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Abstract

This article describes the process followed by three 
in-service teachers who are students of the Master’s 
Programme in Education with emphasis on English 
Didactics (MEED-Spanish acronym) when developing 
materials to fit the needs of their students and the analysis 
of their workshops (draft prior to piloting). These in-
service teachers followed the process of designing 
materials during a course in materials development. The 
process consisted of developing the materials for their 
pedagogical intervention, involving reflection on their 
particular learning contexts, and their knowledge of 
language, learning and language learning and teaching. 
In doing so, the in-service teachers received feedback 
from their peers and the professor in charge of the 
Materials Development seminar. The analysis of the in-
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service teacher-generated materials evidenced that the 
scaffolding process guided them in the development 
of contextualised materials. Through this, the three-in 
service teachers gained the confidence and foundations to 
address students’ interests, were able to demonstrate their 
creativity, and were supported in the process of materials 
development (MD) through feedback.

Keywords: materials development (MD), teacher 
knowledge and scaffolding

Resumen

Este artículo describe el proceso que tres docentes, 
estudiantes del Programa de Maestría en Educación con 
énfasis en Didáctica del Inglés, siguieron en el desarrollo 
de materiales ajustados a las características del programa 
de inglés de sus instituciones, al perfil de sus estudiantes 
y al análisis de sus lecciones didácticas (versión previa al 
pilotaje). Se desarrolló un proceso de diseño de materiales 
que involucró la reflexión sobre sus contextos particulares 
de enseñanza, su conocimiento de la lengua inglesa, y el 
aprendizaje y la enseñanza-aprendizaje de esta lengua. 
Para ello, los docentes recibieron realimentación de sus 
compañeros y de su profesora. El análisis de los materiales 
de enseñanza desarrollados por los docentes evidenció 
que el proceso de acompañamiento los orientó en el 
desarrollo de materiales contextualizados. Como resultdo, 
ganaron confianza y bases para identificar los intereses de 
sus estudiantes, mostrar su propia creatividad y apoyarse 
en la realimentación durante el proceso de desarrollo de 
materiales. 

Palabras clave: desarrollo de materiales, saber de los 
docentes y acompañamiento 
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Introduction

Based on what English teachers have reported, 
due to the lack of materials that genuinely respond to 
students’ needs and profiles in both state-funded and 
private teaching contexts, most of the in-service teachers 
at the Master’s Programme in Education with Emphasis 
on English Didactics (MEED-Spanish acronym) have 
experienced within their practice the need to look for 
extra materials to complement what the textbooks 
assigned offer their students. In this search, some of the 
in-service teachers have made the decision to develop 
their own materials to address students’ needs and they 
have embarked on the quest for materials development. 
This action has its challenges in terms of what materials 
development means and the requisites it implies. In the 
MEED, materials development offers in-service teachers 
the possibility to discover more innovative, creative and 
satisfactory slants on their teaching practice. In addition, 
there has been a need for in-service teachers to develop 
their own materials to meet the needs of their students 
more effectively, thus creating increased possibilities to 
better learning conditions. 

This article shows the process that the three in-
service teachers followed to design the materials for 
their instructional design (ID) following the Materials 
Development (MD) scaffolding. First, the article includes 
the theoretical considerations of Materials Development, 
Language Teacher Learning and Scaffolding perspectives. 
Second, it gives an account of the MEED. Third, it describes 
the scaffolding process in MD methodology that guided 
the in-service teachers. Fourth, it provides an analysis of 
three in-service teachers’ generated materials. Fifth, the 
article presents an analysis of the scaffolding process in 
MD and finally, it presents some important pedagogical 
implications for teacher education.
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Theoretical Considerations

Materials Development Defined

The concept of Materials Development (MD hereafter) 
has evolved as a result of teachers’ awareness of the 
massive industry built around teaching methodologies, 
and the importance of listening to students’ voices to 
respond to their learning needs and interests. Such an 
evolving process demands two key ingredients: reasoning 
and creativity, as affirmed by Low (cited in Johnson, 1989) 
and Maley (1995), who agreed on the fact that it entails 
both a rational process and an artistic muse that together 
perform a central role in attaining appealing teaching-
learning resources. This has led us to conclude that 
English teachers are the ones who should be called upon 
to develop learning materials since they have both the 
knowledge of the language itself and the mental processes 
involved in learning a language (Núñez, Pineda & Téllez, 
2004; Núñez & Téllez, 2009). 

It is important to acknowledge that the term MD, coined 
by Tomlinson (1998), has several connotations, among 
which we can mention course development (Graves, 1997), 
instructional materials design (Small, 1997), instructional 
design strategies (Arnone, 2003), and course books (Harmer, 
2007). However, we have decided to favour the first one. 
We hold this vision because in our perception it is more 
inclusive in the sense that materials embrace every learning 
activity, task, lesson, worksheet, workshop, unit, module or 
a complete book or course as long as they have language 
learning purposes that are specific, measurable, attainable, 
realistic and time-based. In Tomlinson’s (1998) words, MD 
is “anything which is done by writers or teachers to provide 
sources of language input and to exploit these sources 
in ways which maximize the likelihood of intake” (p. 2). 
Moreover, Núñez, Téllez, and Castellanos (2013) assert that 
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“materials . . . are socio-cultural resources that facilitate 
not only linguistic interaction but also cultural exchanges 
between the various human groups. They are forms of 
social mediation that allow flow of knowledge” (p. 10).

In addition to this, we deem this view of MD as 
inclusive because according to Núñez et al. (2004):

Most EFL/ESL teachers are creative professionals 
who have the potential to explore their creativity 
and embark upon the fascinating task of developing 
their own didactic materials based not only on their 
teaching experience, but also on their expertise on the 
cognitive and learning process needs of English for 
Speakers of other languages (ESOL). Indeed, this task 
should not be confined to text developers exclusively 
since there is not such a complete textbook that fulfils 
our learners and teachers’ expectations. (p. 16) 

MD also embraces a range of behaviours leading to 
fostering effective teaching and learning settings (Núñez 
& Téllez, 2009; Cárdenas, 2008; Williams & Burden, 1997). 
Taking into consideration that our duty as teachers is to 
care about our students’ learning, developing appropriate 
tailor-made materials that suit all of our learners’ profiles 
is a fundamental must. According to Unesco (2004), “... 
to respond to the diversity of learners and enhance the 
quality of education we should improve the effectiveness 
of teachers, promote learning-centred methodologies, 
develop appropriate textbooks and learning materials, and 
ensure that schools are safe and healthy for all children” 
(n.p.).

Correspondingly, great attention is being paid to 
developing materials; recognising the importance of 
teaching resources and the use of strategies to capitalise on 
students’ learning objectives, as stated by Richards (2001). 
The author highlights the role of classroom materials as 
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an essential element in giving students the opportunity 
to develop strategies for understanding. Thus, through 
materials development teachers may improve both their 
students’ learning and their teaching practice.

We are fully aware of the fact that teacher-generated 
materials, on the one hand, are more likely to provide 
learners with rich, contextualized and comprehensible 
input to facilitate their language learning targets; raise 
awareness of their own learning process and assist their 
on-going development of a balanced set of skills and 
content. Likewise, teacher-generated materials enhance 
students’ outcomes and establish the criteria to assess 
its effectiveness. On the other hand, a great deal of the 
success and liveliness of English as Foreign Language 
(EFL, hereafter) classrooms depend on the use of materials 
in creative and resourceful ways. In the next session, we 
explain building teacher knowledge and scaffolding. 

Building Teacher Knowledge and Scaffolding

Other views that support MD are building teacher 
knowledge and scaffolding seen from the socio-cultural 
perspective. To see how this view guides MD, we took 
Johnson’s (2009) explanation as the foundation for the 
constructs we present in this section. We do agree with 
her because the socio-cultural perspective allows us to see 
how important it is for our in-service teachers to ponder 
upon the way they teach, how they teach their students, 
and to which perspective they are committed, particularly 
when developing materials. 

Johnson (2009) gives a succinct account of the different 
perspectives developed over time in terms of learning, 
teacher learning, language, language teaching, and the 
teaching profession. These perspectives are positivist, 
interpretative, cognitive and socio-cultural. The positivist 
one deals with the effectiveness of how teachers do their 
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practice for students to reach their goals and find high-
quality teaching prototypes. The interpretative view 
focuses on revealing what the teachers really think and 
what they do in practice within a context. The teacher 
cognitive perspective deals with the process of how 
teachers learn to teach and the way they develop their 
practice. Finally, the socio-cultural perspective states that 
learning and teaching are the result of an active route of 
reconstruction and participation within social activities to 
respond to personal and local demands. 

The latter view agrees with critical pedagogy on the 
fact that we are cognitive beings that learn with and from 
others in our social contexts. Moreover, Johnson (2009) de-
fines this perspective as a solid link established between 
the cognitive and the social. This reconstruction implies 
challenges and modifications that do not mean replicating 
teachers’ practicum. For her, it is the combination of teach-
ers’ “self”, students, milieu, curriculum, and community 
that allows teachers’ knowledge and performance to build 
up. Besides, she considers that the professional activity ex-
erted by second language teachers turns into a day-by-day 
construction of language, second language acquisition, 
learning and second language teaching concepts. Finally, 
this construction allows teachers to be able to understand 
their conceptualisation. In this respect, Vygostky (as cited 
in Johnson, 2009) demonstrates that “scientific concepts 
grow down through spontaneous concepts and spontane-
ous concepts grow up through scientific concepts” (p. 14). 
Thus, teachers begin to establish a link between these two 
kinds of knowledge presented by Johnson (2009), the ex-
periential and the expert.  

With respect to the term Scaffolding, the theory 
presents different interpretations. However, we based our 
conceptual root of it from Vygotsky’s work on the Zone 
of Proximal Development (ZPD). According to Verenikina 
(2004), the core of Vygostky’s concept of the ZPD is to prop 
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up students to become life-long apprentices and to be self-
controlled toward their learning process. Furthermore, 
Vygostky (1978) (as cited in Verenikina, 2004) mentions 
that the ZPD is considered as the space between the 
student’s independent work and his/her contact with 
other person’s aid. In addition, he states that teaching 
is the possibility that a person possesses to build up 
knowledge, through his/her contact, within society. This 
reinforces the fact that there is a fundamental interaction 
set between the aid provided by the helper to the student’s 
learning process and the position assumed by the student 
to become an independent student. Both positions are 
relevant in building teacher knowledge. 

One reason is that the scaffolding process in MD 
consisted of designing materials within a process that 
involved reflection on what the in-service teachers 
knew about their particular learning contexts; and their 
knowledge of language, learning and language learning 
and teaching. Another reason is that the teachers built 
knowledge during the class sessions due to the interaction 
that happened in such sessions: the teachers gave each 
other constructive, well-intentioned, well-crafted and 
helpful feedback about their process using the knowledge 
they gained on MD from the textbook, the class discussions, 
and the experience and expertise of the professor. By 
constructive feedback, we mean providing the proper 
atmosphere to present a sample of the materials that 
in-service teachers develop. Well-intentioned feedback 
clarifies everybody’s perceptions concerning students’ 
learning needs, while well-crafted feedback sharpens one’s 
insights on teaching and learning procedures that may be 
adapted to increase one’s repertoire of MD knowledge. 
Finally, helpful feedback provides useful ideas from other 
colleagues about MD.

It is necessary to emphasise that when giving 
feedback in-service teachers bore in mind their peers’ 
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particular contexts; their unique students’ profiles 
including their socio-cultural and economic backgrounds; 
and their language learning needs to develop effective 
and contextualised materials. In this sense, Núñez and 
Téllez (2008) have claimed that the decision-making 
process should be responsive to students’ needs since it 
will inform EFL teachers about what is taking place in the 
classroom. This in turn, allowed our in-service teachers to 
become more aware of their roles as agents of change who 
act critically upon the curriculum. 

As a result, we understand that the scaffolding 
process in MD consists of developing materials with the 
support of collective feedback. This implies the interplay 
of what the in-service teachers know about their particular 
learning contexts, their knowledge about language and 
learning, and language learning and teaching assisted by a 
process of reflection, others’ feedback and the knowledge 
of MD that the experience and expertise of the professor 
in charge brings. 

All in all, we have discussed that MD is the reasoning 
and creative process in-service teachers become involved 
in to design language learning activities that address their 
students’ language needs within their particular settings. 
Similarly, in-service teachers’ knowledge about MD builds 
from a process of scaffolding or assisted performance 
involving the expert professor in MD combined with 
the interaction between in-service teachers and their 
knowledge about language and learning, and language 
learning and teaching. Next, we describe the MEED.  

Description of the MEED

The Master’s Programme in Education has four areas 
of emphasis named English Didactics MEED, Human 
Development and Values, Curriculum and Evaluation, 
and Literacy and Mathematics. All the areas of emphasis 
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require students to do a research project as a requisite 
for graduation. Particularly, the MEED emphasis entails 
the design of a pedagogical action accompanied by the 
development of teaching and learning materials. The 
MEED is composed of a faculty of four professors and 27 
enrolled in-service teachers. It comprises a total of 180 hours 
involving seminars and 360 hours of independent study. 

The MEED emphasis includes several subject matters 
like Language Teaching Methodology and Introduction to 
Research in the first semester; and Materials Development, 
Academic Writing and Research Project I in the second 
semester. In the third semester, we introduce our students 
to ICTs, Academic Writing II, and Research Project II. 
Likewise, they develop a needs analysis of their context 
to design or adapt courses, the courses’ syllabi, lesson 
plans, didactic units, or modules for English for general 
or specific purposes. Finally, in the fourth semester, they 
learn about Culture and Bilingualism Essentials, Research 
Project III and Academic Writing III. 

The age of the in-service teachers enrolled in the 
MEED ranges between 25 and 55 and the majority of 
them completed their undergraduate studies in language 
teaching in state-funded universities in Bogotá. Some of 
them have a specialisation degree. Most of them work in 
private schools and universities whereas a few of them 
work in state schools and universities; however, they 
constantly change their place of work.

The three in-service teachers whose materials 
and scaffolding process we analyse here have already 
graduated from the MEED. We chose them because they 
developed materials for their ID of their research project. 

Description of the Scaffolding Process in MD

After completing the Introduction to Research subjects 
in their first semester, the in-service teachers engage in 
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planning their instructional design in second semester. 
This process is supported by the Research I, Materials 
Development, and Academic Writing subjects. In the 
first subject, the in-service teachers completed a teacher’s 
journal in which they identified their research problem, 
which guided them in developing the instructional 
objectives of their pedagogical intervention. In the second 
subject, MD, they reflected upon the type and content of 
the materials that they considered vital to deal with the 
problem they had identified. Also, they used the textbook 
A Practical Materials Development Guide for EFL pre-service, 
novice and in-service teachers (Núñez, Téllez, Castellanos & 
Ramos, 2009), and were supported by the experienced and 
expert input in MD provided by the professor. The process 
of scaffolding in MD consisted of designing materials, 
involving reflection on what the in-service teachers knew 
about their particular learning contexts, their knowledge 
of language, learning and language learning and teaching. 
In Núñez, Téllez and Castellanos’ view (2012) “this 
process of reflection invites ELT teachers to ponder upon 
their particular educational settings, their students’ needs, 
and the curriculum in planning and developing materials 
that can impact them” (p. 28). Moreover, during the class 
sessions all in-service teachers gave each other feedback 
about their respective processes using the knowledge 
gained on MD from the textbook. This was reinforced by 
the experience and expertise of the professor. 

It is necessary to emphasise that when giving 
feedback in-service teachers should bear in mind their 
peers’ particular contexts, unique students’ profiles and 
socio-cultural and economic backgrounds, and language 
learning needs to develop effective and contextualised 
materials. This in turn, allowed our in-service teachers to 
become more aware of their roles as agents of change who 
act critically upon the curriculum.  
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Briefly explained, the methodology of the class 
sessions entailed the following activities:

a.	 Carrying out a needs assessment of their learning 
contexts as an ongoing process to successfully 
approach students’ objective, subjective, language 
learning and target needs.  

b.	 Identifying their unique students’ profiles and 
socio-cultural and economic backgrounds, 
learning styles, learning needs, language needs, 
and learning objectives.

c.	 Following the textbook scaffolding for MD that 
entails several systematic stages: Identify the 
method, the approach and the design; state the 
general goals and objectives of the course; design 
the syllabus; develop the activities and materials; 
revise, evaluate and pilot them; and make the 
corresponding adjustments. This was done by 
holding class discussions about the importance of 
MD, its vital elements and the scaffolding process 
in MD in light of their own teacher knowledge, 
experience and beliefs, which contributed to the 
construction of in-service teacher knowledge. 

d.	 Elaborating a sample syllabus in class with 
a random topic collectively proposed. As an 
assignment, in-service teachers designed their 
own syllabus, planned their lesson and adapted 
or created the materials for that lesson.

e.	 Self-evaluating the materials using the checklist 
of the textbook. 

f.	 Sharing their syllabi, lesson plans and materials 
and giving and receiving peer and teacher 
feedback. 

g.	 Adjusting, piloting, and re-adjusting materials.
h.	 Supporting the writing process of in-service 

teachers through the Academic Writing subject 
taking into account style, grammar and mechanics, 
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coherence, cohesion and unity. In-service teachers 
use the APA referencing style through a process of 
teacher and peer feedback. 

Subsequently, we present an analysis of the samples 
of materials developed by three in-service teachers, which 
reveals that they gained knowledge about MD as they 
were able to integrate their background knowledge on 
their particular learning settings, language and learning, 
language learning and teaching with their own specific 
knowledge of MD. This articulation guided them in the 
development of materials that are based on relevant and 
familiar topics for the students and promote learners’ 
efficient use of their resources by applying learning 
strategies.

Analysis of In-service Teachers-Generated Materials

We supported the development of the materials of 
each in-service teacher through the scaffolding process in 
MD. This process helped them to produce materials that 
make it possible to deal with the problems of language 
learning they had encountered in their contexts. They 
produced materials that reflect active language learning 
approaches and methodologies. For example, the first 
in-service teacher used critical thinking combined with 
strategy-based learning. The second in-service teacher 
implemented the Cognitive Academic Language Learning 
Approach (CALLA) for criminology students. The third one 
used dialogic learning by fostering reflection and dialogue 
about building values like affection, freedom, justice, self-
esteem and responsibility. In the same way, the materials 
were analysed taking into account Second Language 
Acquisition (SLA) principles for MD (Tomlinson, 1988), 
instructional design strategies (Arnone, 2003) course book 
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features (Harmer, 2003) and strategic components that are 
discussed in Núñez et al. (2009). 

The first materials are a five-lesson workshop de-
veloped by an in-service teacher who implemented his 
pedagogical intervention with undergraduate students 
majoring in accountancy at a private university. The group 
included 7 female and 5 male students with a command 
of English that corresponds to B1 in the Common Europe-
an Framework of Reference for Languages. Critical think-
ing is integrated into the English for General Purposes 
(EGP) programme to promote reading comprehension by 
combining critical thinking and strategy use. Some of the 
critical thinking skills he implemented are problem solv-
ing, identifying cause and effect relationships and argu-
ing for and against issues of social nature. Consider the 
insights of this in-service teacher about the materials he 
developed: 

Although the (SBI) [Strategy Based Instruction] model 
has been widely applied, this instructional project 
aims at applying a strategy that improves the way in 
which students read, comprehend and analyse texts; 
and at the same it gives the participants the chance 
to experience language in a more realistic way. To 
fulfil this strategy, I designed the workshops taking 
into account the students’ use of strategies and their 
interests. Thus, the use of images, songs and videos 
are relevant in terms of research and didactics. In 
other words, this project involves planning, designing 
and use of strategies as the innovative component of 
the process. [sic] 
(Javier Alexis Junca, unpublished Master’s thesis, p. 23)
 
Javier’s consideration captures the effort involved in 

developing materials, which not only requires putting 
activities together, but also articulating them within 
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a methodological and theoretical framework, in this 
particular case critical thinking and SBI. This had to be 
done to make the whole set of materials coherent. As Javier 
affirms, materials need an internal cohesion to meet the 
goals that he proposed (helping students become strategic 
readers through materials that deal with controversial 
topics): 

When materials are organised and they follow a 
sequence including theory and topics-related global 
issues, it encourages students to read and ponder upon 
the difficult situations humans are facing nowadays. 
[sic] 
(Javier Alexis Junca, unpublished Master’s thesis, p. 58)

Image Caption 1: Artefact
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Image Caption 2: Artefact
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Image Caption 3: Artefact  
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Image Caption 4: Artefact  

The first activity invites students to explore vocabulary 
(Image Caption 1: Artefact). Next, they are invited to share 
examples of key words (Image Caption 2: Artefact). After, 
they are asked to read the speech given by Dr Martin Luther 
King and to discuss the problems raised in such speech 
through some questions (Image Caption 3: Artefact). The 
students have a good chance to discuss and present their 
points of view and beliefs, agree and disagree with each 
other, and reflect upon the topic of racism. This gives them 
the opportunity to exercise an efferent stance in reading 
(Rosenblatt, 1982), through which they negotiate with the 
text by centring on the information and looking for facts. 
Likewise, they engage in an aesthetic stance in which 
they focus on what they experience during the reading; 
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that is, feelings, sensations, images and ideas. Finally, 
they are invited to develop that aesthetic stance in writing 
by completing an acrostic with the word racism through 
which the students involve all the linguistic resources they 
have in a practical way (Image Caption 4: Artefact).

The present materials challenge banking education 
that is responsive and passive; instead, the activities invite 
students to reflect on and engage actively in dialogue 
with the others based on a topic that is potentially 
controversial- racism. It is important to mention that the 
topics for the materials were proposed by the learners 
and that the materials reflect important instructional 
design strategies (Arnone, 2003). On the one hand, the 
activities include a thought-provoking topic, introduce a 
conceptual conflict and create an atmosphere of inquiry. 
Moreover, according to Harmer (2007), materials must be 
appropriate to students’ command of English so that they 
learn in a comfortable way.  What is more, the interactive 
and dialogical nature of the activities maximises students’ 
talking time, fostering thereby language use not just 
usage. In addition, the materials take into account 
previous knowledge and cultural background (Harmer, 
2007) because students share their opinions and beliefs 
about racism and also express aesthetically what they 
understand by racism in the acrostic.

Additionally, these teacher-generated materials are 
featured by an array of second language acquisition 
(SLA) principles envisioned by Tomlinson (1998) that are 
relevant to materials development. To mention just a few, 
offering the learner the opportunity to perceive the topic 
as relevant may increase their interest and motivation; 
including multidimensional learning activities make them 
feel at ease and learn more in a shorter period of time and 
sufficiently exposing them to the target language to raise 
their confidence in understanding it, are evident in the 
reading workshop presented here. In general, the materials 
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are: a. based on activities that students feel familiar with, 
authentic and problem-posing; b. deal with a controversial 
topic; and c. promote reflection about racism, difference, 
tolerance and other related issues. 

Considering Javier’s thoughts about the importance 
of addressing students’ preferences in the materials, he 
developed:  

All the materials and activities were designed taking 
into consideration students´ interests and preferences. 
In this regard, I used materials from different web 
pages and books that helped me implement the 
model of the reading strategies. I also adapted some 
songs about global issues and one video about a TV 
series. These activities were selected to motivate 
and encourage students to participate actively in the 
lessons. [sic] 
(Javier Alexis Junca, unpublished Master’s thesis, p. 27)

We have highlighted all the positive aspects of this 
materials sample like the selection of the topic, the planning 
stage, the coherence of the materials to serve the purpose 
of his research study, and the application of instructional 
design strategies and the SLA principles that are relevant 
to MD. However, we are aware of the fact that this teacher 
could find more ways to improve his MD and that we, in 
our role of assisting in-service teachers, should give more 
acute feedback to the materials they develop.

Moreover, we consider that the materials lack further 
development such as how the content relates to the 
Colombian context of the students and the issue of racism 
proposed. Additionally, we noticed that there were no 
questions related to specific racial issues in Colombia, 
which would make the materials more contextualised. On 
the other hand, another aspect is that in the vocabulary 
sheet the in-service teacher includes the word “nigger” 
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instead of the word “negro” that is used by Dr Martin 
Luther King in his speech. In our opinion, there are no 
explicit reasons why the in-service teacher included a 
word that is derogative in the USA context. Another aspect 
of this lesson that could be further developed is the issue 
of racial identity through questions in the section of the 
activity featuring Michael Jackson. 

Critically reviewing materials is quite relevant for us in 
assisting the process of materials development. One reason 
is that in future, we should create the means and tools to 
accompany the process of piloting the materials. One way 
to do that could be done through direct observations of 
the piloting work; another way could be through field 
notes from the pilot that in-service teachers could take and 
share with us through conferences. We should make clear 
that the sample presented here was developed prior to 
the piloting process. Indeed, we look forward to learning 
more about how to continue assisting in-service teachers 
in their MD process. 

The second sample of materials has been developed by 
another in-service teacher for English for Specific Purpose 
(ESP); for A1 students of Criminology and Crime Science. 
In this respect, the in-service teacher states:

Being an ESP course and a specific subject without the 
appropriate didactic resources to work with, I designed 
six reading comprehension workshops based on The 
Cognitive Language Learning Approach (CALLA), 
which were developed not only to improve students’ 
reading skills but also to help them to become more 
independent learners. [sic] 
(Myriam Judith Bautista, unpublished Master’s 
thesis, 2011, p. 1)

The main reason that supports Myriam’s design 
of materials is to contextualise the learning of English 
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within the academic field of the students and based on the 
question – What do students of Criminology and Crime 
Science need to learn a foreign language for? These teachers 
understand the foreign language learning task in terms of 
designing English language materials and activities that 
help students use learning strategies to improve language 
learning and share with others what they have learnt about 
their own academic field. The following excerpt supports 
this reason:

…the lack of material and resources in English is 
making my job as a teacher in this institution very 
difficult, but it is also increasing my motivation and 
imagination to look for immediate solutions using 
the teachings from my Master’s Degree professors 
of research and didactics. It is also attractive and 
innovative to start working on materials development 
because it is a different and highly relevant matter in 
teaching. As a teacher, I consider it a different way 
to get closer to our students’ language needs and an 
essential part of our job to be successful. [sic] 
(Myriam Judith Bautista, unpublished Master’s 
thesis, 2011, pp 1- 2) 
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Image Caption 1: Artefact
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Image Caption 2: Artefact
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Image Caption 3: Artefact
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Image Caption 4: Artefact
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Image Caption 5: Artefact

In Image Caption 1, the material presents the topics 
and the main and specific objectives of the workshop 
dealing with physical descriptions of suspects and victims. 
Then, in the first activity (Image Caption 2: Artefact), the 
students are invited to activate previous knowledge about 
body parts. With the aid of imagery, the students have a 
good chance of guessing what each part is. At the bottom 
of this figure, the learner is encouraged to relate the body 
parts directly with the topic of suspects and victims, that 
is, to contextualise the topic in their field of study. In the 
third and fourth figures, the students are introduced to 
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potentially new vocabulary that will allow them to do the 
reading activity presented in Image Caption 5. Notice that 
the drawings of people present features of diverse ethnic 
groups instead of just Anglo-Saxon ones, which help 
students to find the materials both familiar and relevant. 
Indeed, each activity has been designed to engage 
students in consciously applying learning strategies that 
are presented in a bubble at the beginning of each activity, 
within the field of Criminology and Crime Science.  

As mentioned above, the analysis of the features of 
these materials shows that it is supported by important 
SLA principles for MD. They may not only be perceived as 
relevant and useful by the learner as it deals with topics of 
Criminology and Crime Science, but also aid the student 
in applying learning strategies. Similarly, the materials 
take into account readiness (Krashen, as cited in Núñez 
et al. 2009) which refers to including what the learners are 
familiar with (as it is assumed in the activity on Image 
Caption 2: Artefact which asks the learners to remember 
previous knowledge) and contains the potential for new 
inputs, which the apprentice might or might not be ready 
to learn.

Readiness is supported by the fact that students engage 
in the application of learning strategies, and literature on 
the teaching of English field highlights the role of materials 
as a central element to enhance learning through students’ 
strategic use (Richards, 2001). In the same way, materials 
should also foster interaction to raise motivation and self-
esteem in students, and reduce anxiety and prejudice 
(Oxford, 1997).  

Ultimately, Myriam’s-developed materials are: a. 
based on topics that are relevant and familiar to the 
students’ academic field; b. promote students’ efficient use 
of learning strategies that may eventually lead students 
to become independent /strategic language learners; c. 
arouse students’ interests in learning English as a Foreign 
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Language; and d. help students to become aware of the 
relevance of learning this language. 

Myriam highlights the importance of including 
learning strategies when she says,

I wanted to raise my students’ awareness in terms of 
using learning strategies and guide them to become 
more independent and self-regulated learners. [sic] 
(Myriam Judith Bautista, unpublished Master’s 
thesis, 2011, p. 87)

However, it has been observed that these materials 
could include samples of how suspects and criminals are 
described in our country and samples of how they are 
described in English speaking countries. Through this 
observation, we understand that through a methodology 
of comparing and contrasting, students could learn about 
the differences in style between how English-speakers 
would describe suspects versus the way we do so in 
our country; in other words, English speaking practices 
contrasted with Colombian Spanish speaking practices. 
By doing this, the materials would go beyond the practice 
of certain vocabulary, grammar patterns and strategy use 
within the specific field of Criminology.

On the other hand, another aspect which is worth 
considering is the mixing of vocabulary and grammar 
structures of the two English dominant varieties: British 
and American. At the vocabulary level, the materials 
include the word “knickers”, a British word; at the level of 
grammar, it contains the pattern “he /she has….”, which 
is different from the British pattern “he / she has got…” 
that is used to make physical descriptions. Some questions 
emerge from this aspect. These are: should varieties be 
presented in a mixed form? Should the materials be variety 
specific, that is, one or the other? Or should materials also 
be presented? In other words, not only a mixture of the 
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two dominant varieties but also a mixture of other English 
varieties; e.g. Indian, Australian, and Caribbean. 

We acknowledge that the observations are really 
acute and help us realise important aspects of materials 
development. They will guide us in assisting the process 
of materials development of future in-service teachers.

In summary, we can observe that Myriam has gained 
confidence in materials development as reported by her:

Moreover, having had the opportunity to innovate as 
materials developer in English for specific purposes 
was an enriching activity since it is an interesting 
field with lots of opportunities to learn and improve 
teaching practice. [sic] 
(Myriam Judith Bautista, unpublished Master’s 
thesis, 2011, p. 89)

She also asserts that 

… my new experience as materials developer was 
really motivating, innovative and rigorous because the 
creation or adaptation of resources and layouts was not 
an easy endeavour. That is, it demanded reflection, the 
desire to do different things in the classroom to satisfy 
students’ daily needs and to improve the teaching-
learning process. [sic] 
(Myriam Judith Bautista, unpublished Master’s 
thesis, 2011, p. 93)

The third workshop was designed by another in-
service teacher to help students build self-esteem through 
short-story reflection and analysis. She implemented 
this workshop with 11 undergraduate students from the 
School of Accountancy (at a private university) who were 
attending English level IV. 
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Clarita (one of the teachers involved in the research 
study) feels that it is important for teachers to assist 
students’ emotional growth. She asserts:

Despite the efforts to plan and deliver class activities 
that lead to improving students’ performance and 
fulfil academic accomplishments, highly qualified 
teachers disregard children’s /students’ emotional 
growth. Conversely, a great number of educational 
institutions and teachers are becoming aware of the 
importance of considering individual learning styles, 
and the application of different strategies to facilitate 
the language acquisition process accompanied by 
personal growth and self-esteem development. 
Besides excellent academic results, students have 
major expectations about being considered as 
individuals in the classroom where they do not only 
want to increase their knowledge, but also find moral 
support, understanding, or at least a smile from their 
teachers. [sic] 
(Clara Inés Quiroga C., forthcoming Master’s thesis 
Introduction, 2012)

The description we present below is a step-by-step 
analysis of the activities included in this workshop. As you 
can see on the first page of the workshop (Image Caption 
1: Artefact), she starts with a heading and a picture that 
invites students to self-reflect upon their attitudes towards 
life situations with the purpose of encouraging a values 
discussion in the EFL classroom. Since the beginning, 
she includes a general objective and specific ones to 
contextualise students in what she expects them to achieve 
by the end of the workshop development, which is to guide 
then in building their own self-concepts. These objectives 
are clearly conceived to develop students’ awareness of 
attitudes and feelings towards life situations as they read 
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a story to foster cheerfulness and self-confidence among 
them.

Image Caption 1: Artefact
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Image Caption 2: Artefact
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Image Caption 3: Artefact
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Image Caption 4: Artefact
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Image Caption 5: Artefact
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Image Caption 6: Artefact



56

Image Caption 7: Artefact



57

Although for the workshop Clarita mainly includes 
pre, while and post-reading activities, we cannot disregard 
that they also develop students’ listening, speaking and 
writing skills. In Image Captions 2 and 3, we can see that 
she uses headings and pictures that stimulate students to 
think about themselves and their own life experiences. 
These figures display several feelings that students 
may have and are aimed at encouraging discussion and 
reflection around personal values. In addition, students 
are encouraged not only to discuss those experiences but 
also to think about how they can be transformed into 
positive ones. Then, students can take the initiative to find 
solutions to their own situations and to those of others as 
it is evidenced in the figures. 

It is worth mentioning that Clarita gives students 
suitable expressions and vocabulary that help them 
describe people’s personalities as well as their own before 
engaging them in the reading analysis as it appears in the 
previous figures. Therefore, in image Caption 5 students 
are invited to explain why they think they lack some 
qualities, followed by a concluding remark on their own 
self-concept in which they can choose from a range of 
possibilities, as indicated by the modal verbs might, could, 
should, etc. Then, students are prepared to read the short-
story about self-concept and answer guided questions. 
The next activity fosters interaction through pair-group in 
which students are invited to think of and write another 
ending for the short story presented. After that, students 
end the workshop with a writing task in which they are 
expected to recreate the main character’s story with the 
underpinning objective of turning the negative self-
concept into a positive one. This in turn, enhances the 
development of the “creative” competence as one of the 
main professional skills undergraduates at this private 
university should have.  
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In addition, we consider it relevant to highlight her 
reflection on her own process of MD. She relies on her 
broad teaching experience as the foundation for the design 
of her workshops. She says: 

After analysing my personal experience and by 
studying basic principles of methodology, I realised 
that I was on the right track to designing my own 
materials for teaching values and habits….[sic] 
(Clara Inés Quiroga, forthcoming Master’s thesis, 
2012)  

She highlights that it is essential to take into account 
students’ needs and interests to develop materials. She 
also ratifies Nuñez, et al.’s (2009) ideas regarding students’ 
interests and needs as a way to involve teachers in an MD 
process to fulfil students’ potentials as it is seen in the 
following excerpt: 

…According to Núñez, Téllez, Castellanos and Ramos 
(2009), innovation helps students fulfil their learning 
expectations and lets teachers be more creative and 
productive. [sic] 
(Clara Inés Quiroga C., forthcoming Master’s thesis, 
2012)  

Similarly, as it is shown in the following excerpts, 
Clarita considers that students’ self-concept cannot be 
built in class unless the teacher knows her students’ 
background and potential to create an atmosphere that 
is full of mutual respect and confidence, which engages 
students in collaborative activities and class participation. 
She also ponders upon the fact that teachers should 
know about students’ assets to build up their positive 
self-concept. Likewise, she indeed believes that teachers 
nurture students’ self-concept through guidance and 
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encouragement of their personal and academic growth. 
She contends: 

Throughout my career as a teacher, I have observed 
that those students who are taught within an 
impersonal class spirit cannot build up a positive self-
concept, and that lack of information about students’ 
background interferes with peer social interaction. 
Thus, determining students’ interests and needs 
constitutes an effective pedagogical tool to learn the art 
of living, and accompany participants in the process 
of personal growth… Regarding the class atmosphere, 
open communication leads to peers’ social contact 
and collaborative work- both essential conditions to 
help students identify their personal strengths, their 
potential abilities and the way to exploit them to 
succeed.  [sic] 
(Clara Inés Quiroga C., forthcoming Master’s thesis, 
2012)  

Conclusions and Implications

In conclusion, the three in-service teachers involved 
in the Master’s programme developed their materials as 
part of their instructional design chapter following the 
MD scaffolding process. This scaffolding process oriented 
them in their production and teaching practice in relation 
to the development of materials, the identification of the 
appropriate method and approach to be implemented, 
the difference between learning goals and objectives to be 
set, and the decision-making process to adapt and create 
their materials. In this regard, Núñez, et al. (2012), have 
concluded that this process also contributes to spread 
theoretical tenets by implementing them in teacher-
generated projects that involve developing materials for 
their pedagogical interventions in different contexts. 
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Besides, they could gain confidence and foundations 
to include students’ interests. Similarly, they could display 
their creativity to design their workshops with the purpose 
of fulfilling and ranging students’ needs, as Jordan has 
pointed out, such needs ought to be sequenced according 
to priorities (as cited in Pineda & Núñez, 2001). 

Finally, they were supported in the process of MD 
through scaffolding. This was achieved through their 
colleagues’ interaction and their professor’s guidelines in 
class discussions and by giving each other constructive 
and respectful feedback of their respective materials. In 
summary, they benefited in many ways by being critical 
change agents within their institutions’ curriculum. 

Regarding the pedagogical implications, we consider 
it essential to highlight the in-service teachers’ reflection 
upon their educational landscapes, their students’ 
interests and needs, and their influence on the curriculum 
transformation. This in turn, led them to increase their 
awareness of their students’ learning process and growth 
as the main goal to achieve when developing materials. 

In addition, our in-service teachers gained confidence 
and knowledge about the process that entails developing 
materials as a systematic progression of stages to follow. 
This systematic progression enhanced their knowledge 
about their contexts, their knowledge of language, 
learning, and language learning and teaching. In this 
regard, Núñez and Téllez (2009) have highlighted that 
teachers ought to dedicate time to “construct, deconstruct 
and reconstruct” (p. 173) their teaching practice, which in 
turn, will help them refine their teaching decision-making 
process, become innovative agents and attain teacher 
development.
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