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INTRODUCTION
Given the context of personalised learning in the current European
environment, and European national policies going forward, it is clear that
there is little focus on the personalisation of learning for adults, especially in
informal environments. Despite the internet providing almost unlimited open
educational resources (OERs) for language learning through self-directed
learning (SDL), many students still choose to study their target language in
group classes, either physically or remotely. The direct exposure to a
language teacher and other, like-minded students provides something which
cannot always be achieved through SDL using OERs.
The aim of the PLGE project is to provide language teachers with a set of
innovative tools in an individual platform, along with the skills and knowledge
to be able to offer adult learners high quality, personalised learning
opportunities in adult, group language courses.
This report is part of the first action included in PLGE Project, Intellectual
Output 1: Handbook/Guide on Differentiation. The Handbook includes a series
of successful differentiation techniques or methodologies and case studies
coming from the consortium countries. The main intention is to offer an easy
and intuitive way to implement these practices in the classroom. Through the
Handbook, it will be possible for future users to go through thoroughly
explained different examples, in order to facilitate their future use or
adaptation to the requirements of the teacher.
In some cases, the included techniques and case studies often concern formal
education and younger learners, but they can be used as inspiration for
application with adult learners.
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DIFFERENTIATED INSTRUCTION
Although differentiated instruction appears to be a brand-new, modern and
emergent technique, nothing could be further from the truth. The first
examples of differentiated instruction date back to the Ancient Greece and
Egypt, where mentors and educators planned different approaches adjusting
the educational plans to each learner, to provide the best education methods.
The history of the differentiated instruction continued in medieval times,
when the education consisted of a bunch of different aged people gathered in
a room, listening to one only teacher.
While education became more widespread and common, students started
being separated and grouped by age- as the education transitioned to grading
schools-, being assumed that all students could learn and assimilate the
knowledge at the same pace. Nevertheless, experts afterwards started to see
that not every student could assimilate the same information equally, or that
some methods were more useful with some students and some were not.
Therefore, in the seventies differentiated instruction started to become a
more common way to make students more engaged in learning. This teaching
style still persists now and it’s getting more and more important, because
each year more educators aim to improve their teaching skills and provide
their students with personalised learning pathways to set a new and efficient
approach to education.
Differentiated instruction is an educational approach that means using
different strategies to teach given material to the students, enabling teachers
to plan how to meet the needs of each student. This kind of education allows
teachers to adapt the instruction to all the students, their readiness, interests
and learning preferences. In this way, educators are able to build new
teaching processes, which connect knowledge to the learning abilities and the
preferred ways of working. Differentiated instruction can be used no matter
the age of the students, so it is useful for youth but also for adult and VET
education, even for elderly education.
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Usually, to succeed in the differentiation of the education, teachers need to
have different ways of approaching elements of the materials and,
differentiation that can be reached including the change of this dimensions:


Content



Process



Product (expected product)



Interest (of the learner)



Profile (strengths and weaknesses)



Readiness

The adaptation of content needs to be planned and to happen simultaneously
or by sequence, depending on the goals of the differentiation. It needs to be
based on planning, before the actual class starts. The teacher needs to be
also able to respond to the unforeseen circumstances or new needs that could
appear.
In order to prepare a good differentiated instruction strategy, the teachers
must be open to the challenges and difficulties, and also be willing to:
o

Know how to group students considering their different interests or
abilities.

o

Design programs considering the different learning styles and paces.

o

Create a safe and supportive environment for all the students .

o

Develop new and innovative assessment methods.

o

Assess the students before, during and after their learning.

o

Adjust lesson content to fine-tune them to students’ needs and
interests.

Several benefits can be seen while using differentiated education:


It is effective for high-ability students but also for students with any
disability. It benefits every need of every student.



It is proven that students take more responsibility for their learning
and they show more interest on it.



Students are more engaged in learning and there are fewer discipline
problems in classrooms where teachers use differentiated instruction.
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POLAND
MNEMONIC METHOD
Title of the activity
Using the mnemonic method in teaching a foreign language.

Objectives of the activity
Learning a foreign language is based on the knowledge of vocabulary
in various topics (family, travel, business, love, health, etc.). However,
memorizing new vocabulary is often a difficult, arduous and long-term
process (sometimes resulting as ineffective). Learners need to repeat, revise
or study information (words or phrases) a few times, to be able to remember
them longer. The mnemonic method is one of the most effective techniques
of memorizing. This method engages the senses, stimulates creativity and
enables transferring creative ideas into actions.
The objectives:
supporting learners in memorizing information efficiently (faster and
easier),
encoding learned words in the memory for a longer time,
categorizing and grouping vocabulary items,
providing individual approach to each learner,
introducing diversity to the classroom by the use of various techniques,
making lessons more interesting.

Target group
This method is good for all learners, regardless of the age. The mnemonic
method offers a lot of various techniques. Everyone will find something for
themselves. The techniques can be applied to every level of knowledge and
any learning needs. Visualizers (learning from seeing) can learn effectively
for example by using graphic associations or memory maps. Audiles (learning
from hearing) can learn a foreign language by telling a story.
“This project has been funded with support from the European Commission.
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Step-by-step activity
Useful information regarding the necessary steps for the preparation and
development of the activities will be included.
The teacher should teach learners interesting issues, but also show different
ways to facilitate learning. Many learners have the problem with memorizing
a lot of words at one time. This is due to the fact that sometimes these words
are very difficult or during the lesson there is too much material to learn. The
teacher should approach each student individually and find techniques that
will interest learners. There are quite a few different techniques, for example:
Substitute word technique - based on building colligations between a
new word and those that we already know (in a native language or foreign
language – it depends on our level of knowledge). Sometimes one word
is not enough to create a colligation and we have to use a few substitute
words. Remember, that there is no one correct answer. Most important
is that the learners have associations with these substitute words (for
example: bride with bright, learners can match bride with smile, from
whom the brightness shines).
Association - sometimes learners can’t find a substitute word, then they
can create an association with the word (for example: willows can
symbolize sough).
Grouping of elements – grouping new words is very useful. It
is possibility to do this in different ways (for example: using tables
or division into thematic sections like health, family, clothes, etc.).
Creating a story with new words – a story helps to stimulate
imagination.
Mind maps – this is a form of grouping elements. In this technique there
can be a lot of different categories.
The method of learning a foreign language based on associations is most
effective when imaginations are positive (the human brain eliminates
negative, difficult situations from the memory). Important are intense colours
appearing in the imagination (bright images are remembered more quickly),
“This project has been funded with support from the European Commission.
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also activities that are dynamic, funny, original, absurd, and very big
or small/deformed in size. All these factors help learners to learn quicker and
to remember for a longer. The association should be easy and use images,
words that learners already know.
The teacher should use different techniques during the lesson, also combine
known methods. Then, the classes will be more interesting and approachable
for the learners. If learners are involved, they remember more information
from the class.

Results, skills and/or competencies to be acquired
The most important result is the fact that learners remember words
or phrases faster and easier. English learning by associations has an impact
on the memory. Learners remember the words which they have been learning
for a longer period of time. Each learner can choose the technique that is best
for them. Therefore, the English learning is individualised, because each
student creates sentences, words, story at their own level. Learners don’t get
bored during classes, because they are involved.

Advantages/Strengths of the methodology
The mnemonic method offers various techniques, which include:
exercising the long-term memory,
grouping the material acquired by learners,
supporting learners in memorizing new material,
engaging the learners during classes,
increasing learners’ creativity,
strengthening the concentration of the learners during the lesson.
Many scientists talked about the effectiveness of mnemonics:
Paivio claims that there are two codes to store information in the longterm memory (verbal and visual information). Most mnemonics are based
on double-coded information (for example: words and images). This
allows to quickly recall information during the reproduction phase.
“This project has been funded with support from the European Commission.
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Galos (another scientist) thinks that the mnemonic method is effective,
because imagining various situations is considered to be a stimulated
action. Why is it important? Edgard Date created a pyramid on the
efficiency of remembering information. In his opinion, humans remember
most information through action (90%). Reading allows you to remember
about 5-15% information and hearing – about 10-20%.
According to Buzan's theory, the process of memorization based on the
mnemonic method consists of the cooperation of the two hemispheres of
the brain. As a result, learning is more efficient.

References/Videos/Further information
Jaszczyk,

M.

(2015).

Mnemonics

in

foreign

language

lessons

[online] Available at: https://www.researchgate.net/publication/290920383
_Mnemotechniki_w_nauczaniu_jezykow_obcych_Eng_Mnemonics_in_Foreig
n_Language_Lessons
Marija blogspot (2012). Daj mi to apple, czyli jak wykorzystać mnemotechniki
w nauce języka. Available at: http://si-je-marija.blogspot.com/2012/12/dajmi-to-apple-czyli-jak-wykorzystac.html
Korepetycje24

(n.d.)

Mnemotechniki

w

nauce

języka

angielskiego. Available at: https://www.korepetycje24.com/czytelnia/mnem
otechniki-w-nauce-jezyka-angielskiego
Plecak I Walizka, podróżniczy blog dla kobiet (n.d.) Warsztaty językowe 11:
Mnemotechniki

–

Jak

zapamiętać

nowe

słówka?

Available

at:

http://plecakiwalizka.com/warsztaty-jezykowe-11-mnemotechniki-jakzapamietac-nowe-slowka/
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DIRECT METHOD
Title of the activity
Learning English with THE DIRECT METHOD

Objectives of the activity
The direct method is one of the earliest methods of learning a foreign
language. The method involves the interaction between the teacher and the
students. The main objective is to develop students' conversational skills by
motivating the students to speak during the class. A lot of people have
a language barrier. This method shows students how they should listen,
speak, read and write. But above all, the direct method teaches them to think
in a foreign language. Another objective of this method is free communication
without any barriers. The grammar isn’t the most important here. The most
important outcomes are free communication, diverse vocabulary and good
pronunciation. The direct method minimizes the use of the mother tongue
during foreign language teaching classes.

Target group
The direct method is for all people. There are different opinions, for example
that children learn faster and absorb more knowledge than adults, which isn’t
true. With this method, regardless the age, both children and adults can
achieve great results. The direct method is very useful at the initial stage
of English learning, but not only. The teacher adapts the level of language
to the students. This method is also great for those who want to overcome
the language barrier and learn free communication in a foreign language.

Step-by-step activity
1. Classes should take place in small groups. This is very important,
because in large groups, the teacher will not have enough time to
approach all students.
2. During classes, the teacher should speak in the foreign language.
Sometimes it is acceptable to explain new words in the mother tongue,
“This project has been funded with support from the European Commission.
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but this isn’t recommended. The method focuses on issuing commands
by the teacher in a foreign language in order to activate all students
and encourage them to speak.
3. Lessons should be fun, dynamic and interesting. The teacher's task
is to ensure that the student will not get stressed and will want to get
involved.
4. At the beginning of the lesson, the teacher should explain vocabulary
and grammar. The vocabulary should be useful.
5. During the classes, the teacher should introduce the typical
exercises of the direct method, for example:


memorizing dialogues,



asking questions and giving answers (the teacher asks a question
and indicates the person who is going to answer this question),



completing dialogues,



transforming sentences,



replacing a word in a sentence with another word,



grammar games,



reading texts aloud.

Please note: at the beginner level of learning, the teacher asks a question
and answers it, only then indicating the person who is going to repeat this
answer. The teacher should speak at a normal pace and may repeat the
sentence several times, but in a normal pace (not slowly).
6. The grammar isn’t the most important in this method, but the teacher
should teach to speak grammatically correct. When the student says
a sentence incorrectly, the teacher should correct him/her (but very
politely). It is very important, that the teacher doesn’t discourage the
student to speaking.
7. The teacher is advised to use audio materials during the classes.
8. The teacher should do a repetition of the material. (This is very
important, because learning a foreign language is similar to learning
to play an instrument, i.e. the piano. When the pianist practices a lot,
he/she plays smoothly and does it from the memory.
“This project has been funded with support from the European Commission.
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Results, skills and/or competencies to be acquired
Students

communicate

freely

and

don’t

have

any

problems

with

understanding the interlocutor. They can pronounce the words correctly. They
know a lot of words and phrases. They don’t have any language barrier and
aware of their skills, therefore being more confident when speaking.

Advantages/Strengths of the methodology
The direct method allows each student to achieve very good results. About
80% of the lesson is speaking practice (based on a controlled dialogue
between the teacher and the student). Thus, the students learn free
communication quickly and more effectively.
According to this method, learning a foreign language is very similar
to teaching a baby to speak. First, the students hear new words and phrases.
Next, they repeat these words or phrases, which the teacher said earlier.
Finally, the students learn reading and writing.
The direct method helps to overcome shyness. A lot of people have
a language barrier. It is the biggest problem while learning a foreign
language. It is often the case that people know a foreign language very well,
but they are ashamed to speak it. This is because they are afraid to make
grammatical mistakes, pronounce incorrect words, etc. This problem
disappears while the first class when students have to answer the teacher’s
questions. In this way they overcome shyness and improve speaking by each
lesson. The teacher works individually with each student, so they can ask
any question, easy or difficult ones. If the student doesn’t understand the
question, the teacher can also explain it by simplification, depending on the
student's level of knowledge.
Based on: https://www.youtube.com/watch?v=Yb_72FxdiP0
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SPAIN
CLASSROOM CORNERS
Title of the activity
Classroom Corners

Objectives of the activity
The Classroom Corners Methodology is a widely used methodology in Spain,
especially among child education.
This methodology divides the classroom in parts, where each part is devoted
to a concrete activity. According to various authors, this allows the children
to become more autonomous while facilitating personal interactions and the
development of creativity.
Organizing the class by corners is a pedagogical strategy that allows
integrating the learning activities to the basic needs of the child, as well as
an attempt to improve the conditions that make possible the active
participation of children in the construction of their knowledge.
The corners, understood as spaces of growth (Quinto Borghi, 2005) facilitate
children the possibility of doing things, individually and in small groups. At
the same time, they encourage children to think on what they are doing: they
play, they investigate, they explore, find solutions, concentrate, act calmly
without the obsession to obtain immediate results at all costs.
Another important objective of this methodology is imagination. Most
materials used can be recycled, reused or similar. Teachers can also
encourage the use of materials from nature or any other thing that can boost
the student imagination.
It is a quite autonomous way of working, so it requires the teacher to be able
to clearly explain the students what they are supposed to do in each corner,
in a way that will allow them to carry on their work by themselves. This way,
“This project has been funded with support from the European Commission.
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the role is reverted, and the students are the ones selecting and producing a
network of interactions.

Target group
This type of methodology is especially implemented on children, more
concretely children between 3 and 7 years old. Considering this, it is possible
to use it on the beginning phase of learning of the new language.

Step-by-step activity
The first thing to be thought of when using this methodology is how many
corners the room should have; this means, the main areas that are going to
be dealt with.
Once we have decided the areas that are going to be dealt with, it is time to
prepare each of the corners. Some examples of corners are:
Carpet

corner,

in

which

speaking

activities

can

be

performed

(explanations, debates, reading of tales…). It normally requires products
such as carpets, cushions…
Building corner: this type of corner allows to learn about space,
mathematical language and knowledge. Some required material may be
blocks, puzzles, toy cars…
Arts corner: this corner aims to boost the child’s creativity. It is better if
this corner is not located on a corridor and if it has easy access to water.
Some examples of materials can be paint, putty, etc.
Experiences corner: in this type of corners, students have objects such as
sand watches, balloons… and students have to experiment with them,
getting questions from the teacher.
Each day, students will decide which corner they want to work in. The teacher
will have to carry out a registry of the corners that students use, in order to
make sure they go to all available corners along the week. In order to carry
out this registry, such as boxes with pictures of the corners, and along the
week students have to carry the pictures to the quadrant.
“This project has been funded with support from the European Commission.
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Another important point of this methodology is that it depends on the room;
when carrying out the methodology, it is important to have this in mind.

Results, skills and/or competencies to be acquired
According to the Andalusia Federation of Teaching, this methodology allows
to:
Organize work
Get active participation
Encourage oral expression
Develop a flexible methodology
Educate in respect and help
Promote the acquisition of knowledge
Promote autonomy, creativity and imagination
Follow a record of compliance with the rules
Observe the affective relationships established among the students.
Evaluate if the proposed objectives have been achieved through the sheet
of evaluation record.

Advantages/Strengths of the methodology
The main benefits of this methodology are:
It increases the desire of learning of students.
It boosts their investigation urges
Children become more aware of their own possibilities and knowledge
Children become more autonomous and responsible with the material and
their own actions
Working with corners allow a certain degree of flexibility and boosts
creativity while leaving children with enough space to think and reflect

References/Videos/Further information
LOSCOS PABLO, N. (2017). Los Rincones en el aula de Educación infantil
en....

[online]

Revista

Ventana

Abierta.

Available

at:

http://revistaventanaabierta.es/los-rincones-aula-educacion-infantil-ingles/
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CLIL
Title of the activity
Content and Language Integrated Learning (CLIL)

Objectives of the activity
CLIL is one of the broadest ways of learning languages. Defined by the
European Commission, it is a methodology by “which pupils learn a subject
through the medium of a foreign language.”
The main objective of CLIL is to help students learn a language while learning
another subject. Through it, students get to learn the subject while practicing
the foreign language and getting used to its use in a different area than simply
language classes.
Another objective of CLIL is to turn the foreign language into something more
than a skill, a “vehicle” by which students can learn other things. This way,
the language becomes even more important in the student learning.

Target group
This methodology can be used at any age, and it is currently used at school
age (from 3 to 18 years old). However, if wanted it can be used at non-formal
or leisure activities (such as, for example, learning to paint using a foreign
language).
In Spain, this type of methodology is quite broad, especially considering that
many of the regions in the country have their own regional language. It is
very common to find schools teaching in 2 or 3 languages (Spanish, the
regional language and English).

Step-by-step activity
When using CLIL, more than steps, we find points that teachers have to
ensure they meet in order to ensure the methodology is useful:

“This project has been funded with support from the European Commission.
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Teachers cannot just use their previous methodology. They have to adjust
it to the content and the children comprehension, in order to make sure
they understand.
Teachers have to make sure they are not just repeating content and
assuming students understand. When using CLIL it is essential to have a
more proactive classroom with activities, group work, etc. that
encourages a higher focus on the learning.
Also, the materials used will probably have to be prepared singularly for
the class, in order to make sure the content and level is adequate.
It is always important to remember when using CLIL that the main focus
is the subject, not the language. If we focus more on teaching the
language than on teaching the subject, it ends up becoming an English
lesson instead of CLIL.

Results, skills and/or competencies to be acquired
CLIL aims at improving the skills and competences of students in the foreign
language while teaching them another subject at the same time. It allows the
student to learn the language in a way that otherwise would not be possible,
naturally increasing their vocabulary knowledge especially on certain areas.

Advantages/Strengths of the methodology
The main advantages of this methodology are:
Increase of students’ motivation towards learning
Students have a quicker progress learning the language that they would
have in separate subjects.
Students become more aware of foreign cultures due to the combination
of language an subjects’ signification, making them able to see “the big
picture”.
Students will better learn the interconnection between things.

“This project has been funded with support from the European Commission.
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ITALY
STORYTELLING
Title of the activity
Storytelling

Objectives of the activity
Storytelling Methodology is a unique way for learners to develop an
understanding, respect and appreciation for other cultures, and can promote
a positive attitude to people from different lands, races and religions.
Storytelling is the original form of teaching. It is more than a way of
exchanging information and extending ideas, it is their means of reaching out
and connecting with other people. Stories can link not only between the world
of classroom and home but also between the classroom and beyond. Stories
provide a common thread that can help unite cultures and provide a bridge
across the cultural gap. Therefore, it fits perfectly with PLGE perspective.
This methodology applied to Mixed Ability Classes was developed by the
French Professor Favrot in 2004 and re-proposed by Ca’Foscari University of
Venice in one of their paper as an interesting approach to language teaching
in this specific learning environment.
Teachers can share their own stories, just for fun: tell students about when
they were their age, about times they failed, succeeded, or about memorable
lessons they learned. This builds a strong connection between the teacher
and his/her classroom, letting them know that s/he can relate to them, and
vice versa.
Use stories as introductions: Just as teachers encourage students to use
attention-getting devices for their essays and speeches, teachers can use the
same technique as educators. Begin class with an interesting story, but one
that is relevant to the lecture’s focus.
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Use stories as illustrations: When teachers are hammering through a
relatively difficult concept with their class, one easy way to explain it is to
illustrate the concept with a story. When facts and figures won’t do, simple
narratives sometimes can.
The storytelling to learning goals: teacher want their students to develop
listening skills, and we can incorporate storytelling into the larger picture of
achieving these outcomes.
Tell stories to engage reluctant learners: Some students experience
difficulty connecting to drab textbooks or abstract concepts. However, those
same learners typically have little struggle connecting to stories. Through
telling stories, you make life and learning more relevant, giving reluctant
learners a better angle of engagement.
Storytelling works because of its simplest form and it remains a powerful
element of communication, with the narrative being equally as compelling as
essays and textbooks. They humanize learning. It offers us the opportunity
to connect to like-minded characters or see the world literally from within
someone else’s skin. Stories touch our emotions and make us laugh, cry,
fear, and get angry—a sharp contrast to a plain old presentation. Plus, no
matter how organized or detailed a textbook might be, there is something
about the shape of a narrative—the exposition, the problem, the quest for a
solution, the resolution—that resonates with our mental makeup.

Target group
Indeed, storytelling is a powerful tool with the ability to teach. Children and
adults alike learn from stories, taking away clear lessons, facts, and values.
All depends on the kind of story teachers choose and another benefit it is its
adaptability to all level of language knowledge.

Step-by-step activity
Step 1: Selection
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Selection requires an ability to evaluate stories and to discriminate between
those that meet your learners' needs and those that do not.
Teachers need to find stories that are interesting their students
The stories should have values that are acceptable to teachers and their
students
Teachers will need to decide which key words may need to be pre-taught
Step 2: Adapting stories
What can the teacher do to make the story more accessible?
S/he has to check:
VOCABULARY AND GENERAL MEANING: unfamiliar content of words,
idioms and clarity.
GRAMMAR: tenses, structures and word order.
ORGANIZATION OF IDEA: time references, the way ideas are linked or
explained.
STORY LENGTH.
Step 3: Activities that can be done
Get students to divide a sheet of paper into four boxes and then get them
to draw pictures about one of the following or similar topics: their life
story, family story, what they did on their last holiday etc. The students
then tell each other their story based on the pictures they have drawn.
This works well if teachers model this on the board by drawing pictures
and telling a sample story first.
Joke or anecdote at the beginning of class as a warm up and ask the
students if they have any funny stories or jokes that they would like to
tell you.
Stories and pictures. Get students to bring in cut-out magazine pictures
of their favourite stars/subjects. Then write different words on the board
such as love, jealousy, fame, travel, murder, marriage, luxury hotel,
boat, fast car, money, big dark house, family, friends, accident,
disappearance, theft, adventure, suspicious, secretive, treasure, jewels,
fortune, etc. Then tell the students they have 10-15 minutes to make up
an interesting story about their favourite stars. Tell the students they can
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use any vocabulary or grammar that they want to but that they must use
at least five words from the board. Students then make up their stories
and tell the rest of the class or other groups their stories.
Tell the students a simple urban legend or a ghost story and then get
them to tell an urban legend or ghost story. Using pictures to tell a story
is always a good idea even if it is just stick figures drawn on the board.
Write various questions on the board for students to discuss in pairs or
groups. Afterwards students can introduce and present their character to
another pair or group.
Students work in small groups. Write the words in the boxes below on to
a set of cards, one word per card and give each group a set of cards and
tell them to divide the cards evenly amongst the group. The aim of the
activity is to tell a story in domino fashion.

Results, skills and/or competencies to be acquired
There are three main dimensions in which stories can add to language
learning:
1. Stories can be used to reinforce conceptual development (for example,
colour, size, shape, time, cause and effect, and so on).
2. Stories are means of developing learning. This major category covers:
Reinforcing

thinking

strategies

(for

example,

comparing,

classifying, predicting, problem-solving, hypothesizing, planning,
and so on).
Developing strategies for learning L2 (for example, guessing the
meaning of new words, training the memory, self–testing, and so
on).
Developing study skills (for example, making, understanding and
interpreting charts and graphs, making and learning to use
dictionaries, organizing work, and so on).
3. Carefully selected stories can also be used to develop other subjects in the
Curriculum:
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– Mathematics telling the time, numbers: counting and quantity, measuring
– Science the life–cycle of insects, animals, outer space, how seeds grow

Advantages/Strengths of the methodology
The most important advantages of storytelling may be summarized as
follows:
Stories are motivating and fun and can help develop positive attitudes
towards the foreign language and language learning. They can create a
desire to continue learning.
Stories exercise the imagination. Students can become personally
involved in a story as they identify with the characters and try to
interpret the narrative and illustrations. This imaginative experience
helps develop their own creative powers.
Listening to stories in class is a shared social experience. Reading and
writing are often individual activities; storytelling provokes a shared
response of laughter, sadness, excitement and anticipation, which is not
only enjoyable but can help build up learner’s confidence and encourage
social and emotional development.
Students enjoy listening to stories over and over again. This frequent
repetition allows certain language items to be acquired while others are
being overly reinforced. Many stories also contain natural repetition of
key vocabulary and structures. This help students to remember every
detail, so they can gradually learn to anticipate what is about to happen
next in the story. Repetition also encourages participation in the
narrative. Following meaning and predicting language are important
skills in language learning.
Listening to stories allows the teacher to introduce or revise new
vocabulary and sentence structures by exposing the children to
language in varied, memorable and familiar contexts, which will enrich
their thinking and gradually enter their own speech. Listening to stories
develops the learner’ s listening and concentrating skills via:
1. visual clues (for example, pictures and illustrations),
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2. their prior knowledge of how language works,
3. their general knowledge.
This allows them to understand the overall meaning of a story and to relate
it to their personal experience
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DRAMA TECHNIQUES FOR TEACHING
Title of the activity
Drama Techniques for Teaching

Objectives of the activity
Drama is an effective way of helping students to learn languages, as it uses
active teaching and learning styles likely to motivate and sustain the attention
of a wide cross section of learners. Activities can include role-play, drama
games, improvisation, group discussion and individual or pair work.
This methodology applied to Mixed Ability Classes was investigated by the
French Professor Favrot in 2004 and re-proposed by Ca’Foscari University of
Venice, as well as the previous one analysed.
Drama education is a powerful teaching and learning tool with profound
positive effects on a student’s cognitive, social, emotional, and physical
development. The benefits of regular theatre arts instruction spill over into
all school subjects and everyday life. Creative drama is sound pedagogy that
reaches students of multiple intelligences and different learning styles. It is a
multi-sensory mode of learning that engages mind, body, senses, and
emotions to create personal connections to the material that improve
comprehension and retention. Drama games and theatre games are an ideal
strategy for differentiated instruction. Students with learning disabilities can
shine in drama, whereas they often struggle in traditional schooling. In order
to present materials to other in class or for a full-scale production, the
participants must not only understand the material but also find a way to
communicate it creatively and effectively to the audience. Therefore,
knowledge is not enough; imagination, creativity, and communication are
required to make effective theatre. Drama games and theatre games
transform the traditional teacher-student relationship from one of authorityrecipient to one of shared experience of discovery and creative exploration.
It is easy to use drama as a teaching tool in any school subject. It provides
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a practical, effective, and empowering approach to teaching that transforms
the learning environment.
Observation

and

imitation

are

primary

mechanisms

for

learning

throughout infancy and childhood.
People enact a number of different roles during their lifetimes, or even
during the course of a day.
Preparing, rehearsing, and performing for important life events (e.g., a
job interview or wedding) is a natural part of the human experience in
any culture.
Emotion, gestures, and imitation are universal forms of communication
understood in all cultures.
History demonstrates the importance of imagination to human progress.
The scientists, artists, activists, and politicians who dared to think
differently are the people who have made the most lasting impact on the
course of human history.
Imagination is at the core of innovation, invention, problem solving,
science and the arts.
Imagination develops students’ writing, speaking, and creative selfexpression.
Drama teaches students to imagine, explore, create, and share in front
of others.
Drama teaches interpretation, personal creativity, and new ways of
looking at the same information (e.g., how to act out a familiar role or
story such as Hamlet or The Tortoise and the Hare).
Students learn to trust and develop their creative imaginations by playing
engaging drama games.

Target group
From the shy to the confident, from the ELD/LEP to the linguistically gifted,
and from the inexperienced to the advanced student, drama games include
all levels of differentiated abilities in a positive successful creative experience.

Step-by-step activity
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How approach using Drama in the Language Classroom?
always allow time for a short warm-up and focus: this could be a
physical/trust exercise or simply a discussion of the context and
learners’ possible previous experiences of it;
allow students time to consider in detail the scene and characters they
are to play in a role play or improvisation. Give them time to rehearse.
This is crucial!
if students are going to tell a story or dramatise a text or a scene,
emphasise the importance of experimenting with volume, pace, pitch,
tone, gesture and facial expression to develop their character
exploit learners’ previous life experiences whenever appropriate to
inform their work
The following ones are four very simple ways to use drama with differentiated
language learners to be adopted or to fit to teaching.
Technique 1: The Improvisational Approach
This approach comes to us from improvisational comedy, and has become
incredibly popular in the corporate world as a way to improve the quality of
brainstorming and group work.
The basic idea of this approach is simple: When two actors are improvising a
scene together, and the first one kicks off the action, the second always
responds positively and builds on what the other has done. It is called
the “Yes, and…!” approach, because it’s the opposite of the “No, but…”
approach.
It takes practice to get students (and teachers) working in this way: teachers
can try brainstorming to practice this technique. For example, they might ask
their students to suggest new, modern settings for the Shakespeare play.
The rule is that if they want to respond to another idea, they must begin with
the phrase “Yes, and…”.
Student A: Maybe we could set it in a coffee shop?
Student B: Yes, and the fight scenes could happen on the street outside!
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It doesn’t matter what they are brainstorming—solutions to a problem,
settings for a play, topics for research papers, ad campaigns for products—
this technique makes the process more fun and energetic, and makes
students feel as if their ideas are heard and understood by their classmates.
Technique 2: Improvisation Games
Improvisation games take the “Yes, and…” approach to the next level. They
are incredibly fun, and help build energy and foster creativity. They are great
lead-ins to brainstorming, acting out scenes in plays and group work.
Here are a couple good examples, both of which build on the improvisational
philosophy, and which give students practice embracing the ideas that others
offer.
The Hitchhiker
Set up four chairs in front of the class. Two will be the front seat of the car,
and two are the back seat. Put three volunteers in the car, two in the front
seat and two in the back. Of course, the front left person is driving the car.
Ask them to drive for a few minutes, and then spot another volunteer
“hitchhiking,” and pick him or her up.
When the new person gets in the car, they choose a feeling–happy, sad, tired,
angry, whatever they like–and act in that way. The other students in the car
should pick up and act out the feeling too. So, if the person who gets in the
car is acting tired, for example, the driver might start slumping in her seat,
slapping her face to help herself stay awake, etc.
Let them do this for a short amount of time (thirty seconds to one minute),
and then have the car stop to pick up another hitchhiker. Those already in
the car should rotate seats; the driver will exit the car, the front passenger
slides over, one of the back-seat passengers should move up front, and the
former hitchhiker slides over a seat.
The longer the class plays, the harder they will have to work to come up with
fun new ideas, but the more creative they will get with the feelings and
actions they choose.
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The Strange Neighbour
The class stands in two circles, an inner circle facing outward, and an outer
circle facing inward. Each student faces a partner. One of the two offers a
ridiculous statement to the other, and the second must accept what they say
and add on to it. For example:
Student A: Maria, I love your new pet dinosaur.
Student B: Oh yes, he’s the best, except he keeps eating all the dogs in the
neighbourhood!
Rotate the outer circle and let them try again and again as they change
partners.
There are hundreds of great improvisational games to be played. Some take
just a few minutes, and others take more time to complete. The resources
online are tremendous; here are a few of the best ones:


The improwiki offers an encyclopedia of different improvisation
games, each one categorized by type. They are grouped as “exercises”
and “games,” and each one has a description as well as suggestions
for similar activities.



The improv encyclopedia offers similar resources, although their
activity descriptions tend to be a little shorter and less detailed.

Technique 3: Human Slideshow
This technique (as well as the next) has many uses. It is particularly good at
pushing students to think about which moments in their reading are most
important, and so it is a great way to work on summarizing material. You can
use it to have them summarize chapters in a book or the entirety of a book,
play or short story. (So, it can be integrated to the previous methodology we
have introduced).
In the Human Slideshow, we ask students to create “slides” or photographs
by posing. For example: assign each group of students one chapter from “The
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Joy Luck Club,” and ask them to choose the three most important moments
from the chapter.
They will create a living picture to illustrate the moment, and then the
narrator will explain what is happening and why it is a key moment. Let them
bring in props and create costumes to add to the fun of the scene, this is up
to the teacher.
For example, we might see one student at a piano, pretending to play, while
a beaming teacher looks on happily and the audience reacts with dismay.
The narrator explains: “Here Jing-Mei plays piano at her recital, and her
parents learn that she isn’t the prodigy they thought she was. Her teacher,
who is deaf, has no idea how bad she is! This moment is important in the
chapter because…”
Technique 4: One-minute Theatre
One-minute Theatre, like Human Slideshow, can be used to summarize
chapters, books and other reading material. It can also be used to introduce
students to the plots of challenging work, so that they can focus on
understanding the writing rather than following the story.
For example, teachers can use this technique when introducing plays by
Shakespeare. If the students have a basic understanding of what will happen
in the play before they begin reading, it takes some of the pressure off, and
we can work together on acting out scenes and making sense of individual
lines and speeches.
Teachers can give students a summary of a full play (for example, here’s a
summary of “Hamlet”) or of smaller pieces of it, then ask them to read it,
assign roles and put together a one-minute play that goes with the summary.
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Advantages/Strengths of the methodology
Drama is hands-on, experiential learning and engages mind, body, voice,
and emotions to interpret and convey to others information and ideas.
Each sense that is engaged provides an opportunity to remember the
information and the experience. Memory can be triggered from what the
students saw, smelled, heard, touched, or tasted during the game even
if it was pretend or simulated. Each sensory input provides another
opportunity to learn and retain the information.
Research has demonstrated that the emotional involvement in drama
activities promotes a deepening of understanding and improved retention
of the information.
Comprehension and retention greatly increase by using drama. For
example, a student acts out the vocabulary word “slippery” in front of the
class. She now has a much-improved chance of remembering the word
and what it means than if she had to memorize it for a written test. Rote
memorization generally diminishes within a few weeks. Most people have
first-hand experience with this process. How many times have we studied
intensely to learn and memorize a large amount of information for a test,
only to forget most of it within a short time afterwards. • Bodies are alive
and moving, energy is created and released, and muscles are exercised
during drama games. All of these factors increase the students’
motivation and attention for learning. • Drama provides a rich experience
that engages body, emotions, and senses in dynamic learning.
By acting out the material, students who have difficulty with reading and
writing can avoid struggling with pen and paper, and may expose a
previously unnoticed intelligence or ability. The following groups typically
struggle academically, but often shine and 3 demonstrate their
knowledge and creativity in drama. They can gain much needed selfesteem and improve literacy skills by playing drama games.
Drama is a kinaesthetic teaching method that benefits those students who
learn best by doing. Research provides ample evidence to support the
importance of movement for learning. Not only does movement reach the
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kinaesthetic learners in the group, it refreshes and energizes all
participants.
Drama is an effective Total Physical Response method with second
language learners or learning-disabled students. • Drama develops
imagination and story-telling, which contribute to more detail in creative
writing. • Acting training develops the expressive use of the voice to
convey emotion, inflection, attitude and other vocal elements. The regular
use of drama significantly improves read aloud skills by reducing
monotone delivery and promoting loud and clear speech habits.
Re-enacting

classroom

literature,

even

in

simple

improvised

dramatizations, greatly improves reading comprehension, story analysis,
vocabulary development, and story recall. There are numerous research
studies that consistently demonstrate these same benefits.
Research shows that young children learn primarily through play. They
develop social skills, physical coordination, and cognitive understanding
of their environment through play. Many educators argue for an increased
allotment of time for children to play during the school day, especially in
pre-school, primary, and elementary grades.
Drama games allow for a large range of participation, from minimal to
highly expressive and creative. Gifted students are given a chance to
synthesize learning from various subjects. They can take the same idea
several layers deeper than an average student and still demonstrate it in
the same time frame as others.
The highly verbal and quick-thinking nature of improvisation games
provide excellent creative outlets for gifted students. Assessment of the
method.
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THE NETHERLANDS
HOW TO ORGANISE PERSONALISED
EDUCATION
Title of the activity
How to organize personalised education?

Objectives of the activity
Identification of organisational changes necessary in order to introduce
Personalized learning

Target group
Teachers of different subjects involved in compulsory education, including
foreign language teachers, as well as head of schools and school inspectors.

Step-by-step activity
Organisational changes:
Say “goodbye” to the traditional class: Even it is often feared that
chaos is the result, it is important to say “goodbye” to the most important
organizing principle of school: the class as a group of children with
approximately the same learning needs. This because the classroom with
the fixed group of pupils in the same age often works counterproductive
for several reasons such as: impedes tutoring, cannot facilitate different
learning styles, cannot be optimally organized as a rich learning
environment for a specific discipline. By saying “goodbye” to the
traditional class, the school becomes a collection of the students’ own
learning experiences, each student having his own day in a prepared
environment. Research (3) shows that holding a group of children in one
room

provokes

bullying

and

insubordination

(resistance

and

unwillingness).

“This project has been funded with support from the European Commission.
This publication reflects the views only of the author, and the Commission
cannot be held responsible for any use which may be made of the information
contained therein.”

41

Use ICT to facilitate the organization of personalised learning: ICT
enables the teacher not only to flip the class, but the school as a whole,
as the influence of ICT is not limited to the educational content and the
way in which it is presented. Schools such as the O4NT and Star schools
and a few innovative schools in the Netherlands show that personalized
education can go hand in hand with collaboration and the development of
skills that are needed for this. They also show that in the meantime
benefit from a considerable efficiency gain through the use of digital and
adaptive learning methods.
Teachers have to offer as wide a range of didactic styles as
possible: Teachers must offer several teaching methods and didactic
styles such as: instruction, inquiry-based learning, entrepreneurial
learning, learning with software, learning with materials, collaborative
learning, supervised working, tutoring, learning in circuits, working
independently in workbooks.
The efficiency of students’ learning benefit from sensible choices:
As students get to know their preferences for certain teaching methods,
the efficiency of their learning will benefit from sensible choices. Even for
children with a lack of motivation or for children who have actually
become unschooled, personalised learning offers a solution; this because,
according to their personal needs, the autonomy of choice is broadened
or limited.
Farewell to constant monitoring: The teachers have to make an
important adjustment to the frame of reference they use, by letting go of
the reflex to follow the learning process of students on a daily basis.
Releasing the daily monitoring at group level is a heavy burden for many
teachers (they feel as if they are in the dark). That is why it is more
important to develop and nurture a culture of hard work within the school.
When teachers perceive this culture, it becomes easier for them to release
the daily monitoring on an individual level.
The teacher’s roles as a subjects specific instructor and work
supervisor: In addition to the role of coach, the teacher has to have the
role of a subjects specific instructor and work supervisor.
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Implementing teacher-student discussion about the student’s
personal plan: A teacher-student discussion can be done as a
conversation of about 45 minutes that covers the social-emotional goals.
The teacher-coach has to challenge the student in the period that follows
to make double efforts in this area. It is also possible to arrange a didactic
activity with an external locus of control (for example, count an hour in a
quiet space every day after starting school).
Free up a lot of time for supervised working: Students’ performance
can be followed through learning analytics of software, through their own
portfolio, through test results and through notes from teachers and, if the
case, therapists. All these matters are discussed with the children and
their parents once every six weeks for three-quarters of an hour. Not only
what is measurable is discussed, but also what is noticeable in their
development.
Give students the possibility to work and learn according to their
own preferences: Even if the concepts of multiple intelligences (4) and
different learning styles (5) do not have an empirical basis in the sense
that no studies have been done that show that the application of the
concept leads to higher learning outcomes, it is still a good thing to
classify different learning styles as much as possible. In this respect, it is
clear that students who work and learn according to their own
preferences, will thrive better.

Results, skills and/or competencies to be acquired
change in the teachers thinking, in order to recognize that they cannot
control the learning process on a daily basis (results in confidence from
the teacher)
transfer the responsibility for learning to its rightful owner, the student
or delegated it to his or her parents (leads to experienced autonomy in
the student).
realize that education is an asymmetrical process in that the teacher
knows what is to be learned, but the student not yet.
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Advantages/Strengths of the methodology
Work supervised (It is important not to organize all learning in lessons or
jointly offered activities, being more productive to free up a lot of time for
supervised working)
Freedom in bondage (teachers must relate to the student’s ownership of
learning and admit that they do not have to and cannot control the
individual learning process on a daily basis)
Increased student’s motivation for learning (Students who experience
autonomy in their learning, develop self-confidence, are better able to
reflect on their learning objectives & results and are more motivated to
work/learn).
Better communication teachers-parents (Parents will become active actors
in their child education.)
Student’s education becomes a responsibility that is partly shifted to the
learner itself, partly to the parents and partly to the teachers and school
staff as part of the educational team.

References/Videos/Further information
Knowledge platform for education (Kennisplatform voor het Onderwijs).
Available at https://wij-leren.nl/
Tijl Rood (2017) Hoe organiseer je gepersonaliseerd onderwijs?. Available at
https://wij-leren.nl/gepersonaliseerd-leren-organisatie.php
Problems with the Paradigm: The school as a factor in understanding bullying,
Article in British

Journal

of

Sociology

of

Education

24(3):315-330,

Yoneyama & Naito, 2003, DOI: 10.1080/01425690301894
Gardner's

Theory

of

Multiple

Intelligences.

Available

at

https://www.verywellmind.com/gardners-theory-of-multiple-intelligences2795161; https://www.tecweb.org/styles/gardner.html
Kolb's

Theory

of

Learning

Styles.

Available

at

https://www.verywellmind.com/kolbs-learning-styles-2795155
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LANGUAGE DIAGNOSTICS IN MULTILINGUAL
EDUCATIONAL SETTINGS
Title of the activity
Introductory study to language diagnostics in multilingual educational
settings, with particular reference to the needs of children and adolescents
from migrant backgrounds.

Objectives of the activity
To describe key strategies for the implementation of diagnostics and
formative assessment
To describe practical approaches, such as profile analysis and language
sampling; observation and documentation; self-assessment
To summarise the objectives and functions of language diagnostics and
the principles that govern diagnostics, including formative assessment,
as an integral part of continuous language education that emphasises
individualised teaching and learning
To focus on language development and language learning processes in
home languages and/or second or third languages and/or academic
language
To help teachers and learners find out about learners’ language
competences, what they have achieved so far and what needs further
development.
To help teachers and learners establish links between educational goals
and individual
performance and proficiency.

Target group
Practitioners who wish to include diagnostic procedures as an integral part of
language education.
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Step-by-step activity
Language diagnostics helps to ensure that intervention is responsive to the
needs of individual learners and provides a basis for evaluating the
effectiveness of intervention and planning future support activities. Language
diagnostics is indispensable in formal inclusive language education, as being
mandatory to determine the level of language proficiency and performance
at individual level, in relation to the requirements of academic language for
different levels of education.
The comprehensive language diagnostic procedures have descriptive,
explanatory and prognostic functions and describe the proficiency that
has been achieved, explain why the learner performed in a certain way
and predict further development.
In educational settings language diagnostics can have different overall
objectives such as: administrative, evaluative (to measure the success of
language support) and pedagogical (to plan language education and
language support on an individual level).
The main approaches to diagnostics are standardised tests (based on test
theory and using psychometrics to achieve standardisation) and
alternative, performance-based approaches (aimed to support the
language learning process in ways that correspond precisely to the
learner’s needs)

Results, skills and/or competencies to be acquired
For pedagogical purposes diagnostics should adopt other approaches than
using standardised tests. This because, from the perspective of socio-cultural
theory, standardised tests fail to account for knowledge-building and
collaborative language learning in context, therefore they do not reflect the
fact that we use language to communicate, think and jointly construct
meaning.
Language diagnostics in the classroom brings into focus qualitative aspects
of language acquisition and learning, as well as developmental processes and
changes. Self-assessment, peer-assessment, diagnostic interviews and
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criterion-oriented feedback play a central role in developing a “reflective
learning culture.

Advantages/Strengths of the methodology
Self-assessment on the basis of portfolio work has several advantages:
shows the learner’s progress in language learning;
involves the learner in decisions about assessment;
provides teacher and peer feedback;
helps pupils and students to become independent thinkers and
autonomous learners.

References/Videos/Further information
D.Lengyel (2010). Language diagnostics in multilingual settings with respect
to continuous assessment procedures as accompaniment of learning &
teaching.
E. Thürmann, H. Vollmer & I. Pieper (2010). Languages of schooling: focusing
on vulnerable learners.
M. Bertucci (2010). Migrant pupils and formal mastery of the language of
schooling: variations and representations
V. Castellotti & D. Moore (2010). Capitalising on, activating and developing
plurilingual and pluricultural repertoires for better school integration
J. Anderson, C. Hélot, J. McPake & V. Obied (2010). Professional development
for staff working in multilingual schools
C. Bainski, T. Kaseric, U. Michel, J. McPake & A. Thompson (2010). Cooperation, management and networking: effective ways to promote the
linguistic and educational integration of children & adolescents from migrant
backgrounds.
German

model

programme

FÖRMIG

(Förderung

von

Kindern

und

Jugendlichen von Migrationshintergrund/Support for children and adolescents
from migrant backgrounds) www.uni-hamburg.blkfoermig.de
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UNITED KINGDOM
THINK-PAIR-SHARE
Title of the activity
Think-Pair-Share Technique

Objectives of the activity
The

Think-Pair-Share

Technique

is

a

widely

used

methodology

for

differentiation in the classroom, for younger language learners. The objective
is to allow learners to digest, share and compare their thoughts on an activity,
topic or subject, in a classroom setting, with the aim of learning a specific
language learning outcome.

Target group
Predominantly young learners of foreign languages aged 8 to 15 years old,
but can also be used with adult learners.

Step-by-step activity
The teacher decides upon the text to be read and develops the set of
questions or prompts that target key content concepts. The teacher then
describes the purpose of the strategy and provides guidelines for discussions.
As with all strategy instruction, teachers should model the procedure to
ensure that students understand how to use the strategy. Teachers should
monitor and support students as they work.
T : (Think) Teachers begin by asking a specific question about the text.
Students "think" about what they know or have learned about the topic.
P : (Pair) Each student should be paired with another student or a small
group.
S : (Share) Students share their thinking with their partner. Teachers
expand the "share" into a whole-class discussion.
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Results, skills and/or compete ncies to be acquired
This differentiation strategy allows the following to be acquired:
Organisation of learning outcomes
Independent thought processes
Critical thinking
Peer-to-peer discussion

Advantages/Strengths of the methodology
Think-Pair-Share is easy to use within a planned lesson but is also an easy
strategy to use for spur-of-the-moment discussions. This strategy can be
used for a wide variety of daily classroom activities such as concept reviews,
discussion questions, partner reading, brainstorming, quizzes etc. The ThinkPair-Share methodology helps students develop a conceptual understanding
of a topic, develop the ability to filter information and draw conclusions, and
develop the ability to consider other points of view. The Think-Pair-Share
strategy is a versatile and simple technique for improving students' reading
comprehension. It gives students time to think about an answer and activates
prior knowledge. TPS enhances students' oral communication skills as they
discuss their ideas with one another. This strategy helps students become
active participants in learning and can include writing as a way of organizing
thoughts generated from discussions.
Teachers can modify this strategy and include various writing components
within the Think-Pair-Share strategy. This provides teachers with the
opportunity to see whether there are problems in comprehension. Teachers
can create a Read-Write-Pair-Share strategy in which students:
R: Read the assigned material;
W: Write down their thoughts about the topic prior to the discussions;
P: Pair up with a partner
S: Share their ideas with a partner and/or the whole class.
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References/Videos/Further information
Adlit.org

(n.d.)

Think-pair-share.

Available

online

at

http://www.adlit.org/strategies/23277/
Simon, C.A. (n.d.) Using the Think-Pair-Share Technique. ReadWriteThink.
Available

online

at

http://www.readwritethink.org/professional-

development/strategy-guides/using-think-pair-share-30626.html
Reading

Rockets

(n.d.)

Think-pair-share.

Available

online

at

http://www.readingrockets.org/strategies/think-pair-share
Lyman, F. (1981). The responsive classroom discussion. In Anderson, A. S.
(Ed.), Mainstreaming Digest. College Park, MD: University of Maryland
College of Education.
Gunter, M. A., Estes, T. H., & Schwab, J. H. (1999). Instruction: A Models
Approach, 3rd edition. Boston: Allyn & Bacon.
Rasinkski, T., & Padak, N. (1996). Holistic reading strategies: Teaching
children who find reading difficult. Englewood Cliffs, NJ: Merrill/Prentice Hall.
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GRADED READER LIBRARY
Title of the activity
Graded Reader Library / Extensive Reading

Objectives of the activity
Graded readers or ‘readers' are books that have had the language level
simplified to help second language learners read them. The language is
graded for vocabulary, complexity of grammar structures and also by the
number of words. They are made to cater for all levels from beginners
through to advanced.
Teaching learners to read to activate and reinforce other skills (grammar,
vocabulary, pronunciation, and writing). In the same way that oral dialogues,
short compositions, and listening activities do, reading can put into practice
grammatical structures, new lexical items, and elements of pronunciation.
Reading can also offer good writing models.
Improving learners’ reading to become better readers. Reading is a skill in
itself, and the advantage of working with adult language learners is that they
are usually literate in their native language. This means that they are able to
transfer advanced reading skills to the second language classroom. Reading
in English can activate and develop these skills, making the students better
readers in both languages. Reading skills include: skimming, scanning,
predicting, and reading for detailed comprehension.
Developing critical thinking skills in learners. This is important to address
because when teaching English for general purposes, it can be easy to dismiss
reading as an activity more suited for an academic environment. In all
situations, critical thinking skills aid communication. From having a phone
conversation to writing a business plan, people need to prioritize, make
conclusions, draw comparisons, make inferences, etc. Reading can provide
opportunities to utilize and sharpen such skills.
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Facilitating learners to learn to read for enjoyment. Students should ideally
discover not only the usefulness but also the pleasure of being able to read
in a second language.

Target group
This methodology can, and is, used for learners of any age, demographic and
level of language learning proficiency.
It is a common technique used in both private and government schools,
language schools, and for learners in all types of settings, because the skill
of reading, and the improvement of reading of a foreign language impacts all
areas of learning, and reinforces points learned in other ways.

Step-by-step activity
As a relatively flexible methodology, which can be adapted and incorporated
in many different ways, there is no, one, step-by-step process through which
this can be implemented, but there are some fundamental points through
which this methodology can be implemented successfully:
Students read a lot and read often.
There is a wide variety of text types and topics to choose from.
The texts are not just interesting: they are engaging/ compelling.
Students choose what to read.
Reading

purposes

focus

on:

pleasure,

information

and

general

understanding.
Reading is its own reward.
There are no tests, no exercises, no questions and no dictionaries.
Materials are within the language competence of the students.
Reading is individual, and silent.
Speed is faster, not deliberate and slow.
The teacher explains the goals and procedures clearly, then monitors and
guides the students.
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Results, skills and/ or competencies to be acquired
Development of learner autonomy. There is no cheaper or more effective way
to develop learner autonomy. Reading is, by its very nature, a private,
individual activity. It can be done anywhere, at any time of day. Readers can
start and stop at will and read at the speed they are comfortable with. They
can visualise and interpret what they read in their own way. They can ask
themselves questions (explicit or implicit), notice things about the language,
or simply let the story carry them along.
Enhancement of general language. The benefits of ER extend beyond reading,
with even an improvement in the spoken language of students noted. There
is ‘a spread of effect from reading competence to other language skills ~
writing, speaking and control over syntax.’ (Elley 1991).
Extension and consolidation of vocabulary learning. Vocabulary is not learned
by a single exposure. This methodology allows for multiple encounters with
words and phrases in context thus making possible the progressive accretion
of meanings to them.

By presenting items in context, it also makes the

deduction of meaning of unknown items easier.

Advantages/Strengths of the methodology
For most language learners, reading a book in English would be a daunting
task. They would find too many unknown words and be presented with
language way beyond their level which would make understanding the book
very difficult. If learners start with graded readers, they won't have to stop
and look up lots of unknown words in the dictionary. Research has shown
that students who read in English improve in every area of language learning
at a faster rate than students who don't read. Readers can be an excellent
way to motivate your students and they should be a really enjoyable part of
the course.
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References/Videos/Further information
Maley, Alan (2008) Extensive Reading: Maid in Waiting in B. Tomlinson (ed)
English Language Learning Materials: a critical review. London/New York:
Continuum pp133-156.
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CASE STUDY 1 - POLAND
Description
In a private language school ”Co ludzie powiedzą” in Lublin (Poland), teachers
use a very innovative method. According to them, this method involves
speaking by drawing words (this is one of the techniques of the mnemonic
method). The name of the techniques is quite unusual, but it is very accurate.
Why did they choose this method? One day, the teachers of this school
noticed a big problem. The textbooks, which they used for teaching foreign
languages didn’t contain useful words for communicating in everyday
situations. So, they created lists with words and phrases useful for this
purpose. However, it turned out that these lists are very long and learning so
many words is very difficult. Teachers also noticed that learners often forget
most words very quickly. Therefor they were looking for a method that would
facilitate and help the learners to remember new words. They found a lot of
interesting facts about the human memory and the brain in literature. These
teachers learned that the cerebral hemispheres perform two completely
different functions (the left is responsible for: speaking and linguistic
functions, the right for: creativity, abstract thinking and imagination). They
also discovered that learning will be the most effective and words longer
remembered if both cerebral hemispheres are simultaneously involved. One
of the most effective techniques is creating graphical associations with a new
word. As a result, the teachers created about 2 100 flash cards with the most
useful words and phrases. The objective was to create about 400 more
boards to have a set of materials for teaching a foreign language.
This technique is for all, but is most effective for visualizers (those better
learning from seeing). However, the classes are conducted in a way that
allows learners to remember easily. During classes, learners engage their
senses, not only, but also hearing by listening to stories.
Most of the learners at this school have previously learned English at school
or during studies, but later they didn’t use the language for several years.
Consequently, they remember very little English. Their motivation to return
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to learning English is usually due to the requirements of the labour market or
their employer.
The information comes from:
https://www.youtube.com/watch?v=4quzG2pgMlo

Process of the case study
Classes take place twice a week and last 90 minutes each. 80% of classes
are based on speaking comprehension. English lessons are conducted in small
groups (about 6 people). The lesson we are mentioning involved 6 adults.
Part of the class is conducted with the mnemonics method. Then, the students
work mainly in pairs.
The lessons are divided into thematic blocks (for example: family, health,
work, travel, food, etc.). Teachers have created 40 -70 boards for each
thematic block.
During the first class, the teacher shows the thematic board and explains how
learners can associate a word or a phrase with a picture.
Example:
We have two boards:


to go on a honeymoon: (we can see a moon and a bride, and a groom
are sitting on the island and holding honey),



to run a company: (we can see an office surrounded by a circle and
a businessman - he is running around the wheel).

Learners draw 3 – 4 boards and construct a sentence using expressions from
the boards. In this way, they tell their partner a story (for example: When
you run your own company, it may be difficult for you to go on a long
honeymoon). Next, the partners exchange boards and they are telling a
story which they heard from another person. This process is repeated several
times. Later, the teacher switches boards, without including text. Learners
practice as before, but the level of difficulty increases, because all stories
must be told from the memory. Every class is different. Learners explore
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different grammatical structures, which they use to tell stories (the teacher
decides that they must use for example phrases in the past or present simple
tense, passive voice, conditionals, etc.). The level of difficulty increases every
lesson. For better results, learners can revise material after the classes, since
they have access to the boards via a special internet platform.

Contents, results and/or impact
The boards with illustrations develop imagination. During classes, learners
simultaneously practice vocabulary and speaking comprehension, making it
possible to remember a lot of phrases. When learners associate phrases with
pictures, they memorize them faster. With the mnemonic method, teachers
have concluded that learners can learn about 600 words during one year of
study. English learning is more enjoyable and more effective with the
mnemonic method.

Materials and information of the case
Teachers used the boards (flash cards) that they created beforehand.
Ultimately, about 3000 boards will be created. So far, teachers conceived
about 2100 associations which have been drawn. The images on the boards
are very fun and creative, so it's easy to remember them.

2L Skills improvement/Adaptation of the technique
This method contributes to the fact that:
classes are more interesting, and learners aren’t bored,
learners are very involved in the classes,
learners remember words or phrases faster and easier,
thanks to the associations, learners remember words which they have
learned for a longer period of time,
when learners tell stories, they learn to use grammatical structures
and useful vocabulary for communication,
learning English is individualised, because each learner creates
sentences based on their own level of knowledge.
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A significant advantage of classes in this school is the fact that learners not
only learn new vocabulary and practice speaking, but also develop their
listening skills.
The mnemonic method will work in the case of learning a foreign language,
but also for any other learning.

Sources, references, media
Website about ,,Co ludzie powiedzą” school and Mnemonic method:
http://www.coludziepowiedza.co/
Co Ludzie Powiedzą (2017). Co Ludzie Powiedzą - Poranek między Bugiem i
Wisłą;

Skuteczna

metoda

nauki

języka

angielskiego.

Available

at:

https://www.youtube.com/watch?v=_w5LKOUFfMU&t=18s
Co Ludzie Powiedzą (2018). Co Ludzie Powiedzą - Szkoła językowa języka
angielskiego

w Lublinie

z

własną

kawiarnią.

Available

at:

https://www.youtube.com/watch?v=pq-3t9KwLRQ
Co Ludzie Powiedzą (2018).

Co Ludzie Powiedzą - Vlog 4. Available at:

https://www.youtube.com/watch?v=TKTRgRiwkwY
Co Ludzie Powiedzą (2014). Co Ludzie Powiedzą - ankiety, Listopad 2014 –
podsumowanie. Available at:
https://www.youtube.com/watch?v=Hszey_aXptc
Co

Ludzie Powiedzą

(2016).

Arek

z

Co

Ludzie

Powiedzą

na

TVP

3. Available at: https://www.youtube.com/watch?v=bWsIvdxVfrg
Co Ludzie Powiedzą (2017). Rzućmy Okiem - rozmowa Klaudii Bednarz z
Arkiem na 89.9FM Radio Freee. Available at:
https://www.youtube.com/watch?v=XsL895WgBiE
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CASE STUDY 2 - POLAND
Description
In the private language school “PERFEKT” in Poland, the teachers use the
DIRECT METHOD to teach foreign languages (English, Deutsch and Spanish).
This school has 2 affiliates: in Bydgoszcz and Inowrocław. Why did they
choose this method? Because this method is popular, pleasant for the
students and effective. In Poland there is still the problem with speaking in a
foreign language. People often know vocabulary and grammar well, but they
are afraid to talk. The teachers of this school want to help all students to
speak in a foreign language, break language barriers and quickly achieve
desired results. By using this method during the classes, the teachers have
individual contact with the students. They can adjust the level of language to
the student's skills and the topics of classes to the needs of the participants.
In this case study, we are going to investigate an English lesson in this school.
This method is good for everyone who wants to overcome the barrier to learn
free communication in a foreign language and difficulties with understanding
the speaker of a foreign language. In “PERFEKT” school, a class consists of
max. 10 people (mostly, it is 7 - 8 people). As a result, the teacher has more
time for each student.
The information comes from: http://www.perfekt.edu.pl/

Process of the case study
The activities:
1. At the beginning of the class, the teacher made a repetition of the
material from the last few lessons.
2. Next, the teacher explained new topics.
3. Almost the whole lesson relied on speaking. First, the teacher taught
new vocabulary or grammar. Then used these words and grammatical
structures to lead conversations with the students.
4. During the classes handbooks were closed. This is a very important
element. Why? It is easier for students to understand the written than
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the spoken text. Listening then becomes more difficult for the students.
Another important element of learning English with the direct method
is the fact that the students didn’t take any notes. In the teachers’
opinions, taking notes distracts students. All information is in the
handbook, so the students can revise introduced material after classes.
5. The teacher followed the prepared lesson plan. Conversations which
weren’t related to the subject of the classes, were quickly finished.
6. The teacher spoke at a natural pace, being a crucial element of this
method. During the first lesson, the students had difficulties
to understand the teacher, but later they became used to it.
7. The teacher asked questions. Every question was repeated twice.
The teacher started the answering automatically. In this way the
students understood more, and they could prepare their answer.
During the first class, the students repeated the answers given by the
teacher. Later, the teacher asked the question and waited for the
answer from the indicated student. Students couldn’t volunteer to the
answer. If the indicated student didn’t know answer, the teacher
motivated them by using simple words. The teacher guided learners
in a way to keep them interested.
8. Sometimes, the teacher corrected the student’s statement, if
necessary, but very politely, so not to discourage from speaking.
9. Classes included reading different texts, listening to dialogues and
writing from hearing.

Contents, results and/or impact
According to the teachers, the student’s class attendance is very important.
Students will achieve expected results of learning if their attendance amounts
80 – 90%. If the student is absent from classes, they should catch up on
material. From lesson to lesson, the students should speak better and better.
The teacher can check this by using, for example, dialogue). The teacher
should adapt the requirements to the level of the student's language skills.
The teacher should take care of a pleasant atmosphere during classes. When
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the students are not stressed, they get involved more willingly and haven’t
any barriers.
The feedback is the students’ opinions about this method. These opinions are
very important for the teachers of this school and show that the direct method
is effective.

Materials and information o f the case
The teacher used a CD player during the lessons, so students could listen to
the dialogues and songs. The teachers also searched for interesting articles,
when the students were practicing reading comprehension.
In this school, the teachers use the handbook named "English designed with
Direct

Method

Book".

More

information

is

here:

https://www.youtube.com/watch?v=UhTvKb0lHAc.
The students have access to an Internet platform where they can continue
learning English at home.

2L Skills improvement/Adaptation of the technique
In has been proved that the students of this school spoke English about four
times more efficiently than students of another school, where the method of
English learning was different than the direct method.
Students who learned English by using the direct method:
can speak correctly,
understand the caller without any problem,
don’t have a language barrier,
are able to communicate freely,
can write and read correctly,
know grammar principles,
aren’t stressed during the lesson,
are involved in the classes.
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Sources, references, medi a
Website: http://www.perfekt.edu.pl/metoda/jak-wyglada-lekcja
PERFECT School (n.d.) The opinions of the participants. Available at:
http://www.perfekt.edu.pl/opinie
Direct Language Lab (2015). Examples of lesson. Direct Language Lab
Ad. Available at: https://www.youtube.com/watch?time_continue=124&v=Y
7tj4OhBgPQ
EMPIRE Licensing (2013). English lesson by Direct Method for English.
Available at: https://www.youtube.com/watch?v=lls2oYe7TE0
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CASE STUDY 3 - SPAIN
Description
This case study follows the use of the Methodology of Classroom Corners
through a 3-year-old classroom, by the teacher Nuria Loscos Pablo.
For producing this, Ms Loscos carried out the activity in a class in Spain with
3-year old students. The main aim of the teacher was to help her students
become able to manipulate English in a natural way, orally and in written.
The use of this methodology is quite extended in Spain for children classes,
so this teacher thought it would be good using it to learn another language
in a more natural way. Her past experience using the methodology was a
good base to begin with.

Process of the case study
In order to carry out the activity, Ms Loscos divided the classroom in 5
corners:
Building corner: this corner was devoted to learning how to count in
English. Children could go bowling or learn how to park cars counting,
learning how to associate the quantity to the symbol and the English word.
They got a board in which they could write down the results to later tell
the teacher.
Letters corner: in this corner, the teacher created different games, such
as: a game using clothes pegs in order to work on how letters come one
after the other in words; she also used games such as “shake of the day!!”
in which words were created and children had to read them according to
English phonetics rules.
Computer corner: in this corner they especially focus non listening, with
songs, hearing of stories and tales, etc.
Puzzle corner: in this corner, students play with blocks, clips, drawings…
in order to learn things such as geometric figures, numbers, etc.
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Arts corner: a corner in which artistic and participatory games serve to
learn colours, famous painters, forms, etc.

Contents, results and/or impact
Not applicable.

Materials and information of the case
Each of the corners had concrete materials used, as required by each of the
activities included in them.
Building corner: artisan bowling game, toy cars and artisan parking
Letters corner: clothes pegs with letters on them, cards with words on
it, dices with letters on their sides
Computer corner: computer, internet
Puzzle corner: clips, blocks, images
Arts corner: paint, plasticine, chopsticks, stickers, snowflakes, animal
parts, etc.

2L Skills improvement/Adaptation of the technique
The case study showed an increase of the children in the ability to use English
language properly in a regular conversation. However, no concrete increase
of the skills of children were explained by the conducting teacher.

Sources, references, media
LOSCOS PABLO, N. (2017). Los Rincones en el aula de Educación infantil
en....

Revista

Ventana

Abierta.

Available

at:

http://revistaventanaabierta.es/los-rincones-aula-educacion-infantil-ingles/
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CASE STUDY 4 - SPAIN
Description
The following case study was carried out with 5 foreign students in
Birmingham University (U.K.) who had an intermediate English level and 1
more person with basic English level.
The main intention of the case was to verify the following hypothesis: “The
training in personalized language learning strategies and the drive of
metacognitive thinking as an integral part of that training contribute directly
to a greater 'proficiency' in learning English”.

Process of the case study
The process of the case study was divided in 5 stages:
1. First: evaluation of the students uses of any language learning
strategies (SILL). They identified which ways of learning were
preferred by students, and a diagnosis of their English level through
the IELTS.
2. Second: preparation of an English Teaching Program based on strategy
training, derived from the results obtained in the first phase.
3. Third: development of 12 sessions of individual training incorporated
to the

language

teaching and encouraging

a strong part of

metacognitive access. Through this phase, “Thinking Protocols” were
also developed and recorded in relation to the 4 communicative
abilities.
4. Fourth: evaluation of the learning strategies on the students through
the SILL. Evaluation of their level through IELTS and a feedback
questionnaire.
5. Fifth: comparison of the first and last results obtained.
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Contents, results and/or impact
From this study, it was showed that there was an effective, general increase
on the use of learning strategies from the students’ side.
Regarding the improvement on language knowledge, all of them improved,
although in some cases the improvement was better than in others;
concretely, the person with the lowest level of English was the one who
improved the most. However, analysis of the case study also noticed that
students were fully immerged in the language, and this probably had a
correlation with the improvement.
Finally, it was learnt that students were not aware of their learning process,
which made difficult the beginning phases. However, once they realised it
their self-learning was quite enriching.
Apart from those results, there were different evidences obtained in the case
study. From what it was seen, external compromises such as familiar events
or working issues made a differentiation between the final results of students.
With this, it became evident the need to make students see the need of effort
and engagement in order to actively improve in their language skills.
Also, one of the students presented a “fossilization” case, this means, no sign
of improvement in the language no matter the stimuli and training. With this
result, it was set as essential in this case study the importance to avoid
promoting the excess of development of compensation strategies that make
it not necessary for the students to actually improve their knowledge.

Materials and information of the case
This case study used 6 different types of strategies in the learning of English:
Memory
Cognitive
Compensation
Metacognitive
Affective
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Social
All students were evaluated in all of them to obtain a mean score of their
general use of the strategies. Also, a mean of the use of each of the strategies
was calculated, to find the increase in use of each of the strategies; the
highest increase was seen in memory, cognitive and compensation strategies.
They also used IELTS exams to prove the initial and final level of English of
each student after the case study.

2L Skills improvement/Adaptation of the technique
Based on the results obtained by the case study, the improvement of skills of
each of the participants was the following. Regarding the use of strategies:
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Source: (Ormeño, 2004)
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Regarding the improvement on English knowledge (according to IELTS
exams):
Student 1: from 6 to 7
Student 2: from 3 to 4.5
Student 3: from 5.5 to 6
Student 4: from 5.5 to 6
Student 5: from 7 to 7.5
Student 6: stayed in 6

Sources, references, media
Ormeño, V. (2004). Las estrategias de aprendizaje de lenguas y su
entrenamiento: un estudio de casos. Los Lagos: Universidad de Los Lagos,
pp.7-13.

Available

at:

http://file:///Users/nieves/Downloads/LasestrategiasdeaprendizajeV.Ormeo1.pdf
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CASE STUDY 5 - ITALY
Description (target group, needs, objectives, who
applied the method)
This case study follows the use of the Methodology of Storytelling through a
class of Form 1 students (aged 12 to 14) in a Band 3 1 secondary school in
Hong Kong. There were 20 students in the class, with 16 males and 4 females.
Their mother tongue was Cantonese. Many of them had learned English for
many years, since they were in kindergarten or lower primary (i.e. Primary 1
to 3). However, the English level of these students, in general, was rather
weak.

Process of the case study
The Stories chosen: In this study, two storybooks were chosen for
investigation. The first one is called “Pooh’s Honey Tree” which was adapted
by Isabel Gaines and was published by Disney Press, New York in 1998. It is
a short story which has 34 pages for the whole book, with many attractive,
colourful pictures accompanying the content. The story is very simple but
interesting. It is about Winnie the Pooh found honey in the hole of a tree. The
other storybook is called “Pinocchio” which is a famous tale retold by Linda M
Jennings and was published by Ladybird Books Ltd. in 1993. It is also a short
story because there are only 24 pages for the whole book with colourful
illustrations in each page. It is about an old woodcarver who wanted to have
his own child and so he made a wood puppet called Pinocchio. Since it is a
famous tale, it is expected that most of the students have heard or read the
story before in Chinese. Laine (1998) suggests that if students already know
the story in Chinese, they will be eager to know about the story in English.
The rationale behind using short stories in this study was that for short
stories, they have the advantage of short that they could be finished within
one or two lessons. Another reason was that the language patterns and
vocabulary used in short stories are usually simple and therefore, are suitable
for young students or those who do not have high level in the foreign
language.
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The Approached used: The method of presenting the two stories to the
students in this study was the narrative approach (i.e. storytelling). It is
considered that this can help students understand the story easily through
varying the voice and the use of different body language, and develop their
listening skills. Moreover, by telling students the stories, teacher can adjust
the stories a little in terms of the language used to meet the level of the
students
Procedures: At the beginning of the study, a pre-test questionnaire were
distributed to the students to find out their initial perception towards English
and their confidence in English. Then the two chosen short stories were told
to the students. Since only one double period (i.e. two lessons) each cycle
was allocated to this study and each story needed about two lessons to be
finished, this study lasted for two cycles (i.e. four lessons). During the
teaching phase, the students’ responses to the lessons were observed by the
researcher and recorded based on an observation checklist at the end of the
lessons. After using the storytelling approach of two short stories for two
cycles, post-test questionnaires were distributed to the students to
investigate if they became more interested and confident in English. A semi
structured group interview of 6 students (2 high level, 2 medium level and 2
low level) was also conducted so that more information about the
participants’ attitudes towards English could be obtained.

Contents, results and/or impact
Methods of Data Collection
The data collection methods that were used in this study included
quantitative and qualitative methods. In quantitative methods, the pre- and
post-test questionnaires were used whereas in qualitative methods, class
observations and a semi structured group interview were done.
After collecting all the returned questionnaires, the percentages of responses
in each item of the pre- and post-test questionnaires were calculated and
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compared to see if there were any differences in the students’ interests and
confidence in English. Also, the students’ responses to the storytelling lessons
were analysed based on the teaching diary (refer to Appendix III) kept at the
end of each lesson, and the data recorded in the group interview were
transcribed and analysed qualitatively.
For detailed result please read the original paper:
https://files.eric.ed.gov/fulltext/ED545620.pdf

Materials and information of the case
Please see above

2L Skills improvement/Adaptation of the technique
Based on the findings of this particular CASE STUDY using short stories
does not result to be the right way to make students become more
interested in English unless the stories are carefully chosen in terms of
the content and the level of difficulty of the vocabulary used. Teachers
should be very careful when they select stories for their students,
especially those who have low level of English and those who have low
motivation. The story should be interesting and not involve too much
difficult vocabulary. The story can include some new language, but that
new language should not be too much to affect understanding.
Limits of the CASE STUDY:
a larger number of participants should be involved, which includes a
more balanced number of male and female students so that a less
biased conclusion can be drawn.
a larger-scale study should be conducted in other Form One classes,
other grade levels or even other schools with similar banding.
a longitudinal study which lasts for a longer period of time, say a year,
should be conducted, with more different titles of short stories used.
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Then a firm conclusion of the effectiveness of the use of short stories in
enhancing students’ interest and confidence in language learning could be
drawn.

Sources, referenc es, media
Yang, C.C.R (2009). A Case Study of the use of Short Stories in a Junior
Secondary ESL Classroom in Hong Kong. The International Journal of
Learning, 16(1), 35-50. https://files.eric.ed.gov/fulltext/ED545620.pdf
Lawtie, F. (2008). Storytelling. Available at:
https://www.teachingenglish.org.uk/article/storytelling
Smith, A. (2013). Making Stories and Storytelling Interactive. Available at:
https://www.youtube.com/watch?v=dRZSmZSnHoc
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CASE STUDY 6 - ITALY
Description (target group, needs, objectives, who
applied the method)
This case study follows the use of the Methodology of teaching a L2 through
drama to Korean (majority) and Chinese EFL speakers that were chosen by
the principal of Christchurch intermediate school in Canterbury New Zealand.
The original group consisted of 12 students, but two dropped out after two
lessons. The participants were mostly 11 years of age, and of lower
proficiency in English. Additionally, they mostly belonged to families of
medium

to

higher

socioeconomic

status,

with

their

parents

being

professionals who had migrated and brought their families to New Zealand
anywhere between three to seven years prior. All of the participants spoke
their mother tongues (L1) at home and English at school with their teachers
and friends who were not of similar language background.

Process of the case study
Guiding Questions
What drama strategies would work with this group of students?
How could the drama strategies used in this study be used to inform
the teaching in ensuing embedded case studies?
To what extent do the strategies used influence the completion of set
language learning objectives?
How does using the drama strategies differ from using my pre-existing
learnt drama strategies?
The case study took place in the form of 90-minute lessons that were carried
out once a week, totalling eight sessions over the period of two and half
months. The teaching unit was based on a picture book entitled The Silence
Seeker by Ben Morley, where the protagonist of the story is a boy named Joe,
who lives in a neighbourhood that looks similar to the Bronx in New York as
drawn in the pictures. Joe meets a new, unnamed boy in the neighbourhood
who does not speak, and when Joe later asks his mother about the boy, his
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mother replies that the boy is an asylum seeker, which Joe misunderstands
to be a silence seeker. Joe decides that he wants to help the boy find silence
in his bustling neighbourhood, and takes the boy around various places all
day, trying unsuccessfully to find a place that had silence. The next day, when
Joe goes to look for the boy, he finds that the boy has disappeared, which
effectively ends the story, leaving it open for interpretation and discussion.
The main focus of this unit was vocabulary building, which intersected with
the Lead’s opinion that there were also more specific aims that had been
inbuilt in the teaching unit. These included using language to express feelings,
to describe sights and sounds, to speculate about and interpret the causes
and consequences of situations. The first activity carried out was setting the
scene, and teacher did it by showing the pictures of the book, and reading
the book aloud to the students. Reading aloud the first few pages of the book,
was done in a familiar tone. This was to activate the students’ schemata on
the setting of the story, where there was a focus on building vocabulary.
The first group activity that was carried out in the Silence Seeker unit was a
variation of the hunter hunted game, where in the original the class is asked
to form a circle, and two students are chosen to be the hunter and hunted
(Greenwood, 2012). Both of these students are then blindfolded and placed
in the middle of the circle, where the goal of the hunter is to hunt the hunted
by using his hearing. If any one of them got close the human fence, the fence
would click, signalling to the other where the presence of the enemy was. In
the adapted version, instead of using clicks, the students used target
vocabulary that was fed by the teacher. Ideally, the target vocabulary would
be words that the students had been exposed to reading and discussion of
the story. In the activity, one of the keywords that we wanted the students
to acquire was ‘asylum’, which was a word that the students had been
exposed to in the reading and discussion of the story. Additionally, to layer
another level of sub modality into the process of association, the use of the
word tied in with the subtext of danger and safety of the activity. As a result,
it was found that all the students were able to recall the word, as well as how
to spell the word at the end of the class, and interestingly at the end of the
study. This word along with several other words, like ‘sanctuary’, that were
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introduced in this activity were words that had remained the most vivid in the
students’ memories, indicating that acquisition and retention of the words
had occurred, which made the activity one that was very suitable for learning
specialised words in small numbers. The connected activity, entitled ‘Noises
in the City’ was carried out after creating the backstory in the following class.
In Noises in the City, the Lead Teacher showed a picture in the book that
depicted the hustle and bustle of inner-city life, and prompted the students
to think about the noises they would hear in the picture. Ideally, the noises
had to correspond with the places Joe and the boy went to in their journey to
find ‘silence’. These noises were written down by the students on separate
pieces of paper, and then shared with the class. Subsequently, sounds were
discussed, and the onomatopoeic versions of the sounds were elicited from
the students. These words and their corresponding sounds compiled, and
were inserted into a vocabulary chart. Following the completion of the chart,
the teacher started the next phase of the session, with an activity I dubbed
as ‘Blind in the City’. This activity built from the previous one, where the
students were equipped with the compilation of noises in the city. They were
then asked to take positions in various parts of the room, except for two
students, where one was blindfolded and became the ‘blind’ person, and the
other became the guide through the city. Other students became the noises
in the city, and tried to create a ‘threatening’ environment as they saw fit,
based on what they read in the book. The blindfolded student was led through
the parts of the city and exposed to all the noise and chaos. The roles were
exchanged until everyone had a go at being blindfolded. Again, these two
activities appeared to be effective in their purpose. It was observed that the
students used the sounds that they had come up with, as well as the words
they corresponded with, both in the activity and in subsequent lessons.
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Contents, results and/or impact
Methods of Data Collection
The data collection methods that were used in this study included reflective
analysis, discussion about students’ writing and students’ interview data
obtained through one-on-one and group interviews with the participants of
the focus group.

Materials and infor mation of the case
Nawi, A. M. (2014). Applied Drama In English Language Learning. Retrieved
from:https://core.ac.uk/download/pdf/35471408.pdf

Skills improvement/Adaptation of the technique
Teacher translation not necessary if students are supplied with a
combination of sufficiently rich context, clearly enunciated and clarified
teacher talk, and coping drama strategies One of the biggest themes to
emerge from the data was a dependency on L1 translation, both from the
students who felt that they needed translation to understand the lesson
and the carry out the given tasks, and from the teachers who felt that they
could not make the students understand the lesson without whole chunks
of language being translated.
Using and allowing for the strategic use of students’ L1 improved students’
openness to using drama and promoted better task completion, one of the
emergent goals of the study was to investigate whether the use of drama
pedagogies could effectively reduce the students’ dependence on teacher
translation. However, there is still room for discussion on the students’ use
of their L1, and also the strategic use of the L1 by the teacher in other
areas that were not strictly pertaining to the lesson.
Use of role and character enabled the students to share personal opinions.
Another use of role and character that becomes salient in the exchange is
that the students also felt safety in expressing personal opinions when they
were presented with a character that had problems to be solved.
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Sources, references, media.
Legge,M.F. (2017). Make An Impact Teaching English Through Drama.
Available at: https://www.youtube.com/watch?v=Czr_EgbeZsU
Collins,

M.

(2014).

Teaching

English

through

drama.

Available

at:

https://www.youtube.com/watch?v=uflAn-Yfi7M
TalentEdu (2010). Learning English through drama (Lesson 1). Available at:
https://www.youtube.com/watch?v=g9yzfmcshNw
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CASE STUDY 7 – THE NETHERLANDS
Description
The case study aims to find appropriate answers to the questions: “How to
organize personalized education?” and “What are the organisational changes
with regards to the efficiency of students’ learning benefit from sensible
choices?”. It is based on the web article “How do you organize personalized
education?” published on 28th of February 2017, the author of the web article
being a principal of a primary school in the Netherlands (public institution).
See also Knowledge platform for education (Kennisplatform voor het
Onderwijs) https://wij-leren.nl/.
The target group consists of teachers of different subjects involved in
compulsory education, including foreign language teachers, as well as head
of schools and school inspectors.

Process of the case study
As students get to know their preferences for certain teaching methods, the
efficiency of their learning will benefit from sensible choices. Even for children
with a lack of motivation or for children who have actually become
unschooled, personalised learning offers a solution; this because, according
to their personal needs, the autonomy of choice is broadened or limited.
It is important to offer learning experiences based on positive reinforcement
strategies in a school with personalized learning in addition to work with an
internal locus of control and intrinsic motivation. The introduction of
personalised learning depends entirely on the individual student, the strength
of his/her self-discipline, and on the identified learners’ needs.
On the other hand, learners prefer choosing work that offers an intrinsic
reward (e.g. fun to do it, suits me) and has an internal locus of control (e.g.
I want it done, I do it now because I want it). As much as possible each
individual would work with an extrinsic reward (e.g. sticker) and an external
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locus of control (e.g. it should be done now, and it should be avoided to be
done in this way).
By nature, formal learning creates also resistance. As the reward is the result
itself (e.g. having mastered the skill, realizing that you know something), it
is important for schools to offer learning experiences based on positive
reinforcement strategies with personalized learning in addition to work with
an internal locus of control (producing) and intrinsic motivation (reward).
When focusing on an internal locus of control, the learners can be motivated
by their own interest as they produce something valuable such as a talent
workshop, a successful research project, the delivery of a real product that
comes with a company/client reward. Empirical research gives strong
indications (De Brabander & Martens, 2014) that intrinsic reward and internal
locus of control will increase learning outcomes. Children who experience
autonomy in their learning, develop self-confidence, are better able to reflect
on learning objectives and results, and are more motivated to go to work.
The theoretical framework for this is given by Ryan & Deci (2000, 2001) and
is called Self Determination Theory. By considering an external locus of
control, the intrinsic motivation can be given through being inspired by the
teacher, as well as via instructions and tasks. The extrinsic reward can be a
remediating lesson, preparation for an exam, empowerment strategies.

Contents, results and/or impact
In order to allow the personalised education, the curriculum has to cover also
the internal and external locus of control with their related intrinsic and
extrinsic motivations. The self-determination theory distinguishes between
intrinsic motivation (motivation that comes from within, the student is
motivated to learn something in which he/she is interested) and extrinsic
motivation (external stimuli ensure that the student is motivated, such as a
reward in the form of a high grade) and makes clear that intrinsic motivation
often provides better learning outcomes. According to Deci & Ryan (1985;
2000), teachers can increase intrinsic motivation if they are able to respond
to three basic psychological needs: autonomy (the student has the freedom
to carry out an activity according to his own judgment and has an influence
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on what he/she does); sense of competence (the confidence that the student
must have in his or her own ability); relationship and social solidarity (he
connection with the environment, or confidence in others).

Materials and information of the case
Deci, EL, & Ryan, RM (1985) Intrinsic motivation and self-determination
in human behaviour. New York: Plenum.
Ryan, RM, & Deci, EL (2000). Self-determination theory and the
facilitation of intrinsic motivation, social development, and well-being.
American Psychologist, 55, 68-78.
Verbeeck, K. (2010). On your own wings. Autonomy for children in
primary education. 's-Hertogenbosch: KPC Group commissioned by the
Ministry of Education, Culture and Science.

2L Skills improvement/Adaptation of the technique
Not applicable.

Sources, references, media
Not applicable.
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CASE STUDY 8 – THE NETHERLANDS
Description
The

case

study

aims

to

perform

language

diagnostics

to

support

individualisation in teaching and learning by using a learner-centred
approach, as well as to support the language learning process in ways that
correspond to the learner’s needs. It focuses on the individual language
learner and the (pre-)conditions that influence his/her language learning,
language behaviour and proficiency.
Language diagnostics in the classroom is an interactive process involving as
target groups both teachers and learners.

Process of the case study
Language diagnostics involves working with a broad and differentiated
language construct that takes into account learners’ languages (home and
target languages, other varieties, dialects), context-embedded and contextreduced speech, oral and written language, discourse functions and genres,
informal language and academic discourse, different aspects of the language
system, and language learning strategies.
Teacher assesses whether all the learner’s languages are developing well
or, alternatively, there are problems with one or more languages (e.g. if
the learner can manage oral discourse and informal language well enough
to build a bridge to written discourse and academic language, or if the
basic steps in language development are still in progress and need to be
supported).
Teacher concentrates on developmental features and changes (e.g.
integration and differentiation) as well as conjunctions between different
linguistic dimensions (e.g. prosodic or semantic bootstrapping).
Procedures should focus not only on competences and skills that have
already been mastered, but also on those that learners are in the process
of mastering.
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In order to take account of the dynamics of language learning processes,
the assessment of proficiency, performance or achievement needs to be
done in several “data collection rounds”, observation and analysis tools
being suitable for this purpose because they integrate qualitative aspects
of language performance and give insights into how linguistic knowledge
is applied in authentic communicative tasks.
Language diagnostics to be described as “assessment for language
learning” rather than as “assessment of language learning”. Assessment
for learning provides a broad insight into the individual learning process
required by language education in multilingual contexts.

Contents, results and/or impact
The main characteristics of assessment for learning (Little, 2009) are: it is
embedded in a view of teaching and learning of which it is an essential part;
it involves sharing learning goals with learners; it aims to help learners to
know and to recognise the standards they are aiming for; it involves learners
in self-assessment; it provides feedback which leads to learners recognizing
their next steps and how to take them; it is underpinned by confidence that
every student can improve; it involves both teacher and learners reviewing
and reflecting on assessment data (Little, 2009, p.4f.).

Materials and information of the case
1. Language diagnostics in multilingual settings with respect to continuous
assessment procedures as accompaniment of learning and teaching –
Drorit Lengyel, Geneva, Switzerland, 2-4 November 2010 (Document
prepared for the Policy Forum ‘The right of learners to quality and equity
in education – The role of linguistic and intercultural competences’).
2. Languages of schooling: focusing on vulnerable learners - Eike Thürmann,
Helmut Vollmer and Irene Pieper
3. Migrant pupils and formal mastery of the language of schooling: variations
and representations – Marie-Madeleine Bertucci
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4. Capitalising on, activating and developing plurilingual and pluricultural
repertoires for better school integration – Véronique Castellotti and Danièle
Moore
5. Professional development for staff working in multilingual schools – Jim
Anderson, Christine Hélot, Joanna McPake and Vicky Obied
6. Co-operation, management and networking: effective ways to promote the
linguistic and educational integration of children and adolescents from
migrant backgrounds - Christiane Bainski, Tanja Kaseric, Ute Michel,
Joanna McPake and Amy Thompson

2L Skills improvement/Adaptation of the technique
In the early stages of implementation, it is possible to save time and
resources by combining tools. For example, FörMig, a multilevel system that
combines testing and formative assessment shows how such a combination
can work. Some of the primary schools involved in the model programme
began by using a computerised assessment task in German and Turkish to
screen the general language proficiency of all pupils starting school for the
first time (Turkish was the dominant immigrant language and the first/home
language of most pupils). The task was an adapted version of Toets
Tweetaligheid, an easily administered standardised test developed by the Cito
Groep in the Netherlands (see www.cito.com); a number of children can be
assessed simultaneously, and the computer delivers results quickly. After this
the teachers used HAVAS 5 to look more closely at those children whose test
results gave cause for concern. By using a standardised test to gain an overall
view, the schools were able to concentrate their profile analysis, which is
time-consuming and resource-intensive, on those learners most likely to
benefit from it.
Applying a criterion-oriented benchmark, using descriptors to link curriculum,
academic objectives and classroom activities is appealing descriptors to link
curriculum, academic objectives and classroom activities for teachers and
schools. By making standards, criteria and expectations explicit to teachers
and learners, the mentioned target groups are provided with a set of
guidelines they can rely on, learners’ ability to monitor and self-assess their
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language learning is enhanced and they are helped to build identities as
successful learners. The fact that teachers often have low expectations of
learners from migrant backgrounds can be overcome by using descriptors to
link curriculum, academic objectives and classroom activities; in this way the
assessment for language learning is connected to academic language
objectives and overall learning goals, making possible to maintain high
expectations as it makes explicit the path to be followed.
In linguistically and culturally diverse classroom it is necessary to devise
solutions for to language diagnostics and language support that match the
objectives, curricula and programmes of regions, municipalities and even
individual schools.

Sources, references, media
Anderson, J./Obied, V./McPake, J. (2010): Professional Development.
Strasbourg: Council of Europe.
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–
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CASE STUDY 9 – U.K.
Description
Case Study description: Application of Graded Reader Library and Extensive
Reading Programme
Target Group: Adult English language learners, aged 18+, CEFR:B1
Objectives: Expand vocabulary, consolidate learning from in-class activities,
increase independent reading and extracurricular learning
Method carried out by: Mr. Gonzalo Galian Lopez, Eurospeak Language
School, Reading, Berkshire

Process of the case study
Mr. Lopez felt that the implementation of a graded reader library would
benefit his class, and would help them meet the objectives outlined above.
Selection of books to be chosen for graded reader/extensive reading
programme library
Implementation of the graded reader “library” system
Monitoring of students’ proficiency and reading comprehension during the
time of the library

Contents, results and/or impact
An overall increase in students’ appetite for reading in their second language
was prevalent throughout the 18-month period during which the library was
implemented. An increase In students’

Materials and information of the case
A selection of 40 graded readers, varying in level from CEFR:A1+ to
CEFR:B1+.
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2L Skills improvement/Adaptation of the technique
Not Applicable.

Sources, references, media.
Not Applicable.
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CASE STUDY 10 – U.K.
Description
The following case study was carried out by Dr. Candace Kelly-Hodge of the
University of Southern California. The students at the public school where this
case study took place are largely female adult immigrants with varying
proficiency levels who are trying to practice their English for varying reasons
as well; some of them have been in the country for years, and others have
only just arrived. Some students would like to enter universities in the United
States, others want to be able to speak with their children better, others want
to communicate in society, and still others, those on short trips, would like to
learn all they can in just a few weeks or months. Furthermore, the class size
often changes depending on the day of the week, as it is not required for the
students to arrive every day. Thus, one day you may have one group of
students, and the next day a new group of students.
Throughout Kelly-Hodge’s initial observations and lessons, she noted that she
could see that when the host teacher did not scaffold, explain, model or
preload vocabulary or instructions sufficiently the beginner students had a lot
of trouble keeping up with the relevant content, while the advanced students
seemed to thrive in the gap-filling environment that encouraged student
interaction. Conversely, when the teacher over scaffolded, gave too many
instructions, or generally worked at a slower pace, the advanced students
seemed slightly bored and restless while the beginners were more engaged.
Thus, the problem of differentiation had extended itself all the way to
instruction time and the activity choice of the instructor.

Process of the case study
While academic diversity is a wonderful thing, so much academic diversity
can be a lot to handle for one teacher.
Kelly-Hodge decided that the best way to help this class was to dedicate about
half of the three-hour class to language centres. This would allow the
instructor to use her advanced course book to prepare independent group
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and individual activities for the advanced students, while she spends some
extra time working with the beginning students. For example, the instructor
could have the advanced students working through lessons on the computer
(e.g. Duolingo, Rosetta Stone), or doing worksheets from their course book,
or playing a game that practices their use of English (e.g. Scrabble,
Crosswords). By splitting the class this way, Rebecca was able to concentrate
on different issues in smaller groups, while still providing materials and
resources for the students to begin learning on their own in the other
language stations.

Contents, results and/or impact
They would use these centres to work on individualized projects, practice
specific language issues, use more computer programs, work in groups, and
in general explore their use of English across various contexts and mediums.
This would not only promote their own learner autonomy, but would also give
the teacher, Rebecca, more time to spend with the truly beginner students
who require a bit more time and attention. As my consultant expert, Rebecca
agreed with my idea, though she also thought it might be a bit cumbersome
to organize, I encouraged

Materials and information of the case
Throughout Kelly-Hodge’s initial observations and lessons, she noted that
she could see that when the host teacher did not scaffold, explain, model
or preload vocabulary or instructions sufficiently the beginner students
had a lot of trouble keeping up with the relevant content, while the
advanced students seemed to thrive in the gap-filling environment that
encouraged student interaction. Conversely, when the teacher over
scaffolded, gave too many instructions, or generally worked at a slower
pace, the advanced students seemed slightly bored and restless while the
beginners were more engaged. Thus, the problem of differentiation had
extended itself all the way to instruction time and the activity choice of
the instructor.
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2L Skills improvement/Adaptation of the technique
Not Applicable.

Sources, references, media
Beattie, Kyle. (2015). Case Study: Differentiation in a Diverse Classroom.
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