I selected them because of their English level and

participation. In order to assign the topics to each team, the topics were raffled.

Students were asked to look for enough information related to their topic in order to

work in class the following session and present their topic for approximately five

minutes. Each team chose, as far as possible, what they would do and what

information they would look for, doubts were clarified and questions were

answered by the teacher.

During the preparation stage, first session students worked on teams preparing

their presentation about changes through time according to their respective topic.

First, students wrote a list about the differences related to their topic (past and

present). Then, students were asked to write a glossary for their topic in order to

help their classmates to understand the presentations. Students were helped by

the teacher to prepare a short presentation, maximum five minutes, and every

single team was checked, doubts were clarified and questions were answered. In

the second session, students brought images, drawings and pictures that might

help them to present their topic, and students had the opportunity to practice their

presentation in each team in order for students to acquire the self-confidence they

needed before they presented in front of the group.

The presentation stage lasted three sessions because only three teams presented

per each session in order to avoid student boredom. Unfortunately, each

presentation only lasted about one or two minutes. After every single presentation

common mistakes and errors were explained tactfully, plus students’ particular
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learning needs were met. In addition, during all the previous stages, the language

focus was implemented when it was necessary. Specific language points were

explained by the teacher such as simple past, used to, simple present and

vocabulary. Students also reflected on the language needed to complete the task

and how well they did.
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CHAPTER 4: FINDINGS

This section includes how the action plan was evaluated to ascertain to what extent

this plan has been successful. This includes the data collection techniques and

verification. Finally, this led to the findings and their analysis.

4.1 Evaluation of Action
In order to evaluate the action plan, a formative and a summative evaluation were

used because the action plan was based on a PBL approach which consisted of

working on a project and presenting the results. That is the reason why a formative

evaluation was used in order to assess the quality and impact of a fully

implemented project (Blank, 1993). Formative evaluation began during the action

plan development and continued throughout the life of the action plan. It was

carried out at several points in the development of the action plan and its activities,

for instance, from the beginning of the pre-task, students were observed in order to

see their reactions about working on teams and how they collaborated with their

classmates in order to achieve a specific goal. Then, a summative evaluation was

implemented because at the end of the pre-task and preparation stage students

presented what they found, what they did and their results. The summative

evaluation occurred at the end of the period of implementation and provided a

picture of the action project as a whole so that people have a basis upon which to

make decisions about what had happened and what to do next (Blank, 1993).

Moreover, three data collection techniques were used: observation, a

questionnaire (see Appendix 6) and a semi-structured interview (Appendix 7). The

reasons for choosing these data collection techniques were mentioned in Chapter

3. Firstly, I observed students’ reactions in order to identify whether or not they

were more willing to participate because they were working on teams as they

mentioned in a previous questionnaire and a semi-structured interview. The

questionnaire used to evaluate the action plan included seven questions and it was

written in Spanish. Six questions were related to discovering students’ perceptions
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about their presentations, if they liked them or not, if they participated and to what

extent, they had learnt about working on teams and on a project, plus whether or

not they would like to continue working in this way. The last question was to

discover who was willing to participate in a brief semi-structured interview in order

to verify what students had answered in the questionnaire.

The interview was for the purpose of gathering responses which would be richer

and more informative than the questionnaire data (Harrell & Bradly, 2009). As it is

impossible to take adequate notes during an interview, the interviews were taped

and then transcribed in order to analyze the gathered data according to grounded

theory. The interview used to evaluate the action plan was a semi-structured

qualitative interview. Denzin and Lincoln (1998:36) state that an “interview is a

conversation, the art of asking questions and listening.” These interviews were

carried out in Spanish because students were more comfortable speaking in

Spanish than in English. I recorded all the interviews by the use of a smart phone

and a guide I had designed for this purpose. The interviews took place at the public

high school in the late afternoon shift, after the English lesson. The purpose of

these interviews was to collect information about students’ perspectives regarding

their presentations, how well they did, the difficulties they had faced during the

preparation and presentation of their project and what their perceptions were after

working on a project. By using two well tried research methods used in traditional

research the data that emerged was triangulated.

4.2 Findings and Analysis
From my own informal observation when asking students to perform different kinds

of activities, I have noticed that students prefer team or group activities than

working individually. From the questionnaire data, I discovered that only five out of

forty-six students did not like to work in teams and present their project. They

claimed this was because they do not understand English and/or because they

were in charge of the team and the rest of the team did not pay attention to them.
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This time, eighteen out of forty-six students were willing to participate in an

interview. However, in the end, I only interviewed four students because they had

provided more complete answers in the questionnaire. Based on the data from the

research methods used, students mentioned that they participated actively during

the preparation and presentation of their project. I noticed that also because

students who normally never asked questions were willing, during these sessions,

to clarify their doubts, and ask questions, and inquire how words were pronounced.

According to students’ perceptions twenty-two out of forty six students participated

a lot, twenty out of forty-six participated more or less and only two students out of

forty-six mentioned that they participated a little because they had not attended the

lesson when their team presented their topic. Most of students liked to work in

teams on a project. The most common reasons why they liked it are the following

(see Appendix 8):

1. Because working in this way they know how to speak in English and how

words are pronounced;

2. Because they like to work in teams, sharing ideas and helping each other;

3. Because they are obtaining self-confidence in order to speak in front of the

group due to the fact that they work in a respectful atmosphere

In addition, students affirmed that they would like to continue working with the PBL

approach. Only five students out of forty-six mentioned that they would not like to

continue working in that way. The reasons are the following: they do not like it, they

did not understand what to do, they are shy, and they think English is difficult.

In contrast, the most common reasons why students want to continue working with

the PBL approach are the following:

1. It is fun, dynamic, interesting, understandable and practical;

2. They learn in an easier way;

3. They improve pronunciation and learn how to speak in English;
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4. It is a good technique and they like to work in that way;

5. They obtain self-confidence.

Another important finding that I have discovered is that most of the students

thought that they had participated actively during the preparation and presentation

of their project. They mentioned this because:

1. They understood, prepared and presented what they had to do;

2. They obtained self-confidence;

3. They supported their teams with ideas and material.

In addition, most of the students considered that their work and their presentations

were well-done, they participated more and they organized themselves. However,

students also pointed out that they needed to improve their pronunciation. What I

could also notice was that most of the students read what they had to say, but

considering this was the first time they had presented a topic in English, this was

acceptable behavior.

Students also mentioned that the main difficulties they had to face were the correct

pronunciation of the words, lack of vocabulary and their nervousness speaking in

front of the group. However, they felt satisfied, happy and willing to participate

more next time. Students also mentioned that what they had learnt from the

presentation was the following:

1. Speaking and pronunciation;

2. Vocabulary;

3. Grammar;

4. Team work and collaborative work;

5. Participation; and

6. Contents of the topic.



37

In conclusion, the findings indicated a positive attitude from students to participate

more during English lessons in a large classroom owing to the implementation of a

PBL approach. Students appear to have felt more comfortable to participate when

working on teams on a project and presenting their results to the group. In this

way, to some extent, they seem to have developed their cooperative skills.
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CHAPTER 5: DISCUSSION AND REFLECTIONS

This final section includes a brief summary of this Action Research inquiry. First,

there is a concise review of how this particular problem (the lack of participation in

a large classroom) was identified and explored. This is followed by how an action

plan was designed, implemented, and evaluated to ascertain to what extent this

plan had been successful. This led to further reflections as to the implications of

the findings, an examination of the limitations of this research process, as well as

ideas for a second action research cycle including changes next time around.

5.1 Review
The main objective of this Action Research was to encourage students to

participate more during English lessons, by means of a Project-Based Learning

approach. After giving several lessons to a group of forty-six high school students,

a question emerged. That question was: why do only a few students out of forty-six

participate? From my point of view, this question is meaningful in the confines of

my daily context because every single time I gave the English lesson only a few

students were willing to participate. In order to understand the nature of the

problem, informal observation, a questionnaire and semi-structured interviews

were carried out. According to students’ answers that included their needs and

perspectives an action plan was designed in order to solve the lack of participation

in this particular large classroom.

The implementation of this action plan was based on Project-Based Learning.

Students were asked to work on a project and they presented their results to the

group. To a certain extent, the problem of students’ lack of participation was

solved. During the evaluation of the action plan and after triangulating the data

collected. It was detected that most of the students’ answers were in favor of the

PBL Approach. They liked working in teams, sharing ideas and helping each other.

This resulted in an improvement in students speaking ability, especially in their
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pronunciation. In addition, students obtained self-confidence in order to speak in

front of the group.

5.2 Implications
The findings seem to confirm that teachers are able to encourage students’

participation by means of a PBL Approach, although in different degrees in each

participant. Some students felt satisfied, but others felt frustrated after presenting

their project. However, if the teacher knows how to deal with the constraints and

provide proper feedback, students may feel more satisfied. Students do not need

to achieve a high level of proficiency in English in order to participate in an

interactive project. Furthermore, the presentations seem to provide students with

positive attitudes towards their learning process and participation because they

were willing to participate and collaborate with each other to accomplish the task.

Finally, from my point of view, apart from managing to encourage my students to

participate more, I discovered that it is possible to work with a PBL approach

without wasting time and without disregarding the objectives and contents of the

book I have to work with.

5.3 Limitations
Some of the main constraints that I had to face during this Action Research (AR)

and the implementation of the Action Plan were the following:

1. The English level of the students, because they did not understand, they did

not know how to pronounce some words and they did not speak enough;

2. Some students were not well-organized perhaps because they were not

close friends.

In addition to this, most of the students read their sentences when they presented

their results of the projects because as it was mentioned in chapter one the

participants seem to be beginners and false beginners. However, they did their

best and lost their fear of speaking in front of the group. Some other problems that
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participants experienced when they prepared and presented their projects were

related to vocabulary, pronunciation, accuracy and spelling.

5.4 Changes next time around
Every single lesson, Action Research, Action Plan or in fact everything in life could

be improved. Therefore, some improvements could be made to the Action Plan, for

instance, next time students could select the topic and their classmates which/who

they want to work with. Perhaps by allowing the students to have a voice in the

decision-making process, this would not only help them to feel more empowered in

their learning, but it might motivate them to be more responsible.

In conclusion, regarding this research process, the two objectives were met to a

certain extent. The first one was to identify and understand a specific problem in

my teaching practice which was the lack of student participation in a large

classroom. Then, the second objective was to design, implement and evaluate an

action plan to try and encourage students to participate more during English

lessons, by means of a PBL approach. Furthermore, this action plan achieved far

more than was expected. The PBL approach encouraged motivation amongst

students, fostered group cohesiveness, increased expectancy of success in the

target language, achieved social goals, developed cooperative skills and reduced

anxiety. Language skills were also improved, because students were engaged in

purposeful communication to complete authentic activities which were more

meaningful to students in order to increase interest, motivate, participate and

promote learning. Finally, despite the fact that most of students consider

themselves to be shy, they were more willing to participate because they had

enough time to prepare and practice what they presented thus obtaining self-

confidence by working in teams and developing collaborative work.

A possible modification that might be made in my teaching practice as a result of

carrying out this research process, and after reflecting on the findings could be the

adaptation of the contents of the course books around a project. That is, as the
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teacher in charge of the group, I could base more of the topics, contents and

lesson plans in this third semester on the PBL approach in order to work with

projects where students feel comfortable to participate and accomplish the main

goal of this course. The main goals of this course are to increase the

communicative competence of students in a foreign language, through developing

the communicative skills of the language, comprehension skills: listening and

reading; and the production skills: speaking and writing.

Regarding Action Research, I have learned that it was beneficial for my current

working context and for my own teaching methodology because the action

research allows teachers to carry out an inquiry in a setting with which the teacher

is familiar (Ferrance, 2009). It helps to confer relevance and validity to a disciplined

study. After carrying out action research, it is possible to transform knowledge,

experience and data collected into something meaningful, practical and useful for

my own teaching practice. This action research has allowed me to grow and gain

confidence in my particular work because I am currently able to encourage

students’ participation by means of PBL approach. In addition, I have learned

about my students in order to determine ways to continually improve. Finally, as

Pine (1981) states I hope I have now become more flexible in my thinking and

more open to new ideas.

5.6 Ways forward (Possible 2nd AR cycle)
During the implementation of this action plan, students seemed to be most

concerned about their lack of vocabulary and their pronunciation during their

presentations. They wanted to know and learn more vocabulary, as well as its

correct pronunciation in order to speak more accurately and fluently when they

present a topic in front of the group. Therefore, a possible second Action Research

cycle could be carried out to help them find ways to find the vocabulary they need

outside the classroom, perhaps with the aid of technology.
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Appendix 1: Questionnaire to understand the nature of the problem
EL PROPOSITO DE ESTE CUESTIONARIO ES CONOCER MAS SOBRE LA
PARTICIPACION QUE TIENES EN TU CLASE DE INGLÉS. TODO ESTO PARA
MEJORAR COMO DOCENTE A TRAVÉS DE CONOCER TUS OPINIONES
RESPECTO A LA PARTICIPACION EN CLASE.
TODOS LOS CUESTIONARIOS SON ANONIMOS. POR FAVOR SE LO MAS
HONESTO POSIBLE YA QUE NO TENDRA REPERCUSIONES EN TU
CALIFICACIÓN.

1. ¿Qué piensas de las clases de inglés?

2. ¿Te gusta el inglés?  SI o NO

¿Por qué?

3. ¿Participas en la clase de inglés? SI o NO

¿Por qué?

4. ¿Qué te motivaría a participar más en la clase de inglés?

5. ¿Te gustaría ayudarme más adelante con una breve entrevista?  SI o NO
Si tu respuesta es afirmativa favor de anotar tu nombre

______________________________________________________________



Appendix 2: Semi-structured Interview to understand the nature of the problem
Participation in a large classroom: Semi-structured interview guide

Research questions Potential Interview questions
 ¿Qué piensas de las

clases de inglés?
 Me gustaría que me dijeras ¿Crees que le gusten las clases de inglés a tus compañeros? SI o No

¿Por qué?
 ¿A ti te gustan las clases de inglés? SI o NO ¿Por qué?
 Con respecto a las clases de inglés que has tenido durante tu vida escolar ¿qué actividades son las

que te han gustado más? ¿Por qué?
 ¿Qué actividades son las que te han gustado menos?
 ¿Cómo crees tú que le gustaría las clases de inglés a tus compañeros?
 Y ¿a ti como te gustaría que fueran las clases de inglés?

 ¿Cuáles son tus
perspectivas de la
participación en la clase
de inglés?

 ¿Crees que tus compañeros consideren importante participar en clase de inglés? SI o NO ¿Por
qué?

 Y tú ¿consideras importante participar en la clase de inglés? SI o NO ¿por qué?
 ¿Crees que a tus compañeros el participar en las clases de inglés les ayuda en su aprendizaje? SI o

NO ¿Por qué?
 ¿Y a ti te ayuda en tu aprendizaje el participar en la clase de inglés? SI o NO ¿por qué?
 ¿Por qué crees que algunos de tus compañeros participan más que otros?

 ¿Cuáles son las
dificultades a las que te
enfrentas al momento
de participar?

 ¿Por qué crees que tus compañeros no participan?
 Tú ¿Por qué no participas en la clase de inglés?
 ¿Por qué crees que a tus compañeros les de pena participar?
 A ti ¿Por qué te da pena participar?

 ¿Qué te motivaría a
participar más en la
clase de inglés?

 ¿Qué motivaría a tus compañeros participar más en la clase de inglés?
 Y a ti ¿Qué te motivaría a participar más en la clase de inglés?
 ¿crees que algún tipo de actividades haría participar más a tus compañeros?
 Y a ti ¿Qué tipo de actividades te harían participar más?
 Cuando tus compañeros mencionan que si las clases fueran dinámicas participarían más, ¿a qué

crees que se refieran tus compañeros con clases dinámicas?
 Y para ti, ¿Qué son clases dinámicas?



Appendix 3: The most common reasons why students participate during the
English lessons

Students’ answers
1. They want to learn

more about English

2. They want to know how

to pronounce English

3. They want to rehearse

4. They know English

5. They obtain extra

points for their grade

6. They like to participate

7. They understand the
topic

8. They like the way
teacher explains
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Appendix 4: Reasons why students do not participate during the English
lessons.

Students’ answers

1. They are afraid of

making mistakes

2. They are shy
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3. They do not

understand the

topic

4. The rest of the

group laugh at him

or her

5. They cannot

pronounce English

6. They do not like to
participate

7. They do not know

enough about

English



Appendix 5: Action Plan Schedule
“To encourage students’ participation in their learning process.”

Session(s) Stage Activities Break down:
bullet points

Evaluation

1
One

session

1
Pre-
task

*Introducing the main topic for project based
learning “Comparing present and past activities,
habits, and routines related to:

1. means of communication and
transportation

2. city
3. ways of dressing
4. type of music and dancing
5. health
6. school
7. natural environment
8. holidays
9. television programmes

*Divide group into 9 teams of 5 students each,
(one team would be of 6 students because they
are 46). In each team would be a student who
participates more during a lesson that student
would be in charge of his or her team.

* Make a raffle in order to assign topics.

*Ask students to look for information related to
their topic in order to work in class next session.

* T gives examples of present
and past activities and asks
students if they know others

*Each group chooses (as far
as possible) what they are
going to do and what
information they will look for.

*T clarifies doubts and
answers students’ questions.

* Students will look for enough
information in order to present
their topic during 5 minutes.

*Observation
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2
Two sessions

2 * Work in teams, preparing their presentation
about the changes through time according to their
topics.

*Ask students to write a glossary for their topic.

* T helps students to prepare their presentation
and checks every single team.

* Students write a list about
differences related to their
topic (past and present)

* T. helps students to prepare
a short presentation of 5
minutes using images,
drawings, videos, and any
other material that may help
them to present their topic.

* According to what students
have brought to class, I will
ask them for more information
or help them to summarize
what they have found.

* Observation

3
Three

sessions

3 * Students present what they have found using
images, posters, videos, etc.

* The presentation will last 5
minutes per each team.

* Only three teams pass per
each session.

* There are 9 teams so the
presentations will last three
session; this is to say one
week.

* Observation

1
One

session

4 * Language Focus.
The teacher works on specific language points,
which came up in the previous stages. (simple
past, used to, simple present and vocabulary)

* After every single
presentation, I will explain
tactfully common mistakes
and errors, plus students’
particular learning needs.

* A brief
questionnaire
in which
students
provide their
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* Students reflect on the
language needed to complete
the task and how well they
did.

impressions
related to the
activities they
have done
during these
weeks.
(project based
learning)

* interview a
sample of
students to
prove what
they have
answered in
the
questionnaires



Appendix 6: Questionnaire to Evaluate the Action Plan
EL PROPÓSITO DE ESTE CUESTIONARIO ES CONOCER MÁS SOBRE LAS
EXPOSICIONES QUE HAS REALIZADO EN TU CLASE DE INGLÉS. TODO
ESTO PARA MEJORAR COMO DOCENTE A TRAVÉS DE CONOCER TUS
OPINIONES RESPECTO A LA PREPARACIÓN Y PRESENTACIÓN DE TUS
EXPOSICIONES EN CLASE.
TODOS LOS CUESTIONARIOS SON ANÓNIMOS. POR FAVOR SE LO MAS
HONESTO POSIBLE YA QUE NO TENDRÁ REPERCUSIONES EN TU
CALIFICACIÓN.

1. ¿Qué piensas de las exposiciones de tus compañeros que han realizado en
la clase de inglés?

2. ¿Qué piensas de la preparación y la presentación de tú exposición en
equipo durante la clase de inglés?

3. ¿Te gustó el realizar una exposición breve en inglés y en equipo? SI o NO
¿Por qué?

4. ¿Participaste en la preparación y presentación de tu exposición en equipo?
Poco Más o menos Mucho

¿Por qué?

5. ¿Te gustaría continuar trabajando con exposiciones en inglés? SI o NO
¿Por qué?

6. ¿Te dejo algún aprendizaje el realizar exposiciones en inglés?
SI ¿Cuál?

NO ¿Por qué no te dejo ningún aprendizaje?

7. ¿Te gustaría ayudarme más adelante con una breve entrevista? SI o NO
Si tu respuesta es afirmativa favor de anotar tu nombre

____________________________________________________________



Appendix 7: Semi-structured Interview Guide to Evaluate the Action Plan
Research questions Potential Interview questions

 ¿Qué piensas de la
preparación y la
presentación de tú
exposición en equipo y
de las exposiciones de
tus compañeros que
han realizado en la
clase de inglés?

 ¿Crees que a tus compañeros les haya gustado exponer en inglés y en equipo? SI o NO
¿Por qué?

 ¿Te gusto realizar una exposición breve en inglés y en equipo? SI o No ¿Por qué?
 ¿Qué fue lo que más te gusto al realizar una exposición en inglés?
 ¿Qué crees tú que no les agrado a tus compañeros de las exposiciones de inglés?
 Y a ti, ¿Qué fue lo que menos te agrado de las exposiciones en inglés? ¿Por qué?
 ¿Cómo te parecieron las exposiciones de tus compañeros? Buenas o malas ¿Por qué?

 ¿Participaste en la
preparación y
presentación de tu
exposición en equipo?

 Durante la preparación de la exposición ¿crees que tus compañeros hayan participado
activamente?

 ¿Tú participaste activamente durante la preparación de tu exposición? SI o NO ¿por qué?
 ¿Hablando de tu equipo la participación fue equitativa entre todos los miembros del

mismo? SI o NO ¿Por qué?
 ¿Cómo crees tú que todos trabajaran y participaran igual dentro de un equipo?

 ¿Cuáles son las
dificultades a las que te
enfrentas al momento
de preparar y presentar
tú exposición?

 ¿Qué dificultades enfrentaron como equipo al preparar tu exposición?
 ¿Tú individualmente tuviste algún problema en preparar y realizar lo que te correspondía

en tu exposición?
 ¿Crees que tus compañeros se hayan enfrentado alguna situación similar a la tuya o la

de tu equipo al momento de preparar y presentar su exposición?
 ¿Tuviste algún mal entendido con tus compañeros de equipo durante la preparación de la

exposición?
 ¿Hubo ambiente de respeto y tolerancia dentro de tu equipo?

 ¿Cuál es tu perspectiva
después de preparar la
exposición y exponer?

 Después de estas breves exposiciones ¿Te gustaría seguir trabajando con exposiciones
en inglés?

 ¿Qué crees que opinen tus compañeros al respecto?
 ¿Cómo te sentiste al momento de exponer? ¿Por qué?
 ¿Te dejo algún aprendizaje la preparación y la exposición en equipo? SI ¿Cuál? No ¿Por

qué?
 ¿Cómo te gustaría que fueran las siguientes exposiciones?



Appendix 8: The most common reasons why they liked to work in teams on a
project

Students’ answers
Because working in this way they

know how to speak in English and

how words are pronounced

Because they like to work in teams,

sharing ideas and helping each other
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Because they are obtaining self-

confidence in order to speak in front of

the group due to the fact that they

work in a respectful atmosphere



Appendix 9: The most common reasons why students want to continue
working with the PBL approach

Students’ answers
Because it is fun, dynamic, interesting,

understandable and practical

Because they learn more easily
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To improve pronunciation and to know

how to speak in English

Because it is a good technique and

they like to work in that way

Because they obtain self-confidence
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Appendix 10: The most common reasons why students thought that they
participate actively during the preparation and presentation of their project

Students’ answers
They understand, prepare and

present what they have to do

They obtain self-confidence

They support their teams with ideas

and material
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Appendix 11: Whst students learnt from the presentations
Students’ answers

Speaking and Pronunciation

Vocabulary
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Grammar

Team Work and Collaborative Work

Participation

Content of their topic
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Appendix 12: Some of the main constraints that I had to face during this
Action Research (AR) and the implementation of the Action Plan

Students’ answers
English level of the students because

they did not understand, they did not

know how to pronounce some words

and they did not speak enough

Some students were not well-

organized because they are not close

friends


