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RESUMEN 
. 

El presente trabajo de investigación tuvo como finalidad determinar la efectividad 

del enfoque AICLE (Aprendizaje Integrado de Contenidos y Lenguas Extranjeras), 

fundamentado en la cultura indígena, en el desarrollo de la habilidad de expresión oral 

(Speaking skill) en inglés. La investigación se realizó con dieciséis estudiantes de séptimo 

año de la Unidad Educativa “San Gerardo” del cantón Guano. Con un enfoque cuantitativo 

y un diseño cuasiexperimental de un solo grupo, se evaluó el impacto de la propuesta a través 

de pruebas estructuradas de expresión oral. Estas evaluaciones, aplicadas antes y después de 

la intervención, permitieron registrar los avances específicos en fluidez, vocabulario, 

coherencia y pronunciación. Los análisis comparativos de los resultados demostraron un 

progreso notable: el promedio general obtenido en la prueba previa fue de 5.63 sobre 16 

puntos, mientras que en la prueba posterior alcanzó 9.50. Asimismo, el análisis estadístico 

mediante la prueba de rangos con signo de Wilcoxon confirmó que la diferencia entre ambas 

mediciones fue estadísticamente significativa (p < 0.05), respaldada por un tamaño del efecto 

de r = 0.85, lo que se interpreta como un impacto muy grande permitiendo de esta manera 

aceptar la hipótesis alternativa de investigación. Por lo tanto, los resultados evidencian que 

la integración de la pertinencia cultural local a través del enfoque AICLE tiene una 

efectividad positiva y significativa en el desarrollo de la competencia oral de los estudiantes. 

 

Palabras clave: Expresión oral, Aprendizaje Integrado de Contenidos y Lenguas 

Extranjeras, AICLE, Cultura indígena, Educación básica. 

 
 
 
 
 
 
 
 
 

 



 

 

 

 

 

 

ABSTRACT 
  
 

The present research aimed to determine the effectiveness of the CLIL (Content and 

Language Integrated Learning) approach, based on indigenous cultures, in the development 

of English oral expression (Speaking skill). The study was conducted with seventh-grade 

basic education students from the "San Gerardo" Educational Unit, located in the Guano 

canton. To evaluate the impact of this methodological proposal, a quantitative approach was 

adopted using a one-group pretest-posttest quasi-experimental design (N=16). Oral 

proficiency was measured through a standardized performance test administered before and 

after the intervention, assessing criteria such as fluency, vocabulary, coherence, and 

pronunciation. The comparative analyses of the results showed remarkable progress: the 

overall mean score in the pretest was 5.63 out of 16 points, whereas it reached 9.50 in the 

posttest. Furthermore, statistical analysis using the Wilcoxon signed-rank test confirmed that 

the difference between both measurements was statistically significant (p < 0.05), supported 

by an effect size of r = 0.85, which indicates a very large impact according to educational 

research criteria. Therefore, the results demonstrate that the integration of local cultural 

relevance through the CLIL approach has a positive and significant effectiveness on the 

development of students' speaking competence. 

 

Keywords: Speaking skill, Content and Language Integrated Learning, CLIL, Indigenous 

culture, Basic education 
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CHAPTER I 
INTRODUCTION 

1.1 RESEARCH PROBLEM 
 

In many school settings, lack of interest in learning English has become one of the 

most significant challenges. This lack of interest responds to several causes, the most 

important being the limited relevance of classroom content to students’ daily lives. Supplies 

and tasks are generally standardized and isolated task-based. Topics are often Anglocentric 

references that seem distant. Additionally, the phonological interference of the first language 

in many Indigenous students, particularly the reduction or omission of certain vowels in their 

everyday speech, is significant. This natural language occurrence makes distinction and 

production of the important vowel sounds in English more difficult, and may also affect 

students’ confidence and involvement in speaking tasks. The most significant difference is 

for rural and Indigenous students. English is no longer a means of communication, but 

another required subject when traditional lessons do not take into account their cultural 

realities. Therefore, students lose motivation and their oral participation is reduced a lot. 

Classroom interactions become pure mechanical answers, instead of using the language to 

share stories or their cultural memory. 

From this perspective, the Andean worldview emphasizes the connection between 

people, their communities, and the natural environment. It also understands time as a cyclical 

process associated with nature and ancestral knowledge, rather than as a linear path focused 

on progress. The Andean worldview is one based on the value of community ties, oral 

tradition and close relationship with nature. However, traditional educational systems tend 

to impart theoretical knowledge distant from the lived realities and everyday life of the 

students.  

In that way, the current investigation applies a CLIL strategy to the student’s local 

reality. Instead of generic materials, the lessons are built around common community and 
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cultural content. Therefore, by connecting speaking activities to meaningful local topics, the 

intervention seeks to encourage and support the development of speaking skills. 

1.2. PROBLEM STATEMENT 
 

According to the CLIL approach, the foreign language learning process becomes 

more effective and meaningful when integrated with academic content and meaningful 

contexts. CLIL is an approach that combines content and language learning, helping learners 

move beyond simple memorization to connect English with their real lives. Whenever we 

refer to Indigenous education, we have to bring local traditions in the classroom so that 

language learning becomes a way of exploring the students’ own environment. In 

conclusion, this study employs familiar local and cultural themes to make the English 

language functional and simultaneously to reinforce the learners’ cultural identity. 

However, all of these efforts have not yet eradicated the lack of engagement with 

English learning within basic education, especially in Indigenous communities. The 

incompatibility between the standardized curricular content and the students’ ordinary daily 

reality continues to produce low motivation and limited class participation. In addition, for 

some Indigenous learners, their home language may have phonological difficulties, such as 

the natural reduction or omission of some vowels, which might make it difficult for them to 

distinguish and pronounce English vowel sounds, and this can impact their confidence in 

speaking. So, classrooms require teaching strategies that truly resonate with the learners' 

realities. By applying a CLIL framework tailored with local indigenous content, this research 

focuses on a dual goal: teaching the language effectively while actively reinforcing the 

students' sense of cultural pride and belonging. 

Ultimately, this study focuses on transforming how English is taught to basic 

education learners. By addressing these specific barriers, the aim is to build lessons that are 

authentically useful for students from Indigenous backgrounds. The research will be 

developed in the Educational Unit “San Gerardo” in Guano, Chimborazo during the 

academic year 2025-2026. In this sense, a pedagogical proposal based on CLIL will be 

designed and put into practice with the purpose of assessing its influence on the students’ 
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oral performance in English. The aim of this research is to improve oral proficiency by 

introducing Indigenous cultural elements in the curriculum through the CLIL approach and 

to build a deeper emotional connection with the learning process. 

To carry out the research, an initial test will be administered to establish students’ 

baseline level of English speaking performance. Next, classroom activities based on 

Indigenous culture and aligned with CLIL principles will be implemented in the selected 

educational context. After the intervention, a final test equivalent to the initial one will be 

applied in order to compare results and determine the influence of the proposal on students’ 

speaking performance. The study will be conducted under a quantitative approach that uses 

numerical data from these tests to describe changes in performance over time. Overall, this 

will be an applied study focused on implementing practical interventions and evaluating their 

influence in real educational settings. 

1.3 PROBLEM FORMULATION 
 

How does the CLIL approach, based on Indigenous cultures, promote the 

development of English oral expression (speaking) in basic education students at the Unidad 

Educativa “San Gerardo”, located in the Guano canton, Chimborazo province, during the 

2025–2026 academic period? 

1.4 OBJECTIVES 
 
1.4.1 General Objective 
 

To analyze how the CLIL (Content and Language Integrated Learning) approach, 

based on Indigenous cultures, promotes the development of speaking skills in basic 

education students at the Unidad Educativa “San Gerardo”, located in the Guano canton, 

Chimborazo province, during the 2025–2026 academic period. 
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1.4.2 Specific Objectives: 
 

• To diagnose the speaking level of the study population and identify the limitations 

that hinder its development. 

• To implement activities based on the CLIL approach that integrate Indigenous 

cultural content to strengthen speaking development, considering the realities 

identified during the diagnostic phase. 

• To evaluate the influence of the implemented activities based on the development of 

speaking skills within the study population. 
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CHAPTER II 
THEORETICAL FRAMEWORK 

 

2.1 STATE OF THE ART 
 

Recent research on CLIL and oral expression in Latin America shows a fairly clear 

trend: when subject content is worked together with English in meaningful contexts, oral 

production improves consistently and students value the experience positively. However, 

these same studies also reveal important gaps, especially in relation to intercultural bilingual 

education contexts and the explicit incorporation of Indigenous worldviews into didactic 

proposals. In this context, the state of the art presented here focuses on six studies that relate 

directly to CLIL and the speaking skill and that help to define the specific space in which 

the present research is situated. 

One of the most direct antecedents in the Ecuadorian upper-secondary context is the 

work of Benalcázar Bermeo and Ortega Auquilla (2019). The authors worked with twenty-

two second year students of the General Unified Baccalaureate, comparing the oral 

production performance before and after an intervention with lessons based on CLIL. During 

a three-month intervention, students’ oral skills were assessed through tests, observations, 

and questionnaires. The results showed improvements in speaking performance and positive 

perceptions of the CLIL approach, particularly because the activities were connected to 

students’ everyday experiences. The study also offers a useful reference for future classroom 

interventions based on CLIL. 

In Ecuadorian higher education, the article by Terán Molina, Villalta Alarcón and 

Mourad (2024) deepens this same line of work, but with university students in a public 

institution. The study involves twenty-five students over a semester in which CLIL is 

implemented with various techniques to develop elements of oral communication, such as 

vocabulary use, fluency, management of speaking time, and confidence when speaking. 

Based on the comparison between initial and final results, the authors report that most 
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students reach an A2.1 level at the end of the course, even though a significant part of the 

group had very limited vocabulary at the beginning. Statistical results from this research 

proved that the CLIL intervention effectively boosts oral proficiency. Although individual 

factors like motivation and background knowledge play a role in the final outcomes, the 

study provides valuable evidence for the current thesis: it demonstrates that this approach 

works in Ecuador and can be easily scaled to different age groups. 

Miranda Salazar (2023) in her master’s thesis analyzes the improvement of oral 

proficiency in students of the Pontificia Universidad Católica del Ecuador (Ambato campus) 

through CLIL-based activities. The study aims to improve speaking skills through 

meaningful competencies as an applied project for Master’s degree in English Language 

Teaching. While the research is focused on university-level learners, it is in line with 

previous research that combines language and content instruction to promote increased 

fluency and speaking confidence. In conclusion, this study adds to the empirical evidence 

on the effect of CLIL on oral communication in the Ecuadorian context. 

Tapia and Vega (2024) reviewed studies conducted in Latin America that examined 

the impact of the CLIL approach on oral expression in EFL contexts. Through a qualitative 

descriptive analysis, the authors found that the integration of content and language can 

support student motivation, cognitive engagement, and the development of oral 

communication skills, particularly when learning activities are connected to meaningful 

contexts for learners. Although the reviewed studies report positive results for oral language 

development through CLIL, they also point to challenges such as limited teacher training, 

planning demands, and resource availability. The findings indicate that additional research 

is needed, particularly in underrepresented sociocultural settings. 

Banegas, Poole and Corrales (2020) offered a systematic review at a macro level of 

ten years of CLIL research and implementation in Latin America (2008-2018). The authors 

reviewed 64 publications, including journal articles, thesis work and empirical studies, and 

noted a significant geographic imbalance in the region. The majority of research output 

seems to be concentrated in Colombia and Argentina, with little to no literature in Ecuador. 

The review notes substantial progress in student motivation, subject understanding and 

language skills, but also identifies continuing problems. These problems include difficulties 
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with the theory of the approach, the real practice of combining content and language, and 

general educational barriers. In the end, the study points out that while CLIL is now more 

common, the available research is still scattered and lacks enough study on Indigenous and 

intercultural educational contexts. 

A relevant contribution from another subject area is the degree project by Amaya 

Gutiérrez and Olarte Duarte (2025) in Colombia, where the CLIL approach is applied to 

strengthen communicative skills in English among seventh-grade students in the area of 

natural sciences. At the Isaac Newton institution, these students practiced their English 

communication through lessons focused directly on ecosystems. The study demonstrates the 

strength of the CLIL model, proving that integrating science content encourages a more 

intuitive learning process. This balanced approach enables participants to improve their 

linguistic skills while staying on track with their regular academic coursework. This 

antecedent is especially useful because it shows how the integration of subject content with 

English can structure a coherent classroom experience in basic education, which is analogous 

to proposals that integrate specific cultural content as a central axis for developing speaking. 

The analyzed literature shows that CLIL programs, from basic to higher education, 

always bring clear improvements in English speaking and communication skills. At the same 

time, they help students develop a positive attitude toward this teaching method. Looking at 

the research methods, these studies mostly use tests before and after the lessons, which 

usually last for a few weeks or months. Also, they often include surveys to learn about the 

actual experiences and opinions of the students. At the same time, the reviews by Tapia and 

Vega (2024) and by Banegas et al. (2020) point to persistent challenges, especially in teacher 

training, planning, and adaptation of the approach to diverse educational contexts. What is 

particularly noteworthy, from the perspective of the present study, is that, even though some 

of the works reviewed mention the importance of meaningful contexts, none of these six 

antecedents is situated in intercultural bilingual education schools, nor do they explicitly 

incorporate an Indigenous worldview as the central source of content. Nor is there a proposal 

that systematically articulates CLIL, speaking development, and Indigenous culture in 

Ecuadorian basic education. This gap opens the space that the present research seeks to 

address, by proposing a CLIL intervention in which oral expression in English is constructed 
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in direct dialogue with the Andean worldview and with the everyday reality of Indigenous 

students. Unlike several of the studies reviewed, which combine pre- and post-testing with 

qualitative instruments such as surveys or classroom observations, the present research 

adopts a purely quantitative quasi-experimental design based exclusively on pretest and 

posttest measures. 

2.2 THEORETICAL FRAMEWORK 
 

Teaching English in Indigenous contexts needs to begin from a conception of 

knowledge that recognizes culture as its foundation. From the Andean perspective, the 

worldview rests on relationality, complementarity, and community life, principles that guide 

not only how the world is understood but also how learning and teaching take shape 

(Estermann, 2006). This understanding aligns with the principles of Buen Vivir, where 

balance among person, nature, and community becomes an educational horizon that gives 

learning its meaning, since it links knowledge with territory, memory, and everyday 

practices (Huanacuni Mamani, 2010). In a convergent way, Bonfil Batalla (1987) warns that 

when school ignores or subordinates original cultures, it produces a fracture between 

schooling and students lives, and in that scenario, learning a foreign language can be 

perceived as a task detached from identity. Teaching English with pertinence therefore 

implies aligning linguistic development with a situated epistemology that recognizes and 

values the community s knowledge. 

When applied to the classroom, this mindset treats interculturality as much more than 

just a superficial addition to the syllabus. Instead, it acts as a core framework of justice that 

actually shapes how lessons are planned and taught. As Walsh (2017) highlights, a truly 

intercultural approach sparks a dialogue between different ways of knowing. It requires 

students to take an active role in creating meaning, rather than just sitting back to passively 

absorb external information. Within Ecuador, this perspective is formally backed by the 

national curriculum for bilingual education (Ministerio de Educación del Ecuador, 2017), 

which firmly establishes local culture as the central pillar of the entire learning process. In 

addition, Tuaza s analyses (2016) of educational policies in rural settings help explain how 

issues of coverage and school continuity affect the very sense of the educational process, 
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and for this reason, integrating local identity in the classroom is not only desirable, it is 

strategic for sustaining motivation and participation. Taken together, these perspectives 

converge on the idea that culture is the basis from which school should build meaningful 

experiences, including the learning of English. 

From this intercultural perspective, the methodological question in the education of 

Indigenous peoples cannot be reduced to a simple superficial adaptation of materials, and it 

demands forms of teaching and learning that are rooted in community, territory, and 

collective memory. In the Latin American context, decolonial and intercultural pedagogical 

proposals such as those of Walsh highlight that the classroom should become a space where 

community knowledges are recognized and legitimized, so that Indigenous students are not 

treated as passive recipients of external content, but as epistemic subjects who bring their 

own valid and living knowledge (Walsh, 2017). In a similar direction, the experiences of 

participatory action research proposed by Fals Borda and Rahman show that learning is 

strengthened when people take part in identifying their problems, engaging in collective 

reflection, and constructing solutions, which implies dialogic, collaborative, and socially 

transformative methodologies that resonate with Indigenous educational dynamics (Fals 

Borda & Rahman, 1991). This vision converges with the approach of the Intercultural 

Bilingual Education curriculum, which promotes strategies centered on the community, the 

use of the mother tongue, and the integration of cultural practices into teaching (Ministerio 

de Educación del Ecuador, 2017). At the international level, Battiste criticizes eurocentric 

school models that delegitimize Indigenous forms of knowledge and learning and argues for 

a pedagogy nourished by practices such as oral storytelling, observation of nature, 

community work, and participation in rituals and everyday activities (Battiste, 2010, 2013). 

In a related way, Smith maintains that educational processes with Indigenous peoples must 

break with the logic of imposition and move towards more horizontal relationships based on 

respect, responsibility, and reciprocity with communities, which directly affects how 

teaching is conceived and how the teacher s role is understood (Smith, 2012). 

The literature on Indigenous education and immersion programs reinforces this idea 

by describing learning patterns that differ from individualist and decontextualized models 

and rely instead on active participation in community life. Studies on Indigenous and 
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bilingual education indicate that many Indigenous children learn by observing elders, 

accompanying productive tasks, repeating meaningful sequences of action, and listening to 

oral narratives that transmit knowledge, values, and norms of coexistence (Battiste, 2010; 

Smith, 2012). Learning tends to be collective, intergenerational, and strongly situated in the 

territory, so that the most relevant educational experiences are those that connect directly 

with the daily life of the community. Analyses of Indigenous immersion education carried 

out by May show that the most successful programs are driven by the communities 

themselves, integrate the Indigenous language and the language of schooling in an organic 

way, and are based on authentic activities that weave together cultural content, community 

participation, and functional use of the language (May, 2003, 2013). These findings converse 

with sociocultural and situated learning theories, as well as with methodological proposals 

such as CLIL, and in so far as English teaching with Indigenous students is organized around 

projects, narratives, community practices, and real problems in the environment, it respects 

Indigenous ways of learning and generates more favorable conditions for oral expression in 

the foreign language to have meaning, purpose, and roots in identity. 

Learning theory provides additional support for this articulation. From a 

sociocultural approach, Vygotsky (1978) emphasizes that language development occurs 

through social mediation, and that people learn with others and through cultural tools that 

organize thinking and communication. In the same direction, situated learning as proposed 

by Lave and Wenger (1991) underscores that people acquire competencies by participating 

in meaningful practices within concrete communities. If these principles are transferred to 

language teaching, it becomes clear that Indigenous students will learn to speak English 

more naturally when they use it to explain, narrate, and share experiences from their own 

environment, that is, when the content to be communicated has value in their daily lives. 

This view contrasts with the limits of traditional approaches to English teaching that 

center on memorization and the practice of structures and that have often neglected authentic 

communication and the link with context (Richards & Rodgers, 2001). Research in language 

pedagogy suggests that oral expression develops when learners have a genuine 

communicative purpose and content that matters to them (Brown & Yule, 1983). In practice, 

if classroom topics are far removed from students identities, the motivation to participate 
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decreases and language use becomes mechanical. Classroom resources that are oriented 

toward communication, understood as meaningful and student centered activities, improve 

participation when content connects with learners interests and lived experiences (Ur, 1996). 

Moreover, when considering assessment of speaking, it is not enough to measure accuracy 

and fluency, and it is necessary to consider the relevance of tasks and the confidence with 

which students express their world, dimensions that are closely tied to the design of 

situations where the language is used meaningfully (Luoma, 2004). 

Within this framework, the CLIL approach, Content and Language Integrated 

Learning, offers a suitable pedagogical path for integrating language and content in an 

organic manner. Coyle et al. (2010) for instance, suggested that students tend to learn a 

language more effectively when they use it to communicate meaningful ideas and 

experiences. In this sense, lessons can be connected to learners' own context, including 

elements from their community, making speaking activities more relevant and engaging. At 

the same time, successful implementation requires careful planning, appropriate materials, 

and clear assessment criteria, aspects addressed in the guidelines proposed by Mehisto et al. 

(2008). The discursive dimension of CLIL also matters, since classroom interaction and oral 

production tasks generate real opportunities to use the language, with positive effects on 

communicative progress (Dalton Puffer, 2007). Complementing this, Dalton-Puffer (2011) 

argues that the success of the approach is rooted in providing cognitive and linguistic 

challenges that move students from passive comprehension to active production. This is 

particularly relevant for the present research, as it suggests that when students engage with 

content that is culturally significant, the cognitive challenge becomes a bridge to more 

authentic oral expression. In Latin America, the literature reports experiences of contextual 

adaptation that highlight teacher development and careful selection of local content as key 

factors for the sustainability of the approach (Banegas, 2012). 

The inclusion of content from the students’ own culture in CLIL lessons creates a 

real nexus between theory, intercultural education and teaching methods. Lesson plans can 

connect themes such as farming practices, caring for the land, community stories, 

celebrations, arts and traditional knowledge, rather than teaching unrelated topics. These 

themes provide real reasons to speak English and also boost students’ confidence and feeling 
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of belonging, which are critical for participation. In this mix of learning theory and lesson 

design, culture is a major driver for speaking. Students do talk more and better when topics 

reflect who they are and when the classroom values their voice. 

The teacher s role is central as a mediator of knowledges and a designer of learning 

experiences. From an intercultural perspective, this role is not reduced to transmitting 

content, and it is about proposing situations that invite students identities and promote the 

joint construction of meaning (Walsh, 2017). CLIL encourages the use of English as a tool 

for exploring and discussing students’ cultural realities (Coyle et al., 2010; Mehisto et al., 

2008). Following this approach, oral assessment should focus not only on language accuracy 

but also on learners’ ability to express their ideas clearly (Luoma, 2004). This view aligns 

with the principles of Intercultural Bilingual Education promoted by the Ecuadorian Ministry 

of Education (Ministerio de Educación del Ecuador, 2017). 

In summary, the Andean foundation of knowledge (Estermann, 2006; Huanacuni 

Mamani, 2010) and the call to recognize cultural identity in school (Bonfil Batalla, 1987; 

Walsh, 2017; Ministerio de Educación del Ecuador, 2017), together with contributions from 

Indigenous and decolonial education (Battiste, 2010, 2013; Fals Borda & Rahman, 1991; 

May, 2003, 2013; Smith, 2012), converge with sociocultural and situated learning theories 

(Vygotsky, 1978; Lave & Wenger, 1991) to support an English language pedagogy centered 

on pertinence. Language teaching scholarship confirms that speaking is strengthened when 

purpose and meaning are present (Brown & Yule, 1983; Ur, 1996), and CLIL provides the 

pedagogical structure that transforms culture into academic content, using English as a 

medium for expression. This framework is supported by authors such as Banegas (2012), 

Coyle et al. (2010), Dalton-Puffer (2007), and Mehisto et al. (2008). In this way, learning 

stops being a repetition of forms and becomes an exercise in communication with meaning, 

and students not only learn English, they speak English to tell who they are and where they 

come from. 

Finally, the pedagogical consequence is clear, and the development of oral expression 

among Indigenous students does not depend solely on linguistic techniques, it depends on 

the cultural relevance of the content and on the opportunity to speak from one s identity. 

When school activities match this view and teachers create CLIL lessons based on the local 
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culture, English is no longer seen as something forced or foreign. Instead, it turns into an 

important bridge that connects the community to the learning process and helps students 

open up to the rest of the world. 
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CHAPTER III 
METHODOLOGY 

 

3.1 APPROACH 
 

This study is developed under a quantitative approach, as it focuses on the numerical 

measurement of the study variable and the statistical analysis of the collected data. 

According to Hernández-Sampieri, Fernández-Collado and Baptista (2014), the quantitative 

approach is characterized by the collection of data that can be quantified and by the use of 

statistical procedures to describe and analyze results. In this case, the aim is to determine the 

impact of implementing CLIL-based activities that incorporate indigenous cultural content 

on students’ English speaking skills, by comparing the scores obtained in an initial test 

(pretest) and a final test (posttest). 

From this perspective, the research seeks to objectively evaluate the changes in 

students’ oral performance before and after the pedagogical intervention. The use of 

structured instruments and predefined evaluation criteria makes it possible to obtain 

comparable data between the two measurement moments, which supports an accurate 

description of the behavior of the dependent variable, understood as the level of oral 

expression in English (Hernández-Sampieri et al., 2014). 

3.2 SCOPE OF THE RESEARCH 
 

The scope of this study is descriptive. Descriptive studies, according to Hernández-

Sampieri et al. (2014), aim to specify the most important properties and characteristics of 

individuals, groups, or phenomena, without focusing on explaining the underlying causes of 

observed changes. In this case, the study seeks to describe the students’ speaking level before 

and after the implementation of CLIL activities based on indigenous content, as well as to 

characterize the degree of improvement reached after the intervention. 

Therefore, the objective is not to develop complex explanatory models nor to 

establish strict causal relationships, but rather to detail how the English speaking skill 
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behaves within the analyzed group, based on the results of the evaluation tests. Comparing 

pretest and posttest results allows the research to describe the change in quantitative terms 

and determine whether an improvement in oral performance occurred following the CLIL 

intervention. 

3.3 LEVEL OR TYPE OF RESEARCH 
 

This study is classified as applied research, since it is oriented toward solving a 

specific educational problem in a real context. Applied research, as explained by Hernández-

Sampieri et al. (2014), focuses on generating knowledge that can be used for decision-

making and for improving professional practice. In this case, the research seeks to provide 

useful information for the teaching of English as a foreign language in an intercultural 

indigenous setting, through the implementation and evaluation of a didactic proposal based 

on CLIL with indigenous cultural content. 

This study goes beyond a purely theoretical framework by actively designing, 

implementing and evaluating a classroom intervention to assess its effect on students’ 

speaking ability. The findings are generally meant to be a basis for future curriculum 

changes, teaching methods and other studies in similar settings. 

3.4 RESEARCH DESIGN  
 

The study adopts a quasi-experimental design of the pretest–posttest type with a 

single group. In this design, an intact group of students is selected, the dependent variable 

(English speaking level) is measured before the intervention, the intervention is 

implemented, and then the variable is measured again in order to compare the results 

(Campbell & Stanley, 1963; Hernández-Sampieri et al., 2014).  

Methodologically, this CLIL intervention merged Indigenous cultural content with 

English instruction in three distinct phases. The sixteen seventh-grade students at Unidad 

Educativa "San Gerardo" first completed a baseline speaking test. Following this, the 

culturally adapted curriculum was taught. The process concluded with a parallel post-test, 

providing direct data to measure their communicative growth. 
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This approach is applicable in educational settings where random assignment is not 

possible but where there is a need to measure the effect of an intervention (Campbell and 

Stanley, 1963). Bryman (2012) classifies such designs in the quantitative tradition, stating 

that they allow researchers to introduce interventions in real world settings and measure their 

effects using quantifiable data. The analysis of pretest and posttest data in the framework of 

this study provides quantitative evidence for the changes in speaking proficiency. This 

ensures that the intervention and assessment processes are conducted in a controlled and 

structured framework. 

3.5 STUDY POPULATION 
 

The study population consists of sixteen basic education students from the Unidad 

Educativa “San Gerardo,” located in the canton of Guano, province of Chimborazo, during 

the 2025–2026 academic period. Since this is a small and accessible group, the entire 

population was included in the study, without applying a sampling process. 

This decision aligns with what Hernández-Sampieri et al. (2014) describe as a census, 

in which all members of the study universe are included when the group size allows it. 

Working with all students ensures that the results reflect the actual behavior of the variable 

in the group where the intervention is applied, which is particularly suitable in small 

educational settings. 

3.6 SAMPLE SIZE  
 

Consistent with the previous section, the sample size corresponds to the total study 

population, consisting of the sixteen students who participated in the research. Working with 

the full population is methodologically appropriate in small educational contexts, as it avoids 

sampling-related bias and allows the findings to be directly applicable to the group involved 

in the intervention (Hernández-Sampieri et al., 2014). 

Thus, the results of the speaking tests obtained in the pretest and posttest represent 

all students in the selected grade, providing a complete view of the effect of the CLIL 

proposal based on indigenous cultural content. 
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3.7 DATA COLLECTION TECHNIQUES AND INSTRUMENTS 
 

The study uses quantitative data collection techniques and instruments, aimed at 

measuring and describing students’ English oral expression before and after the intervention. 

To gather data, the research utilizes oral performance assessments as both pretest and 

posttest instruments, specifically designed to objectively measure speaking proficiency in 

alignment with the study’s objectives. This methodology follows the logical framework of 

quasi-experimental designs, which relies on comparative measurements taken at different 

stages to quantify the effect of an intervention (Campbell & Stanley, 1963; Hernández-

Sampieri et al., 2014). 

The first phase is a diagnostic pretest to have a baseline of the students’ oral 

expression before the implementation of the CLIL activities. The assessments are short, 

purpose-built speaking tasks that draw on content from the English program and students’ 

Indigenous background. The student output will be assessed through a performance rubric 

that assesses important aspects of speech such as fluency, pronunciation, coherence and 

vocabulary use. Each of the criteria is assigned a numerical value, resulting in a global 

quantitative score for each participant in the study. The data collection process is therefore 

structured and replicable. 

After implementing the pedagogical intervention, a final speaking test (posttest) will 

be administered. This test is designed to be equivalent to the pretest in format, task types, 

and evaluation criteria. Using the same rubric and comparable tasks ensures methodological 

consistency between both tests and allows for a clear comparison of numerical results. The 

difference in scores between the pretest and posttest will describe the change in students’ 

oral expression level and evaluate the impact of the CLIL activities based on indigenous 

cultural content (Hernández-Sampieri et al., 2014). 

The data obtained from these tests will be tabulated and analysed using descriptive 

statistics such as averages and comparing scores before and after the lessons. Thus, the 

chosen tools are consistent with the quantitative method, descriptive scope and quasi-

experimental design, providing objective and clear data of the behavior of the variable. 
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In order to guarantee the greatest standards of objectivity and to mitigate potential 

rater bias in the assessment of oral production, a hybrid verification protocol was adopted to 

ensure the grading was as objective as possible, the study utilized the Gemini language 

model as a secondary tool to verify the pre- and post-test scores.  

To ensure accurate grading, the seventh graders' speaking tests underwent a dual 

review. The standard rubric provided the baseline scores, which were then cross-checked 

using the Gemini language model. Whenever slight scoring differences occurred, the 

researcher's final manual review served as the tiebreaker. This blended approach eliminated 

grading bias and established a highly objective foundation for the subsequent statistical 

analysis. 
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CHAPTER IV 
RESULTS 

 

4.1 RESULTS  
 

The participants of this study consisted of 16 students from the “San Gerardo” 

Educational Unit located in Guano, Chimborazo province, selected through purposive 

sampling during the 2025-2026 academic period. The participants are 9 girls and 7 boys with 

ages ranging between 11 and 12 years. 

Speaking Performance According to Criteria in the Pre-test 

To establish a starting point regarding the participants' speaking level, an initial 

speaking test was applied, distributed across four criteria verified through the rubric: 

Fluency, Vocabulary, Relevance & Coherence, and Pronunciation. The results are shown in 

Table 1. 

 

Table 1 

Descriptive Statistics of Speaking Performance Scores (Pre-Test) 

Criteria Min Max  Mean Median Standard Deviation 

Fluency 1 2 1.06 1.00 0.25 
Vocabulary 1 2 1.50 1.50 0.52 
Relevance & Coherence 1 3 1.75 2.00 0.58 
Pronunciation 1 2 1.31 1.00 0.48 

Pre-test Total 4 9 5.63 5.50 1.50 
Note. N = 16. The scores were gathered from a 16-point analytical speaking rubric  

 

The results shown in Table 1 evidence a clear trend in the participants' initial oral 

English performance. Broadly speaking, none of the participants reached the maximum score 

of 4 points established in the rubric for any criterion. Consequently, they obtained an overall 
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mean of 5.63 out of 16 points. The standard deviation of 1.50 implies that, based on the pre-

test results, the students demonstrated a relatively homogeneous performance in the skill 

under study. 

Regarding the limitations presented by the population, through the analyzed criteria 

of the rubric, it was determined that students achieved higher performance in Relevance and 

Coherence (M = 1.75, SD = 0.58), followed by Vocabulary (M = 1.50, SD = 0.52). The 

lowest values were obtained in Pronunciation (M = 1.31, SD = 0.48) and Fluency (M = 1.06, 

SD = 0.25). 

To determine the influence of the activities implemented through CLIL for the 

development of speaking skills in the population, a post-test was applied after four weeks. 

The proposal was analyzed sequentially, as detailed below. 

Speaking Performance According to Criteria in the Post-test 

The results in the post-test showed an improvement in all the speaking criteria 

evaluated. 

 

Table 2 

Descriptive Statistics of Speaking Performance Scores (Post-Test) 

Criteria Min Max  Mean Median Standard Deviation 
Fluency 1 3 1.81 2.00 0.75 
Vocabulary 1 4 2.88 3.00 0.81 
Relevance & Coherence 2 4 2.94 3.00 0.57 
Pronunciation 1 3 1.88 2.00 0.72 
Post-test Total 5 14 9.50 9.50 2.48 

Note. N = 16. The scores were gathered from a 16-point analytical speaking rubric  

 

The results shown in Table 2 evidence the improvements achieved by the participants 

across all analyzed aspects. In general terms, students increased both the mean and the 

median to 9.50 out of 16 points. This increase also produced a higher standard deviation of 
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2.48, which indicates that there was greater variability in the development of the participants' 

oral skills. 

The results show that the students performed better in Relevance and Coherence with 

a mean score of 2.94 and a standard deviation of 0.57. Vocabulary also showed relatively 

strong performance (mean = 2.88, SD = 0.81). In contrast, lower scores were identified in 

Pronunciation with M = 1.88, and SD = 0.72 and Fluency with M = 1.81, and SD = 0.75. 

These findings suggest that students were mainly capable of structuring and expressing their 

ideas, but aspects related to oral communication appeared to require further development. 

Comparison of Speaking Criteria (Pre-test and Post-test) 

A comparison was carried out between the measures of central tendency and 

dispersion of the students' performance for each criterion, before and after the intervention, 

to examine the scope of CLIL in the study population. 

 

Table 3 

Descriptive Statistics of Pre-test and Post-test Speaking Criteria Scores 

Criteria 
Pre-test Post-test 

Mean Median SD Mean Median SD 
Fluency 1.06 1.00 0.25 1.81 2.00 0.75 
Vocabulary 1.50 1.50 0.52 2.88 3.00 0.81 
Relevance & Coherence 1.75 2.00 0.58 2.94 3.00 0.57 
Pronunciation 1.31 1.00 0.48 1.88 2.00 0.72 

Note. N = 16. SD = Standard Deviation. Scores represent student’s oral performance in each 
speaking criteria at each measurement point. 
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Figure 1 

Comparison of Student’s Mean Speaking Scores Between Pre-test and Post-test 

 
Note. N = 16. Percentages represent the relative change across mean scores for each speaking 
criteria. 

 

As illustrated in Table 3, a comparative analysis confirms a consistent upward trend 

across all evaluated speaking criteria following the CLIL-based intervention. Significant 

improvements were recorded in all areas, with Vocabulary showing the most substantial 

growth at 91.67% (rising from a mean of 1.50 to 2.88). Fluency also experienced a notable 

increase of 70.59% (from 1.06 to 1.81), while Relevance & Coherence improved by 67.86% 

(from 1.75 to 2.94). Lastly, Pronunciation demonstrated a positive shift, with a 42.86% 

increase (from 1.31 to 1.88). Additionally, Figure 1 shows a positive and consistent 

improvement trend in all speaking performance criteria. The most evident changes in the 

Post-test occurred in Vocabulary and Relevance and Coherence, followed by Fluency and, 

finally, Pronunciation. 
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Comparison of Overall Speaking Performance Between Pre-test and Post-test 

Once the changes in each criterion were examined, the total performance scores of 

the pre-test and post-test were analyzed. 

 

Table 4 

Descriptive Statistics of Pre-test and Post-test Total Speaking Scores 

Statistic Pre-test Post-test 
Min 4 5 
Max 9 14 
Mean 5.63 9.50 
Median 5.50 9.50 
Standard Deviation 1.50 2.48 

Note. N = 16. Total scores represent the sum of the four criteria in each measurement point 

Figure 2 

Comparison of Mean Total Scores Between Pre-test and Post-test 

 

Note. N = 16. Mean scores represent the total speaking performance. 

5.63

9.50

Mean Comparison

Pre-test Post-test

68.89%



 

 

 

 

37 

 

As shown in Table 4, the total speaking performance score improved from a mean of 

5.63 in the Pre-test to 9.50 in the Post-test. Similarly, the minimum score increased from 4 

to 5, while the maximum score went from 9 to 14. The median increased from 5.50 to 9.50, 

indicating an overall improvement of 4 points. The standard deviation rose from 1.50 to 2.48, 

indicating a slightly higher dispersion after the CLIL intervention. Figure 2 graphically 

illustrates the total increase in the means of the Pre-test and Post-test, supporting the results 

in Table 3. 

In general terms, an overall improvement was observed in the performance of each 

evaluated speaking criterion, with greater improvements in Relevance and Coherence and 

Vocabulary, which had shown greater limitations when previously evaluated. Likewise, in 

terms of overall performance, the CLIL intervention promoted improvements in the students' 

oral performance. However, these descriptive findings do not allow for the establishment of 

a statistically rigorous relationship between the improvement in oral performance and the 

implementation of CLIL-based activities. For this reason, a research hypothesis was 

proposed and tested using inferential statistical techniques. 

Hypothesis Testing 

The following pair of hypotheses with right-tailed directionality was proposed to be 

verified through inferential statistical testing at a significance level of α = 0.05. This 

approach is supported by the improvement suggested through the descriptive analysis. 

H0 (null hypothesis): The implementation of CLIL based activities does not produce 

a statistically significant improvement in student’s English speaking performance based on 

indigenous cultures in basic education. 

H1 (alternative hypothesis): The implementation of CLIL based activities produces 

a statistically significant improvement in student’s English speaking performance based on 

indigenous cultures in basic education. 

To choose the most appropriate inferential statistical tests, the first step was to check 

the assumption of normality within the dataset. 
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Assessment of Data Normality 

Given the study’s specific sample size (N = 16), the Shapiro-Wilk test was employed 

to examine the distribution of scores across both measurement intervals. This procedure 

ensures that the subsequent selection of statistical tests is scientifically sound and accurately 

captures the effect of the intervention under the observed data conditions. 

 

Table 5 

Shapiro-Wilk Normality Test Results for Pre-test and Post-test Scores 

Measure W-Statistic p-Value p-Holm* 

Pre-test 0.88541 0.04715 0.0943 

Post-test 0.96374 0.7299 0.7299 
Note. N = 16. *Adjusted p-values were computed with the Holm-Bonferroni correction to 
control Type I error in multiple normality tests.  

 

As shown in Table 5, the test results indicate that the Pre-test does not follow a 

normal distribution (p-value = 0.04715 < 0.05), while the Post-test scores do follow a normal 

distribution (p-value = 0.7299 > 0.05). However, because the probability value of the pre-

test was close to the significance level, the Holm-Bonferroni correction was applied to 

control for Type I error. None of the adjusted measures were statistically significant (p-Holm 

> 0.05). For this reason, there is insufficient evidence to reject the normality assumption in 

the analyzed measurements. 

Based on the results of the normality check, the Wilcoxon Signed-Rank non-

parametric test was chosen as the main method to test the hypothesis. This choice was made 

because the sample size is small and the pre-test value was very close to the significance 

limit. Additionally, the Paired Samples T-Test was used as an extra step to look at the results 

from a parametric perspective. 
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Wilcoxon Signed-Rank Test Results 

The analysis of related data relied on the Wilcoxon Signed-Rank test, executed within 

the R statistical environment. Furthermore, JASP software was employed to compute the Z-

statistic, a necessary metric for determining the magnitude of the intervention’s effect size. 

 

Table 6 

Wilcoxon Signed-Rank Test Results for Pre-test and Post-test Comparison 

Data W Statistic Z statistic 
Median 

Differences 
p-Value 

Effect Size 
(r) 

Post-test and Pre-test 120 3.408 4 0.0003421 0.85 
Note. N = 16. Effect size (r) was calculated as r = Z / √N. 

Figure 3 

Boxplot Comparison of Post-test and Pre-test Scores 

 

Note. N = 16. Medians: Post-test = 9.50, Pre-test = 5.50, Difference of medians = 4. There 
were no outliers 
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The results of the Wilcoxon Signed-Rank test presented in Table 6 show a 

statistically significant difference between the Pre-test and Post-test scores (W = 120, p-

value = 0.0003421 < 0.05). The very low probability value is less than the significance level 

α = 0.05. According to the decision rule of the Wilcoxon Signed-Rank test, the null 

hypothesis is rejected. This means that the implementation of CLIL-based activities suggests 

a statistically significant improvement in the students' speaking performance. Furthermore, 

this observed improvement is unlikely to be due to chance. 

Additionally, the effect size was calculated using the formula (r) = Z / √N, where N 

is the number of observations. In this case, Z = 3.408 and √N = √16 = 4, resulting in (r) = 

3.408 / 4 = 0.85. This value indicates a very large effect size, suggesting a strong practical 

impact on the participants' oral performance following the intervention. 

A similar trend can be observed in the boxplots presented in Figure 3. The 

distribution of Post-test scores is generally higher than that of the Pre-test, with the median 

increasing from 5.50 to 9.50. This difference of four points suggests an overall improvement 

in students' performance between the two stages of assessment. This evidences a sustained 

improvement among all participants, which reinforces the findings obtained in the Wilcoxon 

Signed-Rank test. 

These results should however be interpreted with caution. This quasi-experimental 

design lacks a control group, so it can not be cannot be said that the intervention was the 

only explanation of the improvements. External variables could have also influenced the 

students' performance over time. 

Additional Parametric Testing: Paired-Samples T-Test 

To make sure the findings were completely reliable, the data was double-checked by 

running a paired-samples t-test in R software. This extra step provides a parametric 

viewpoint to confirm that the results remain steady and consistent. 

 



 

 

 

 

41 

 

Table 7 

Paired-Samples t-Test Results for Pre-test and Post-test Comparison 

Data t Statistic Mean Difference p-Value Cohen’s d 
Post-test and Pre-test 7.188 3.875 0.000001567 1.797 

Note. N = 16. Cohen’s d was calculated using the t statistic for paired samples as d = t / √N. 

 

Figure 4 

Probability Distribution of the Paired-Samples t-Test 

 

Note. N = 16. Right-tailed t-test at α = 0.05. The observed t value = 7.188 falls in the H0 
rejection region. 

 

The results in Table 7 show a statistically significant difference between the pre-test 

and post-test (p-value = 0.000001567 < 0.05). For this reason, the null hypothesis is rejected. 

This indicates that the implementation of CLIL-based activities suggests a statistically 
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significant improvement in the English oral performance level of the 16 participating 

students from the “San Gerardo” Educational Unit. 

To verify this finding, the effect size was calculated using Cohen's d based on the t-

statistic for paired data, as shown below: 

𝑑 =  𝑡√𝑁 

 

Where: 

t = 7.188 

√N = √16 = 4 

Therefore: 

d = 7.188 / 4 ≈ 1.797 

 

According to the intervals defined for Cohen's d, the value of d = 1.797 is considered 

a very large effect since it exceeds the conventional threshold. This suggests not only strong 

statistical significance but also strong practical significance in the students' oral performance 

following the intervention with CLIL-based activities. 

Similarly, Figure 4 shows that the observed t-statistic of 7.188 falls to the right of the 

rejection region for the null hypothesis (H0). This graphically supports the findings of the t-

test. That is, the improvement in speaking skills observed in the study population is 

associated with the pedagogical intervention through CLIL-based activities and is not a 

product of chance. 
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Pedagogical Implications 

The findings of the present study suggest several implications for English language 

teaching in intercultural contexts. For instance, the sustained improvement across all 

speaking criteria indicates that the integration of content and language through CLIL can 

enhance the development of oral skills when learning is integrated into the students' cultural 

context. 

The clear improvement in coherence and vocabulary validates the effectiveness of 

the culturally anchored CLIL strategy for seventh graders. However, the slower growth in 

pronunciation and fluency identifies a critical challenge: developing spontaneous linguistic 

accuracy demands longer exposure and more practice than the current intervention provided. 

The findings suggest that in the long run English classes should be places where 

language and cultural identity come together. Beyond simple repetition, the classroom can 

be a place for real, meaningful conversations. Teachers can enhance language learning and 

greatly increase student motivation by incorporating elements of their Indigenous culture. 

4.4 DISCUSSION 
 

The findings of this research indicate that the implementation of the CLIL approach, 

rooted in indigenous cultures, led to a statistically significant improvement in the English 

oral expression of the participants The inferential analysis demonstrated that the 

improvement in speaking skills was not by chance, but rather a direct effect of a structured 

pedagogical intervention. Furthermore, the effect size calculated for this impact is "very 

large" and provides solid empirical validity to the strategy used with this group of basic 

education students. This significant improvement is consistent with the assertion of Hattie 

(2009) who states that educational interventions with an effect size above a certain level are 

a very successful influence on student learning. 

The students made impressive progress by designing lessons that connect English to 

their everyday lives. The normal English classes are very focused on the grammar rules, but 

adding the Andean worldview the classroom became a space for the students to express their 
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own ideas with the language instead of feeling forced to learn something foreign. The 

students had a real reason to speak by tying the lessons to their cultural roots. Their 

vocabulary and their organization of thoughts improved significantly. When students can 

link a new language to their own culture, it lowers their stress and makes learning much 

easier. This perfectly shows Coyle's (2010) idea of "Culture" in the 4Cs model of CLIL in 

action. 

The comparison of these results with current Ecuadorian research shows a clear 

convergence. These results are consistent with the studies of Tapia and Vega (2024) and 

Terán Molina et al. (2024) that confirmed the fact that CLIL promotes a more dynamic and 

communicative use of English in local contexts. This trend in oral proficiency is also 

supported by the more general evidence from Lorenzo, Casal and Moore (2010) who found 

that students in CLIL contexts achieve consistently higher levels of competence in 

productive skills than students in traditional settings. Nonetheless, this research makes a 

distinctive contribution by proving that such educational success can be achieved in primary 

education when instructional content is deliberately anchored in Indigenous heritage. This 

perspective finds strong support in Walsh’s (2017) conceptualization of interculturality, 

which posits that when the "unfamiliar" (the foreign language) is approached through the 

lens of the "familiar" (the native culture), acquisition transcends mechanical repetition and 

becomes a vehicle for student empowerment. 

Furthermore, the documented progress finds solid ground in established language 

acquisition theories. The evolution in speaking performance was facilitated through social 

interaction within the students' Zone of Proximal Development, as theorized by Vygotsky 

(1978). At the same time, the presence of indigenous identity worked as a trigger to lower 

the “affective filter” (Krashen, 1982). Students felt less anxious and showed a significant 

improvement in self-confidence when dealing with themes related to their own heritage, 

which led to a more spontaneous oral production. Other intercultural studies have also 

reported similar results. Students’ WTC is significantly higher when they perceive their own 

culture as a valuable academic asset. 

However, a closer look reveals that language development is a complicated process. 

For instance fluency was slower to develop than vocabulary or coherence. This difference, 
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as in other indigenous educational contexts, may be explained by the intrinsic complexity of 

the phonetic automation in a foreign language in a limited time. The 4-week intervention 

was enough to significantly improve lexical resources and organizational skills, but speech 

naturalness needs longer exposure. These results must be understood within the context of a 

small, specific population, but the general upward trend confirms that CLIL located 

culturally is a powerful driver for overcoming the initial barriers of oral production in rural 

or intercultural settings. 

To sum up, this research proves that English classes in Ecuador can step away from 

traditional teaching. When English is connected to Indigenous culture, it stops being just 

another school requirement and becomes a tool for students to express who they are. These 

findings show exactly why basic education needs to move toward methods that embrace 

local culture. It turns out that valuing a student's roots is the most powerful way to build their 

communication skills for a globalized world. 
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CHAPTER V 
CONCLUSIONS AND RECOMMENDATIONS 

 

5.1 CONCLUSIONS  
 

Regarding the first objective of diagnosing the initial oral proficiency of the seventh-

grade students, it is concluded that the participants began the research process at a 

fundamental elementary level. The diagnostic phase revealed significant structural barriers 

in language production, characterized by a restricted lexical range and a lack of phonetic 

precision. These findings confirmed that conventional pedagogical models had failed to 

provide the communicative tools necessary for students to express themselves with 

autonomy, thus validating the urgent need for a methodological shift toward more 

contextualized approaches. 

As for the second goal of combining CLIL with Indigenous culture, the results prove 

that cultural identity really motivates students to learn a language naturally. When English 

was linked to their heritage and everyday lives, it stopped feeling like a forced academic 

chore and became a genuine way to express themselves. This match made it easier for 

students to connect their thoughts and engage deeply with the material. It confirms that when 

lessons respect the students' culture, the usual stress and mental blocks of learning a foreign 

language drop significantly. 

Finally, regarding the evaluation of the effectiveness of the intervention, the 

inferential statistical data provides conclusive evidence of a significant change in the 

speaking proficiency of the participants. These metrics allow us to reject the null hypothesis 

unequivocally, thus proving that the improvements we have registered are a direct 

consequence of the systematic pedagogical design. Given the large magnitude of the 

calculated effect size, it can be safely concluded that a CLIL approach based on Indigenous 

traditions is a very reliable and efficient strategy. These findings show that respecting and 

including a student’s cultural background is beyond a cultural validation, it offers a powerful 

foundation for the development of proficient communication in a globalized context. 
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5.2 RECOMMENDATIONS 
 

Based on the findings and the successful outcome of this research, the following 

recommendations are proposed: 

It is recommended that the educational institution continues to implement culturally 

responsive CLIL strategies, extending the duration of the interventions to at least one full 

academic term. This would allow for a deeper stabilization of phonetic accuracy and a more 

natural development of speech fluency over time. 

Moving forward, educators are encouraged to expand this approach into reading and 

writing lessons. Trying this out will help us see if using the students' culture as a bridge 

works just as powerfully to develop well-rounded literacy. 

For future research, it is suggested to replicate this study with a larger sample size 

and the inclusion of a control group. This would provide even more robust data to generalize 

the benefits of linking indigenous worldviews with English Language Teaching across 

different rural and intercultural settings in Ecuador. 
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ANNEXES 

Appendix A: Official Research Authorization and Ethical Commitment for Child and 
Adolescent Rights Protection 
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Appendix B: Photographic Evidence of Pedagogical Implementation 

 

              

 

             

 

 

 

Appendix C: English Oral Proficiency Assessment Instrument (Pretest/Posttest) 
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Appendix D: Audio Records Log 
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Appendix E: Didactic Materials and Visual Aids for CLIL Implementation 

 

      

        

       

 

 

 

 


