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CHAPTER 6 
ADDING VALUE TO BILINGUAL COURSES  

BY CO-TEACHING: A PRACTICAL CASE

Arturo Peral Santamaría and Birgit Strotmann 
Universidad Pontificia Comillas, Madrid

Abstract: The internationalisation of higher education is generating new cross-disciplinary degrees 
with a strong focus on cultural and linguistic mediation (CRUE 2016, MECD 2015, OECD 
2017, UNESCO 2016). As a result, a need has arisen for multilingual teaching professionals 
who are able to operate at a global level, in addition to teaching and learning spaces that 
integrate several different working languages. To address this need, the authors have integrated 
two university subjects (Técnicas de Comunicación Oral and Técnicas de Comunicación Escrita), 
which were formerly taught separately in English and Spanish, by creating a complementary 
bilingual learning space using a co-teaching methodology based on pre-teaching and re-teaching 
as described by Honigsfeld and Dove (2015). Theoretical content is presented from a contrastive 
viewpoint, ensuring that knowledge acquired can be applied and practised in both languages. 
Class exercises aim to put into practice similar skills in both languages while requiring different 
levels of linguistic achievement and specialisation in L1 (Spanish) and L2 (English). Special 
attention is paid to linguistic interference (calques, false friends) and contrastive genre analysis. 
This innovative teaching approach requires a considerable amount of planning and coordination 
but offers great advantages to students, who will become more proficient in both languages while 
at the same time honing their transcultural and translinguistic skills.
Key words: Co-teaching, mediation, translation, bilingual education, oral communication, 
written communication

Resumen: La internacionalización de la educación superior está generando nuevos grados 
multidisciplinares enfocados a tareas de mediación cultural e interlingüística (CRUE 2016, 
MECD 2015, OECD 2017, UNESCO 2016). Este proceso no solo demuestra las nuevas 
necesidades de profesionales multilingües en entornos globales, sino que además está generando 
espacios de docencia y aprendizaje bilingüe en los que la integración de la enseñanza en varias 
lenguas se hace fundamental. Los autores presentarán una experiencia de integración de dos 
asignaturas de enseñanza en inglés y español: Técnicas de Comunicación Oral y Técnicas de 
Comunicación Escrita, que anteriormente se solían impartir por separado en inglés y en español. La 
innovación consiste en su impartición integrada mediante una metodología docente colaborativa 
(co-teaching), y siguiendo un formato adaptado de pre-teaching – re-teaching (Dove & Honigsfeld, 
2015). La teoría se presenta de un modo contrastivo, para que todos los avances de conocimiento 
que se adquieran en una lengua sirvan para desarrollar también las capacidades comunicativas de 
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la otra. Los ejercicios prácticos buscarán desarrollar las mismas competencias en ambas lenguas, 
aunque en distintos niveles de especialización en L1 (español) y L2 (inglés). Se presta especial 
atención a las interferencias lingüísticas (como calcos y falsos amigos) y el análisis contrastivo. 
Esta experiencia de colaboración educativa, a pesar de que implica un esfuerzo añadido en la 
planificación y coordinación, resulta ventajosa para los alumnos, cuyos conocimientos en cada 
lengua mejorarán, así como su capacidad de comunicación y de mediación intercultural.
Palabras clave: docencia colaborativa, mediación, traducción, educación bilingüe, expresión 
oral, expresión escrita

1. INTRODUCTION

According to the 2017 United Nations migration report, 3.4% of the world 
population consists of international migrants, constituting approximately 17% 
of the national population of high-income countries. As a result, the educational 
systems worldwide now need to cater for a culturally and linguistically diverse 
population by fulfilling a twofold mission. On the one hand, governments need 
to integrate the migrant and exchange population successfully into the educational 
system, while on the other hand they need to prepare the national population for 
intercultural relations at home and abroad. According to the OECD1 (2017), higher 
education has been undergoing a constant process of internationalisation in the last 
twenty years, with 4.6 million students worldwide studying outside their home 
country in 2017. This internationalisation of the academic world mirrors the rapid 
globalisation of the working world, where job opportunities are no longer limited 
to the home country: Talent is recruited worldwide, and graduates consider working 
abroad due to better working conditions or lack of employment opportunities at 
home. The European Commission (2008) and the Council of Europe (2001, 2004) 
have long recognised the value of linguistic and intercultural skills in their different 
publications, amongst which the most well-known and most frequently cited is 
the Common European framework of reference for languages (CEFR), which clearly 
states that plurilingualism and pluriculturalism are core competences in that they 
(1) expand pre-existing sociolinguistic and pragmatic competences, (2) augment 
the so-called “hyperlinguistic” awareness and (3) accelerate subsequent learning 
(Council of Europe, 2018, p. 29). Aspects of the plurilinguistic competence relevant 
to this paper are the ability to switch strategically between languages, the ability 

1 Organisation for Economic Co-operation and Development: www.oecd.org 
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to speak one language while understanding an interlocutor using a different one, 
the ability to use and interpret paralinguistic features and the ability to mediate 
between individuals who do not share a common language (a new core topic in 
the companion volume to the CEFR). Higher education has responded to the 
demands of society and the workplace as well as the need for institutional growth 
through international student recruitment by incorporating the above-mentioned 
competences, using internationalisation strategies that foment competence-based 
methodologies. 

In Spain, the Ministry of Education2 has issued guidelines concerning the 
internationalisation of higher education (MECD, 2015), complemented by the 
CRUE3 recommendations on how to implement the corresponding language policies 
(Bazo et al., 2017). However, Spain is still lagging behind the rest of Europe regarding 
the internationalisation of its universities: Only 2.8% of the students in Spanish 
higher education are international, as compared to up to 17% in other European 
Union states (Michavial & Merhi, 2015). Considering that the number of national 
students entering the Spanish university system is stagnant, recruiting international 
students is a high-priority issue for the government, running parallel to a need for 
internationalising the Spanish student population, which is characterised by a low 
level of international mobility. Weaknesses of the Spanish higher education system 
include a low number of dual international degree programmes in addition to a low 
number of subjects taught in English or other foreign languages (MECD, 2015)4.

The Ministry of Education recommends, among other measures, (1) adapting 
curricula so as to include competence-based methodologies focussing on 
linguistic and communicative as well as intercultural competences; (2) fomenting 
internationalisation at home for non-mobile students (multilingualism and 
international campus activities) and (3) using a vehicular language other than 
Spanish (increasing the number of bilingual or EMI5 degrees). In 2017, a CRUE 
work group published a paper proposing a plan of action targeting three main areas: 
accreditation (of language proficiency), training (language and methodology) and 
incentives for students, professors and non-teaching staff. For the present paper, 
the area of training is considered the most relevant, in that the CRUE guidelines 

2 Ministerio de Educación, Cultura y Deporte (MECD)
3 Conferencia de rectores de las universidades españolas. www.crue.org 
4 Authors’ translation
5 English-Medium Instruction



102

Arturo Peral Santamaría and Birgit Strotmann

recognise the importance of (1) making both faculty and students aware of the 
need for a change in methodology when teaching bilingual programmes, and, 
subsequently, of (2) training both groups in these methodologies. It is interesting 
to note that the extensive list of classroom techniques to be covered by this training 
(p. 13) does not include any reference to translanguaging, i.e. the strategic use of 2 
languages in the classroom, or mediation, which is defined as follows. 

In both the receptive and productive modes, the written and/or oral activities 
of mediation make communication possible between persons who are unable, 
for whatever reason, to communicate with each other directly. Translation or 
interpretation, a paraphrase, summary or record, provides for a third-party a (re)
formulation of a source text to which this third party does not have direct access. 
Mediation language activities, (re)processing an existing text, occupy an important 
place in the normal linguistic functioning of our societies. (CEFR Section 2.1.3).

A similar absence can be noted in the list of training activities proposed for 
students. This runs counter to the strong emphasis placed on mediation by the 
Council of Europe, as reflected in the 2018 companion volume, which includes 
mediation among the communicative language activities and strategies that form 
part of language proficiency (see figure 1).

Overal language proficiency

General 
competences

Comunicative language 
activities

Comunicative language 
strategies

Savoir Reception Reception

Savoir-faire Production Production

Savoir-être Interaction Interaction

Comunicative language 
competences

Linguistic

Sociolinguistic

Pragmatic

Savoir 
apprendre Mediation Mediation

Figure 1. The structure of the CEFR descriptive scheme. Source: Adapted from Council of Europe (2018)
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The document further develops a notion of mediation that transcends cross-
linguistic functions and includes cultural and social mediation, or mediation as a 
communicative function in the teacher-student relationship where, for instance, 
concepts need to be mediated.

Based upon the considerations on mediation proposed by the Council of Europe, 
the authors consider that the new generation of cross-disciplinary international 
degrees aiming at preparing students for the global workplace cannot limit its 
scope to offering courses in one vehicular language or another or combining both 
in a bilingual degree. To fully integrate language and intercultural skills, these 
need to be practised simultaneously in a framework of bilingual subjects that 
allow for translanguaging and mediation as natural activities forming part of the 
classroom environment. This would effectively transform classroom interaction into 
a mirror of the real world and the future global workplace. However, organising 
truly plurilingual teaching poses many difficulties for both teacher and institution, 
involving funding, schedules, recruitment, language proficiency required from both 
students and professor etc. Collaborative teaching practices are options that should 
be explored in this context, as they are beneficial to both student and teacher and 
can overcome some of the previously mentioned challenges. 

There is no consensus in the literature as to the difference between “collaborative 
teaching”, “team-teaching”, “co-teaching”, “cooperative teaching” or “partnership 
teaching”. The authors understand that collaborative teaching is an umbrella term 
covering the different varieties of collaborations of two or more teachers inside and 
outside the classroom, while the other terms mentioned are specific subcategories. 
The term “co-teaching” was chosen as the one best defining the planned and 
coordinated design, delivery and assessment of a subject by two teachers who act as 
equals. “Co-teaching” is therefore different from the term “collaborative teaching”, 
the origin of which goes back to its being a tool providing extra support for teachers 
in diverse classrooms with special educational needs. “Co-teaching” refers neither to 
the common practice of team-teaching as a professional development instrument, 
allowing a junior teacher to learn from a senior one, nor to the practice of content and 
language teacher collaborations, in which one teacher oversees the subject content 
while the other is responsible for the communicative elements. The definition of 
“co-teaching” as used in this paper comprises “joint planning, instruction, and 
evaluation of learning experiences” (Perry & Stewart, 2005, cited in Taşdemir & 
Yıldırım, 2017, p. 633) but does not necessarily involve simultaneous presence in 
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the classroom. The co-teaching experience described is, in conclusion, different from 
many of the traditional collaborative teaching contexts. It also differs from recent 
collaborative teaching initiatives carried out in the context of EMI (Lasagabaster & 
Pagèze, 2017) because (1) it does not involve a content-language paradigm or (2) a 
simultaneous presence in the classroom. Instead, it is an experience in plurilingual 
and pluricultural mediation in an academic environment. 

2. CONTEXT

As mentioned above, higher education institutions in Spain are dedicating 
considerable effort to the internationalisation of their degrees, by (1) encouraging 
mobility of home students, (2) creating favourable conditions for receiving 
international students and (3) providing “internationalisation at home” for those 
students not wishing to engage in mobility programmes. The authors are professors at 
Universidad Pontificia Comillas (UPC), one of the more than 20 private universities 
in Spain. UPC is located in Madrid and currently offers educational programmes 
to 15,897 students, of which 16% are international6. UPC was ranked first in 
outbound mobility among Spanish universities in 2017 (U-Multirank) and has 
been implementing a strategy of incorporating compulsory integrated study abroad 
periods in its degrees; for instance, during the period of 2017-2018, a total of 794 
UPC students benefitted from a study abroad experience. However, the majority of 
UPC university degree programmes do not include compulsory mobility and many 
students choose not to avail themselves of study abroad options for a variety of reasons. 
These students need to be provided with an “internationalisation at home” experience, 
which is also available to students in their pre-mobility year. The teaching experience 
to be described was carried out on the Cantoblanco campus of UPC with students in 
the Translation and Interpreting degree programme. Similar experiences are available 
to students in the double degree programmes in Translation and Interpreting with 
Global Communication in addition to those studying International Relations with 
Global Communication. All three programmes not only offer content subjects in 
both English and Spanish but also provide a series of subjects in bilingual format.

6 The total number of international students at UPC during the period of 2017-18 was of 2,547, divided as follows: (1) 
322 undergraduate students; (2) 624 postgraduate students; (3) 1,350 exchange students, of which 459 had an Erasmus 
scholarship and 891 benefitted from bilateral exchange programmes; (4) 251 students who were involved in complemen-
tary educational programmes (UPC, 2018).
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What the authors are proposing relates to the subjects Técnicas y Estrategias 
de Comunicación Escrita (TECE) and Técnicas y Estrategias de Comunicación Oral 
(TECO)7. Both are optional first year, second semester subjects, each worth 4.5 
ECTS, divided into 3 hours per week of class sessions (a total of 45 hours) and 
67.5 hours of autonomous student work. The following specific competences and 
learning outcomes are to be acquired in both subjects:

Table 1. Competences and learning outcomes in TECE and TECO 

Competence Learning outcome

Ability to produce written 
texts for a variety of 
professional contexts (TECE)

1  Can produce texts pertaining to different genres such as formal 
letters, commercial correspondence, reports, memoranda, faxes

2 Can summarise an L2 text in L18

Ability to interact in oral 
and written professional 
communication  
(TECE/TECO)

3  Can provide oral and written information from diverse fields 
(tourism, commerce, instructions etc.) 

4  Can translate texts and internal information in professional contexts 
into L1

5  Can maintain a conversation and transmit its content to a third person

Extracted from: Teaching Guides TECO and TECE

Learning outcome 2 can clearly be related to cross-linguistic and social mediation 
in that two languages are involved, but also a synthesis of the source text is needed in 
order to adapt it to a specific target audience. Learning outcome 4 is an example of a 
cross-linguistic competence whereas learning outcome 6 involves social and cultural 
mediation. In conclusion, three of the 6 learning outcomes of the subject are related 
to mediation; therefore, designing a syllabus with a strong focus on mediation seems 
justified, and the use of co-teaching as a methodology can serve to further enhance 
the learning process.

The authors, together with a third colleague, taught the subjects in the academic 
year 2017-2018 and were instructed to use a block format: Birgit Strotmann taught 

7 Oral Communication Techniques (TECO), Written Communication Techniques (TECE) [authors’ translation].
8 L1: mother tongue, L2: first foreign language.
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the TECE English block during the first 7 weeks of the semester, and the TECO 
block during the second half of the semester. The Spanish blocks were taught by 
Dolores Rodríguez in TECO and Arturo Peral in TECE, with a reverse schedule. 
In the academic year 2018-2019 both authors are teaching the subjects again and, 
based on the challenges detected in the first year of teaching, are implementing a 
series of changes serving to improve the integration of contents and competences 
and, as a result, the student learning outcomes.

Both TECO and TECE share a practical approach, their purpose being to help 
reinforce other subjects within the Translation and Interpreting degree. TECO, 
for instance, gives a practical dimension to the contents transmitted in the subject 
called International Communication: Theoretical Concepts, taught during the first 
semester of the first year. Both language blocks share the basic aim of developing oral 
communication skills and the pragmatic competence necessary for other obligatory 
subjects in third and fourth year (Interpreting I, II and III).

As for TECE, it supports the subjects English Language and Spanish Language, 
both taught during the first year. It aims to reinforce written language skills both 
in English and in Spanish in preparation for future translation subjects, in which 
students will be asked to take on the active role of cultural and linguistic mediators. 
However, unlike in TECO, in the past year in TECE each block had its own goals: in 
English, the main objective was geared towards text interpretation and re-elaboration 
whereas the Spanish block focused more on text analysis and production.

In conclusion, after some initial coordination the English and Spanish blocks 
of both subjects were taught independently, with related but disaggregated content 
and no consistent joint strategy feeding into the competences to be acquired by 
the students in both languages. This led to some redundancies and lacunae and 
student feedback was not entirely positive, both of which the authors’ proposal for 
integrated co-teaching aims to change.

3. OBJECTIVES AND METHODOLOGY

The present paper proposes the integrated use of (1) mediation as a language 
learning strategy following the guidelines provided by the 2018 companion volume, 
and (2) co-teaching as a classroom methodology. The authors hypothesise that student 
motivation and learning outcomes will be positively affected by these changes. In 
the present paper, the course syllabus, delivery and results will be triangulated with 
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student feedback from reflective journals and satisfaction surveys, so as to justify 
the proposal of a new, integrated syllabus, which will be presented. Future research 
will provide further evidence regarding the effectiveness of using mediation and 
co-teaching for innovation.

After teaching both subjects during the course 2017-2018, the authors reviewed 
(1) the contents of each block, (2) the goals of their respective areas, (3) their teaching 
methodology and (4) student feedback, to determine whether the current approach was 
an adequate way of attaining their objectives. This discussion led to the conclusion that 
students had seen different strengths and weaknesses in both professors; however, both 
professors shared a common teaching philosophy, which led them to the conclusion 
that sharing their strengths in order to overcome the weak points might be an excellent 
way of improving both student perceptions and learning outcomes.

Concerning weak points perceived by the students, when comparing student 
evaluation results9, both teachers obtained their lowest results on items 5, 13 and 18:

5  The subject content has been clearly explained (learning objectives, 
content, methodology, assessment)

13  In addition to the subject-specific training received, the teacher has 
also contributed to my holistic learning process. 

18  The subject’s learning objectives and assessment methods are aligned 
coherently.

With regard to qualitative student feedback, students in the English TECO 
block were instructed to write a weekly learning journal, which also reflected certain 
shortcomings of the current approach:

S1:  “The theoretical part was a bit taxing because we hadn`t enough time 
in this [sic] 8 weeks to go a bit deeper. In consequence there was a lot 
of information in short time.”

S2:   “I feel like it [the subject] was overcrowded with tasks and assessments 
that interfered with other subjects…”

Time pressure and information overload were a generalised complaint that could 
be prevented by integrating theory and practice in both language blocks.

9 In the final weeks of class, the university conducts an anonymous student satisfaction survey in all its subjects. Results, 
compared against the global university satisfaction average on all of the items, are provided to teachers at the end of the 
evaluation period.
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4. DISCUSSION OF THE PROPOSAL

The authors hypothesise that an integrated bilingual approach to both subjects 
will result in improved student perceptions regarding the clarity of objectives, time 
management, content density and assessment in the context of the subjects and in 
the overall context of the degree programme. Thus, the needs analysis led to the idea 
of converting the block model into an integrated co-teaching experience. To do so, 
the authors considered that they had to take the following steps: (1) create a single 
dual language programme; (2) design a co-teaching model that fit each subject; (3) 
divide theoretical contents and activities based on a fixed dual language calendar.

The creation of a dual language syllabus required a process of unification by 
comparing the contents of the English and Spanish blocks in order to identify 
common elements and themes that might either be contrasted during classes (in the 
case of diverging usage in English and Spanish) or be assigned exclusively to one of the 
2 language blocks (to avoid redundancies). In the case of TECO, this process posed 
fewer difficulties, as it consisted fundamentally in practical exercises, both individual 
and collaborative, in English and Spanish. Each block was divided into practical 
sessions with a theoretical introductory review and a practical example. The table of 
contents of this subject in the previous year mirrored the same topics in both language 
blocks, except for lessons 1.4 and 2.4, which showed a slight variation. For this reason, 
creating a unified syllabus for this subject did not pose any problems (see table 2).

Table 2. TECO contents 2017-2018

TECO: SPANISH BLOCK CONTENT TECO: ENGLISH BLOCK CONTENT

Tema 1.1: Contexto, función, registro: la 
narración y el diálogo

Point 2.1: Communication: context, function and 
register

Tema 1.2: Comunicación no verbal: proxemia, 
cinésica y paralenguaje

Point 2.2: Nonverbal communication: proxemics 
kinesics and paralanguage

Tema 1.3: La construcción del discurso: 
esquemas y mapas conceptuales Point 2.3: Public speaking I: using voice and structure

Tema 1.4: La evaluación del discurso: rúbricas Point 2.4: Public speaking II: planning and evaluating
Tema 1.5: Presentación académica: la mesa 
redonda

Point 2.5: Academic speaking: the round-table 
discussion

Extracted from: Teaching Guides TECO and TECE

TECE, on the other hand, seemed more heterogeneous, as its content, though 
very similar in some points, was not as symmetrical as that of TECO. As can be seen 



109

Adding vAlue to bilinguAl courses by co-teAching: A prActicAl cAse

in table 3 below, the English block dealt directly with text function, text types and 
register, while the Spanish block had a more introductory character, starting with 
word choice, sentence and paragraph composition, and text types, based partly on 
the book La cocina de la escritura, by Cassany (2006), and on the list of common 
errors of Spanish native speakers described by Masiá (1996-97, pp. 253-254). Due 
to time restraints, the English block was taught before the Spanish block, so students 
saw similar theoretical elements at different moments and as a result, at times started 
working on more advanced aspects of language before acquiring basic concepts.

Table 3. TECO contents 2017-2018

TECE: SPANISH BLOCK CONTENT TECE: ENGLISH BLOCK CONTENT

Tema 1: La elección de las palabras Tema 1: Text, function and register
1.1. Repeticiones
1.2. Muletillas
1.3. Registro
1.4. Lo concreto y lo abstracto
1.5. Sencillez léxica
1.6. Uso de verbos predicativos
1.7. Uso del adverbio
1.8. Marcadores textuales

1.1. Analysing text types
1.2. Coherence and cohesion
1.3. Register and style
1.4. Punctuation: period, comma and em-dash
1.5.  Critical thinking: Implicit and explicit 

meaning, argument, consistency, correlations 
and evidence

1.6. Writing practice

Tema 2: La construcción de la frase Tema 2: Formal Business correspondence
2.1. El equilibrio de las frases
2.2. El estilo de la frase
2.3. Cuestiones sintácticas

1.1 Letters of complaint
1.2 Letters of application
1.3 CVs and resumés
1.4 Writing practice

Tema 3: La construcción del párrafo Tema 3: Reports

3.1. Definición y función del párrafo
3.2. Estructura interna
3.3. Extensión del párrafo
3.4. Errores habituales

2.1. Academic and professional reports
2.2. Structuring a report
2.3. Drafting a questionnaire
2.4. Writing practice

Tema 4: Tipologías textuales
4.1. Evolución de las clasificaciones de textos
4.2. La clasificación de Werlich
4.3. Ejemplos de tipos de texto
4.3.1 Informe de empresa
4.3.2 Ensayo
4.3.3 Texto científico
4.3.4 Noticia periodística

Extracted from: Teaching Guides TECO and TECE
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To re-organise these contents, the authors decided to give a bottom-up order to the 
syllabus, moving from smaller language units (words) to larger ones (texts), following 
the structure of the Spanish block and adding, where appropriate, the additional 
contents of the English block. This would allow a progressive development of the 
students’ knowledge while facilitating a more contrastive approach. Punctuation 
would be dealt with in the later stages of the learning process, as it is used to create 
additional meaning and improve the clarity of sentences and paragraphs. The 
syllabus designed can be seen in table 5.

Table 4. TECE syllabus 2018-2019

1. Differences between oral and written 
discourse

1.1 Grammatical intricacy and correctness
1.2 Lexical density
1.3 Nominalisation
1.4 Explicitness
1.5 Contextualisation
1.6 Spontaneity, immediacy
1.7 Repetition, hesitations, and redundancy

2. Words 2.1 Connotation/denotation
2.2 Use and abuse of words

3. Sentence construction 3.1 Syntax 
3.2 Style

4. Paragraph construction

4.1 Order of information
4.2 Topic and concluding sentences
4.3 Length of paragraphs
4.4 Coherence and cohesion

5. Basic rhetorical devices 5.1 Information vs. persuasion
5.2 Rhetorical figures

6. Text types

6.1 Theoretical considerations
6.2 Textual typology
6.3 Example 1: Formal business correspondence
6.4 Example 2: Academic reports
6.5 Example 3: News texts.

7. Contrastive punctuation 7.1 English punctuation
7.2 Spanish punctuation

8. Register and meaning 8.1 Register and style
8.2 Critical thinking

Extracted from: Teaching Guides TECO and TECE
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Having integrated the syllabi of both subjects, the authors proceeded to determine 
the collaborative teaching model they would follow in their classes. Honigsfeld and 
Dove (2010) propose seven models of co-teaching, which vary based on two factors: 
(1) the number of student groups and (2) the different roles adopted by the two 
teachers (pp. 75-81). These models are summarised in table 5.

Table 5. Honigsfeld and Dove’s models of co-teaching

Model Group number Role of teacher 1 Role of teacher 2

1 1 Lead teacher Teach on purpose

2 1 Same role, same contents (simultaneously)

3 1 Teach Assess

4 2 Same content in different groups

5 2 Pre-teach Offers alternative information

6 2 Re-teach Offers alternative information

7 Multiple both monitor and teach

Source: Adapted from Honigsfeld and Dove (2010, pp. 75-81)

However, none of these seven models offer the full integration of language, content 
and competences desired by the authors. Thus, the authors propose an additional 8th 
model of co-teaching, consisting of a single group of students, with both professors 
in charge of teaching with an equal role as lead teacher; both professors would (1) 
jointly monitor the student’s progress, and (2) share the responsibility for covering 
the syllabus, but they would not teach in the classroom simultaneously. Rather, they 
would alternate English and Spanish sessions weekly throughout the semester.

Table 6. Peral and Strotmann’s model of co-teaching

Model Group number Role of teacher 1 Role of teacher 2

8 1 Both lead teachers, shared syllabus, alternating sessions

This model offers a considerable number of advantages. Firstly, sharing contents 
in a more structured way would give coherence to class content and avoid lacunae 
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and/or redundancies; secondly, jointly monitoring student progress could help 
assess language skills in both working languages. Another advantage would be the 
contrastive approach: students receive the contents in both English and Spanish, 
with special attention to the differences of usage between the two languages while 
improving their mediation competences. Teachers may also have access to more 
data, which could help improve materials and activities used in the classroom. 
Furthermore, this type of co-teaching would provide the opportunity of covering 
more content, and in case some material is excluded from one session because of 
time limitations, it might be included in the next class, no matter the language, 
thanks to the close coordination between both teachers.

An advantage of this dual language system is that students will be immersed 
in an environment where the mediation between languages is part of the basic 
dynamics of the class. This may help them develop and integrate concepts naturally, 
particularly at the sociolinguistic and pragmatic level. This system corresponds to 
the authors’ conviction that mediation itself is an ideal language learning strategy. 
Pairing language teachers enables them to explore the impact of their teaching 
through English and Spanish in an optimal, low-risk environment (Lasagabaster 
and Pagèze, 2017).

Despite the many advantages outlined so far, bilingual co-teaching is a model 
that poses many challenges. The most obvious one is the sheer amount of planning 
required. Professors must not only keep track of what has happened in the previous 
session and be able to adapt immediately to any changes made by their counterpart, 
but also need to share materials, plan together and set shared goals. Mutual trust 
is fundamental to the success of the co-teaching syllabus. Another challenge is the 
confusion that students might feel when being taught a single subject with two 
professors in an alternate dual language system, but this difficulty might be overcome 
by the disciplined coordination of two professors who must adhere strictly to the 
timetable set out. The third challenge is the preparation time involved in reworking 
all class materials in order to adapt them to the new dual language system. This 
challenge, if handled well, can be a great opportunity, as students, given the right 
tools, can develop their own glossaries and, in some cases, do their own translations 
to ease the change from one language to the other in the classroom and while they 
study by themselves. By doing so, they might maximise their mediation competences.

Another vitally important issue was time management, i.e. establishing a calendar. 
The authors wanted to avoid, as much as possible, having complex timetables for 
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the two subjects. During the previous year, students had TECE classes on Mondays 
from 1.30 pm to 2.30 pm and on Wednesdays from 8.30 am to 10.30 am, while 
TECO was delivered on Wednesdays from 10.30 am to 12.30 pm and on Fridays 
from 8.30 to 9.30 am. Thanks to the help of José Manuel Sáenz Rotko, head of 
studies of Translation and Interpreting at the university, the authors were able to 
simplify the teaching timetable of the two subjects for 2018-19 to avoid students 
experiencing confusion because of the irregularities in the class sessions10. The six 
hours that correspond to the subjects are now divided into two sessions: three hours 
on Wednesday mornings and three more on Friday mornings. This simplification 
will help professors organise and define the calendar and aid students in having a 
clear schedule of activities.

5. CONCLUSIONS

Unifying the syllabi of TECO and TECE and creating a new co-teaching model 
based on simultaneous competence-focussed development of students in English 
and Spanish would be a step towards achieving the recommendations made by the 
Spanish Ministry of Education and the Council of Europe on teaching languages 
and mediation. Varying the linguistic interaction of students throughout the 
semester would favour their immersion, not just into a given language, but also 
into a space of intercultural dialogue. These conditions would improve the students’ 
competences, both in speech and in writing, by showing them that whatever they 
learn in one language can be useful and valid in their performance in another and 
develop their skill to translanguage from one to the other using similar resources. 
This will be helpful in their future university studies as well as in their chosen 
professional careers.

As for the present, the authors have finished the phase of joint planning of the 
two subjects and have just started the instruction stage during the second semester of 
the 2018-2019 academic year (from January to May); the authors intend to conduct 
an evaluation of the learning experience by gathering and analysing quantitative and 
qualitative data on student perception and performance.

10 Honigsfeld and Dove (2010) consider involving the educational center’s administrators is of vital importance in 
order to implement co-teaching experiences (pp. 53-54).
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