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ABSTRACT 

Careful planning and coordination play an important role in the year-by-year set-up of a new study plan. In this 

paper we will describe how the ICE network 2452 – Elaboración de las guias docentes para las asignaturas del 

tercer curso en Estudios Ingleses of the University of Alicante worked together to plan, design and elaborate the 

teaching guides for the third year of English Studies. It includes the description of the three phases of the process 

(planning, designing and elaboration), as well as the tools and materials used to ensure the production of quality-

driven teaching guides called for by the European Higher Education Area (EHEA). 
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1. INTRODUCTION 

The main objective of this study was to elaborate the teaching guides for the third year 

of the English Studies degree at the University of Alicante for the 2012-2013 academic year. 

To accomplish this goal the Instituto de Ciencias de la Educación (ICE) network - 2452 

Elaboración de las guias docentes para las asignaturas del tercer curso en Estudios Ingleses 

was established, with the ten instructors who would be teaching the subjects. The network 

tasks reported here were divided into the following three phases: 1. Planning, 2. Designing, 

and 3. Elaboration.  

Before describing the methodology and the research process, we will review the 

literature that has been used to ensure the production of quality-driven teaching guides called 

for by the European Higher Education Area (EHEA). This revision of the published work that 

has been influential in the elaboration of the third year of English Studies teaching guides for 

the 2012-2013 academic year entails the legislative, pedagogical and experiential reports and 

studies that have been instrumental in fulfilling the objective of the study reported on here. 

 To begin with, from the legislative perspective, it is only natural that we refer to the 

work already done in paving the way for the EHEA through the implementation of the 

Bologna Declaration and subsequent communiqués (Council of Europe, 2001, 2003, 2005, 

2007, 2009). As is well known, the Bologna process has focused its attention on creating a 

system of comparable undergraduate and postgraduate degrees that are organized in a first 

cycle lasting three/four years followed by a second cycle that may end in a master’s degree 

and/or a PhD. It aims to promote the free circulation of students, lecturers, administrative staff 

and researchers, thus fostering the development of a common tertiary culture and, at the same 

time, promoting the need to learn European languages and cultivating mutual cultural 

knowledge. A further stage imposed by the Bologna declaration that comes across in all the 

statements on the tertiary system, is the need to establish a quality assurance system based on 

peer-revision by means of which all degrees are made comparable and high-quality standards 

are enforced. Cooperation among European universities is fostered by highlighting Best 

Practices, not only in the process of implementation of the new degrees, but also in a 

methodology based on Constructivism and Humanism that aims to cater for young 

Europeans’ learning and labour needs.  European university students are re-defined as 

“competent, active and constructive partners” (Council of Europe, 2001) whose roles in the 

new system break the old moulds. They are now changing from being mere passive receptors 



of knowledge towards becoming dynamic stakeholders who make decisions, collaborate, 

share, travel and learn, and are indeed able to enhance their learning beyond university in a 

life-long learning cycle.  

Another accomplishment from the legislative realm in the area of languages at 

European level has been the establishment of a Common European Reference Framework 

(CEFR) (Council of Europe 2001). This framework presents a model for scaling language 

learning based on a thorough reflection on competence, methodology and assessment 

practices. The main aim is to offer a comprehensive transparent and coherent system that 

could be applied to establish comparable scales to describe language use and levels of 

proficiency and qualifications across Europe. However, a firm consensus on the required 

language levels at all universities has not been established; therefore, further work is needed 

on the implementation of the CEFR at tertiary institutions, as well as on the coordination and 

recognition of previous knowledge acquired both in formal and non-formal education. 

                Regarding methodology, the European Credit Transfer System (ECTS) has 

prompted a remodelling of the concepts of understanding and learning, which in turn has 

become the starting point of a new vision centred on the students’ learning and workload. 

Thus, students’ learning is not simplistically viewed as an activity performed within the four 

walls of a classroom, but as a flexible concept that encompasses the work done before, in and 

after the lessons, transversal skills, the use of Information and Communication Technology 

(ICT), extra-curricular activities, reflection, autonomous and collaborative work, specific 

learning paths, etc. Furthermore, English has become the lingua franca of the EHEA. For 

English Language Teaching (ELT) it also implies the commitment to prepare students in one 

of the most fundamental transversal skills: intercultural communication. International 

openness and mobility, two of the basic criteria of the construction of the EHEA, cannot be 

fulfilled without an adequate training in languages. Most universities have therefore 

integrated compulsory English courses in their curricula so as to be sure that most of their 

undergraduate students end the first cycle of higher education studies with at least an 

intermediate level (B1). This learning outcome has also fostered the creation of Content and 

Language Integrated Learning (CLIL) courses that allow the students not only to learn a 

language, but also to use this language in their professional sphere, thus completing the other 

Bologna objective, namely the creation of a common European labour market.  

 



 In the case of English Studies and for the purpose of designing effective teaching 

guides, besides the legislative support derived from the EHEA and the CEFR, we must take 

into account the broad range of pedagogical and research-based studies of English Language 

Teaching (ELT). In fact, many of the principles underlying best practice of the EHEA and the 

ECTS were first pioneered by research in ELT. In the last two decades of the twentieth 

century, the advent of the communicative approach (Savignon & Berns, 1984) and the 

subsequent task-based approach (Nunan, 1989) brought to light the benefits of student-

centered teaching (Hutchinson & Waters, 1987), autonomous and cooperative learning 

(Holec, 1981), self- and peer-evaluation, as well as many other tenets of present-day effective 

teaching in all subject matters. As far as course and syllabus design is concerned, the field of 

ELT has also provided the work of Dubin & Olshtain (1986) Course Design and Nunan 

(1994) Syllabus Design. Thus, the pedagogical framework for designing quality-driven 

teaching guides for English Studies had been well established even before the EHEA. 

However, the legislative and pedagogical guidelines from both the European 

Commission for Higher Education and the well-rooted field of English Studies or ELT, in 

matters of effective teaching and learning, must be supplemented with experiential studies, 

which can give evidence of best practice in the elaboration of quality-driven teaching guides. 

At the University of Alicante, we are very fortunate to have an Education Sciences Institute 

(Instituto de la Ciencias de La Educación - ICE), which has been extremely active from the 

onset of the Bologna Process, especially in encouraging the establishment of networks 

focusing on research in university teaching. Furthermore, the work of the numerous networks 

that have collaborated in studying the particular contexts and their implementations for 

effective teaching have all been published and made available in approximately 40 

publications, both in print (e.g., Martinez & Carrasco, 2004; Bernabeu & Sauleda, 2004; 

Martínez, 2004; Frau & Sauleda, 2005; Morell, 2009; Álvarez, Tortosa & Pellín 2010; 2011, 

etc.) and on-line (http://web.ua.es/es/ice/redes/ediciones-ice.html). Within these volumes 

there are many articles reflecting the work of networks from the Faculty of Arts, also from the 

beginnings of the Council of Europe’s mandates on higher education. For this study we have 

reviewed the reports of the work found in the articles of the ICE publications focused on the 

implementation of the EHEA in the degree of English Studies. 

It has been a long road since the Declaration of Bologne was signed in 1999 and the 

process of implementation and adaptation started early in the year 2000. This process has 



been monitored in numerous publications and research projects that have sought, from the 

very beginning, to facilitate the adaptation of the old system to the innovative and common 

framework prescribed by the new EHEA (see Bricall, 2000). For instance, at the University of 

Alicante, the first research projects in the field started to be carried out as early as the year 

2002 (Bueno Alonso, J. et al.,  2004). At first, the main focus was on the problematic 

application of ECTS and the calculations of both class and autonomous work, but this later 

progressed into a more comprehensive vision of the methodological revolution that the EHEA 

was imposing, following research conducted at other universities, such as the report published 

by Ana Delgado García and her fellow authors on the implications of the new system’s 

methodology and evaluation (2005). 

In the field of Language and Literary Studies at the University of Alicante, it was 

deemed necessary to adopt a joint approach to the innovations. The ICE Networking research 

system proved the best means to provide a common forum for multidisciplinary reflection and 

discussion. The first network, coordinated by Luz García Gómez in which four different 

departments were represented, addressed the ECTS problem and led the way in the study and 

analysis of the implementation of the EHEA (Bueno Alonso, 2004). In their study, some of 

the key aspects and major problems of the implementation of the EHEA were highlighted. 

Essentially, this first network attempted to define the real conditions of the learning context of 

Literature and Language students at tertiary level. At that early stage, the network highlighted 

the priority of defining what they called an ‘average student’, so that the methodological 

demands and workload of a specific subject could be administered in a balanced and adequate 

proportion, taking into account the requirements of the rest of the subjects that shared both the 

academic semester and year. The results of the surveys conducted showed that there was still 

not any awareness - neither from the point of view of the teacher, nor from the students - that 

the new methodology proposed, based on continuous evaluation and a balanced distribution 

of the course workload, contributed to a better acquisition of the objectives of any course 

(Bueno Alonso, 2004:305). Thus, their conclusions proposed active reflection upon the 

inadequacy of old methodologies in the new EHEA context, together with a more pro-active 

integration of all stakeholders in the process, namely students, teachers and university 

administrations. 

 



The second challenge materialized in 2003 (MECD, 2003a & 2003b) with the 

publication of different decrees concerning the implementation of the EHEA. These 

documents established a common system of transfer of credits between European Universities 

and were the springboard for the design and creation of modern university degrees. The new 

framework provided the opportunity to reflect upon the old system of undergraduate degrees 

and led to a new conception of tertiary education, not as a system based merely on the 

acquisition of knowledge, but on the acquisition of competences than would enable future 

graduates to have easy access either to the labour market or to further postgraduate 

programmes. Research was redirected towards potential careers and a set of competences was 

designed that would enable students following their particular academic programmes to be 

professionally prepared (Alesón et al. 2005). The list of competences provided would 

constitute the core and foundational line of the new degrees. 

From that point onwards, attention was given to the design of future syllabuses and 

course descriptions (Marimón et al., 2007; Ramos et al., 2008). Those first attempts to adapt 

the new system were just theoretical approaches to the new methodology. In the majority of 

cases, they were not based on real subjects of the new programmes. Nevertheless, those early 

approaches were successful in fostering among the participating lecturers and students an 

understanding of the new methods. Most of the studies agreed with previous research in 

concluding that further work should be done in the dissemination of the new methodology and 

that evaluation and chronograms were the supporting pillars of the new designs.  

Finally, a critical point was reached in 2009, the year before the introduction of the 

new degree in English Studies, when the first real teaching guides were designed at the 

University of Alicante. The studies on the implementation of these first course descriptions 

highlighted the importance of further discussion on methodology and on the different 

conceptions of evaluation (Aleson-Carbonell et al. 2010 & Aleson- Carbonell et al., 2011). 

Interestingly enough, old methods and approaches still pervaded in the proposals, as both 

students and professors who had not been involved in the first stages of the process felt 

inclined to maintain final exams, to reject continuous-evaluated activities, and to design 

teaching guides based on content-objectives instead of on competences.  

Indeed, one of key issues raised by these first studies was the emphasis placed on 

competences as the cornerstone in the articulation of all the elements of a well-designed 

teaching guide. Since in some cases the competences were taken for granted and were not 



used as articulators of guide design, some of the problems were due to the over-generalization 

of contents and objectives and the lack of definition in the learning and evaluation activities. 

On the one hand, lecturers felt insecure about the change in methodology and preferred to 

maintain the old systems; on the other, competences were not understood as the objectives of 

the learning process that should conduct all learning elements: the definition of objectives, the 

selection and structuring of contents and activities, the time distribution of learning activities 

and the methods of evaluation (see Figure 1).  

 
Figure 1: Curricular Articulation of Learning Elements (Alesón-Carbonell et al., 2011) 

The results of all previous studies have concluded that networking is a suitable method 

for fostering discussion and reflection, and for disseminating the posits of the EHEA, from 

which continuous evaluation and competence-driven design are the cornerstones of the 

process. Further discussion and work on finding operational ways of implementing this new 

methodology are a key point, as well as maintaining continuous feedback from the first course 

proposals and results that would help us to find better operational methods for the EHEA 

implementation. 

Consequently, after having reviewed the guidelines and mandates of the European 

Council for the EHEA and the Common European Framework of Reference for Languages 

(CEFR), as well as the pedagogical and experiential studies that have laid the foundations for 

the elaboration of the teaching guides for the third year of English Studies, we are ready to 

present the methodology and the research process used to plan, design and elaborate what 

may be called quality-driven teaching guides.  

  

2. PLANNING, DESIGNING & ELABORATING THE TEACHING GUIDES 

The teaching guides (guías docentes) for the third year of the English Studies Degree 

at the University of Alicante have been elaborated for the following subjects: 

 

FIRST SEMESTER SECOND SEMESTER 
English Language V English Language VI 
History of the English Language Applied Linguistics & the Teaching of 



English 
Pragmatics of the English Language English Lexicology 
Anglo-North American Criticism North American Literature until the end of 

the 19th Century 
Culture & Institutions of English-speaking 
Countries 

 

Table 1. Subjects of the third year of the English Studies Degree 
 

(Each of these subjects has a duration of one semester and entails 6 ECT credits) 

 

For the purpose of creating well-planned and quality-driven teaching guides, we made 

use of a collaborative methodology in three stages, namely 1. Planning, 2. Designing, and 3. 

Elaborating.  

 

2.1 Planning 

The planning stage involved first the decision as to which members of the English Studies 

Department would form part of the network. Due to the recommendation of the ICE for 

having ten members per network and the fact that teaching guides needed to be elaborated for 

nine subjects of the third year of English Studies, we decided that there should be at least one 

teacher for each of the subjects, and that it should be the coordinator in each case. The tenth 

member came from the subject “Culture and the institutions of English-speaking Countries” 

since this subject is divided into two parts, the UK and the US, with each of the two lecturers 

responsible for one part. 

Once the network was established, we set out to find out as much as possible about the 

legislation of the Council of Europe, the CEFR, the work already published on devising a new 

study plan, and the experience of the teachers of the first and second years of the English 

Studies degree, who had already gone through the process of elaborating teaching guides 

within the new study plan. These teachers were asked to give us recommendations so that we 

could benefit from their positive and negative outcomes. The table below contains a summary 

of their suggestions: 

 

SUGGESTIONS GIVEN BY INSTRUCTORS FROM YEAR 1 & 2 of ENGLISH STUDIES

We should bear in mind that the students have a heavy load of class time and cannot always 

carry out their out-of-class tasks on time. 

We should be generous with the deadlines for completing tasks. 



There should be more coordination between the subject areas, in so far as content and 

evaluation are concerned. 

Evaluation criteria should be coordinated and  uniform throughout the degree 

Table 2. Suggestions given by teachers from years 1 & 2 of English Studies  

 

2.2 Designing 

The designing stage entailed gathering all the information from the planning stage and 

setting up the chronogram of activities (see table 3), which was initially established at our first 

monthly meeting in January. At this meeting, many of the future teachers of the third year of 

English Studies were able to describe the content of the subjects for which they were going to 

elaborate the teaching guide. In addition, an attempt was made to determine how the subjects 

could complement each other. It was found that not only could the content of the language 

and literature courses be elaborated separately, but that they also had many things in common, 

and could therefore be worked on together in a coordinated way.  

At the end of the first meeting for which the group worked on the designing stage, the 

participants were given instructions on how to fill out the formalities of the template. In 

addition, they were asked to fill-in the content of the subjects they would be coordinating.  

 

2.3 Elaborating 

At the second monthly meeting, the network began the elaborating stage by using the 

original University of Alicante teaching guides that had been approved by the National 

Agency for Evaluation and Quality Accreditation - Agencia Nacional de Evaluación de la 

Calidad y Acreditación (ANECA). Once the formalities of the guides had been filled in, the 

competences had been revised and the content sections had been partially elaborated, the 

network worked together to coordinate the types of tasks that would be used for each of the 

evaluation criteria. At the third monthly meeting, the network decided on the terms of a 

learning agreement for those students who could not attend on a regular basis or who did not 

pass a certain section of the course.  

The table below presents a chronogram of the activities carried out by the ten teachers 

of the English Department during the planning, designing and elaborating stages. 

 

CHRONOGRAM OF THE NETWORK’S ACTIVITIES 



December 

· Establishment of the network 2452 Elaborating teaching guides for the third year of the 

English Studies degree. 

January 

· Questionnaire given to teachers of the first and second years of English Studies. 

· Review of the mandates of the European Council, the guidelines of the Common European 

Framework Reference of Languages and the previous work and results of the networks of 

English Studies for the first and second years of the degree. 

· First monthly meeting with the members of the 2452 network to inform them about the 

actions to be taken according to the legislation of the EHEA, the recommendations of the 

CEFR, and the experience of the previous two years, and to begin to plan content. 

· Elaboration of monthly report for the ICE. 

February 

· Establishment of the work group on the Virtual Campus to upload original UA teaching 

guides and to open a forum of debate for the members of the network. 

· Meeting with the Vice-Dean of the Faculty of Arts to inform him about the activities of the 

networks involved in creating the teaching guides of the third year in all the degrees of the 

Faculty. 

·Second monthly meeting with network to finish dealing with content and to begin looking at 

evaluation. 

· Elaboration of monthly report for the ICE. 

March 

· Model teaching guides and txt files are uploaded onto the work group on the Virtual 

Campus. 

· Third monthly meeting focusing on evaluation and coordination of learning agreements. 

· Elaboration of monthly report for the ICE. 

April 

·Model teaching guide for the third year of English Studies sent by e-mail to members of the 

network 

· Deadline for the completed teaching guide set for 7 May 2012 

· Numerous e-mails between members of the network and coordinator 

· Valid and corrected competences for the degree of English Studies sent to all members  



· Elaboration of monthly report for the ICE 

May 

· Completed teaching guides for the third year of English Studies sent to the coordinator of 

the network 

· Elaboration of final report and article on the work carried out.   

Table 3. Chronogram of the activities of the network 

 

 

 

3. CONCLUSIONS 

Now that we have elaborated the teaching guides for the third year of English 

Studies we can consider the outcomes, difficulties and aspects which could be improved 

in future endeavours. 

As far as the outcomes are concerned, we have certainly benefited from the 

opportunity to reflect on the work carried out in previous years by the various ICE 

networks we have mentioned, as well as the recommendations of colleagues involved in 

teaching subjects in the first and second years of the new English Studies degree at the 

University of Alicante, based on their direct experience. Likewise, we have been guided 

by the dictates of the EHEA and the CEFR, and have followed pedagogical suggestions 

from published research in English Studies. The collaborative nature of the network has 

enabled us to deliberate on the common ground among the subjects of the third year of 

English Studies and discuss ways in which this aspect could be coordinated. Moreover, 

both the monthly meetings and the work group on the Virtual Campus have proved 

excellent forums for sharing and debating effective teaching methodologies for possible 

inclusion in the teaching guides. Further aspects which have been taken into account are 

the need to consider students’ needs and time constraints, and the establishment of 

common criteria for evaluation. 

A major practical obstacle affecting the smooth running of the network was difficulty 

in finding a common time slot among the members to work together face to face. With 

regard to the specific sections of the teaching guides, one of the first problems that had to 

be faced was the confusion over the validity of the competences for the English Studies 

degree – this was not resolved until April. Some members of the network complained 



about the difficulty of adapting the course content to a limited time period. Others 

commented on the challenge they faced attempting to design tasks that would allow them 

to easily measure students’ participation, especially with large groups. A further difficulty 

identified by the network involved finding a way to coordinate the calendar for the 

evaluation tasks from each subject, so as not to overload the students at any given week of 

the semester. 

Finally, among the aspects to be improved, we would highlight the need to establish 

group sizes that will allow for quality education, and teaching workloads that will allow 

for proper class preparation, the carrying out of dynamic tasks and efficient student 

evaluation. It goes without saying that all these measures require adequate political 

support and recognition of the work carried out by university lecturers. 
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