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Podem imaginar la llengua anglesa com un pas-
saport que obri moltes portes. Per començar, i
això és molt sabut, conèixer-la implica poder
aspirar a nous llocs de feina. A més i ara diré una
altra cosa que frega el tòpic, l’anglès et converteix
en un viatger ben armat, preparat per fer-se
entendre més o manco arreu. Tòpic o
no, però, no calen més arguments per
valorar la importància d’aquesta llen-
gua i de l’assignatura que impartiu. 

I, així i tot, encara queden arguments:
sobretot, l’enorme cabal de coneixe-
ments que només són accessibles en
anglès. Pens en la magnífica tradició
literària de la llengua anglesa, és clar,
però també en la constant i inabasta-
ble producció científica que es pro-
dueix en aquest idioma. Convençut
que la curiositat és el motor més
potent dels individus, aquest valor em resulta
molt atractiu. Amb accent d’Esporles o de
Cambridge, manejar l’anglès és, en definitiva,
manejar coneixement. 

Tot això és el que moltes generacions d’alumnes
deuen als seus professors d’anglès. Un col·lectiu
que ha anat polint les seves eines pedagògiques
passa a passa, any rere any, i que ja fa temps que
ha assolit un grau de professionalitat admirable.
Una bona prova d’això és, precisament, la volun-
tat de treure endavant aquesta publicació: rigo-
rosa, ambiciosa i amb voluntat de ser útil. En un
moment complicat, cap esforç és sobrer; però
una iniciativa així és d’una generositat que
agraesc especialment. 

Vaig acabant, i ho faig amb una darrera defensa
de la importància de l’idioma que ensenyau. Fa
poc, l’escriptor eivissenc Vicente Valero explicava
que, de petit, l’impressionava molt l’aspecte dels
turistes que passejaven pel seu carrer i, quan son
pare li demanava què volia ser de gran, ell con-
testava: «Jo? Estranger». Aquesta fascinació per
l’altre, aquesta voluntat d’afegir noves identitats
a la pròpia, també obté resposta en
l’aprenentatge d’un idioma com l’anglès. 

Mirau si en dóna, de fruits, el vostre treball. 

Rafael Àngel Bosch Sans
Conseller d’Educació, Cultura i Universitats

We can picture the English language as a passport that
opens many doors. To begin with, and this is a well-
known fact, knowing it implies being able to aspire to
new work options. In addition -and here I ‘m resorting
to an idea which borders on a cliché- English allows
you to become a well-equipped traveller, ready to be

understood more or less anywhere. Cliché it
may be, but we need no more arguments to
help us appreciate the importance of the
subject you are teaching.

But, having said all that, there are indeed
other arguments: above all, there is the huge
volume of knowledge that is accessible only
in English. I’m thinking of the magnificent
literary tradition of the English language, of
course, but I’m also talking about science,
whose unceasing output, that is not within
the reach of most of us, is undertaken in
English. Convinced as I am that curiosity is

the greatest driving force for individuals, this particular
feature of its worth is really appealing to me. Whether
it is with an Esporles accent or a Cambridge one, a
mastery of English means a mastery of knowledge. 

All of this is what many generations of pupils owe to
their English teachers. A group of people who step by
step, year by year, have gone about sharpening their
pedagogical tools and who have been enjoying a level
of professionalism that they reached some time ago.
Proof of this fact is found here, precisely, in the desire
to bring this publication into being- a magazine that
is carefully crafted, with high ambitions and a desire
to be truly useful. At this difficult juncture, no effort
that anyone makes is superfluous, but an initiative
like this is something I am especially grateful for.

In closing, one last defence on my part of the impor-
tance of the language you are teaching. Not long ago,
the Ibizan writer Vicente Valero explained that as a
child, he used to be very struck by the appearance of
the tourists who passed along his street and when his
father asked him what he wanted to be when he grew
up, he answered “Me?- I want to be a foreigner” This
fascination for others, this desire to attach new identi-
ties to our own, finds its expression in the learning of
a language such as English.

Be assured, then, that your work does bear fruit!

Rafael Àngel Bosch Sans
Conseller d’Educació, Cultura i Universitats
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Associació 
de professors
d’anglès de les 
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More than a year ago, a group
of teachers of English, be-
longing to different educa-
tional levels, created APABAL;
Associació de professors
d’anglès de i en anglès de les
Illes Balears. 

Our main commitment from
the beginning has been to
help gain more widespread
consideration of the impor-
tance of teaching and learn-
ing the English language, as
well as to support all kinds of
educational practice in this
field. 

Other specific aims of the as-
sociation are to:

• Help keep methodological
training in our region up to
date. We pursue this goal for
teachers of English, as well as
for those teaching other sub-
jects using the English lan-
guage in the public and pri-
vate sectors.

• Promote research in the
English-teaching field.

• Encourage and foster com-
munication between teachers
from different educational
sectors through an exchange
of experience and educational
knowledge.

• Help create more wide-
spread acceptance of how im-
portant it is to learn English.
We will encourage the organi-
zation of courses, confer-
ences, magazines, newslet-
ters, media and other
beneficial activities - in short,
we will propose any activity
that would support good edu-
cational practice in the Eng-
lish language teaching con-
text.

• Develop activities related to
Anglo Saxon culture, especial-
ly those aspects which have
some relationship to the
Balearic Islands.

We are a non- profit associa-
tion, so members are essen-
tial to us and that means that
those who join Apabal will
enjoy benefits such us free ac-
tivities or reduced price in

others. We will make an effort
to have nearly all of our activ-
ities recognised with profes-
sional credit points (credits
de formació del professorat). 

The idea of this magazine
came to us when planning
how to let the teachers’ voice
be heard louder and more
clearly.  There are plenty of
interesting school experiences
in the Balearic Islands that
should be shared with other
teachers who are committed
to thinking more deeply
about all that is involved in
their profession.

We would like to thank you all
for your support in this very
first year.

The strength of this associa-
tion is you, teachers. ”Those
who stand strong will stand
forever”.

Montserrat García 
President of APABAL

You see things; and you say ‘Why?’ 
But I dream things that never were; 

and I say ‘Why not?’
George Bernard Shaw
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by Donna Shaw
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COLLABORATIVE LEARNING: 
JUST LIKE PLAYING 

After completing her degree in 1988, Donna Shaw spent several
years teaching English in the UK, Australia and Portugal. In 1995, she

arrived in Mallorca where she continues to enjoy teaching children
of all ages. She completed a Masters degree in Education with

Manchester University in 2002, and regularly collaborates in the pro-
fessional development of primary teachers around Spain. Donna is

also the co-author of the primary course ‘Find Out!’ (Macmillan ELT)
and the higher level primary course ‘Footprints to English’

(Macmillan ELT).

SUPER 
MARIO 
BROS



When I was a teenager, I wasn’t very good at video
games. I couldn’t hit a virtual tennis ball or drive a
virtual car; and I was eliminated in the first few
minutes if the game was competitive. Not having
gaming skills meant that I spent less time playing
than everyone else and I quickly got bored. 
It wasn’t until recently, when I played a game called
‘Super Mario Bros.’, that I actually began to find
video games fun. In this game, players work as a
team and combine their skills to complete a quest.
The game also promotes communication as the
players need to negotiate a plan of action as they
travel through the adventure. Suddenly, other play-
ers were willing to help me; my skills improved; and
I felt a lot more confident and motivated. This
learning experience has made me think about the
importance of collaborative tasks in the primary
language classroom.

We know that children need to feel valued and se-
cure in order to learn effectively. Collaborative tasks
help establish a positive and supportive learning en-
vironment and train pupils to interact more confi-
dently with each other. The game ‘Elbow to Elbow’
is an easy and effective way of introducing younger
children to this kind of task. The children work with
a partner and the teacher calls out the name of a
body part that the class knows, i.e. ‘toes to toes’. The
partners then have to touch these body parts to-
gether. 

Older primary children can learn collaboratively
when reproducing a simple drawing. In this activity,
one pupil has a drawing and the other, who can’t
see the drawing, has a pencil, rubber, coloured pens
and a sheet of paper. The pupil with the drawing de-
scribes what s/he can see. For examle, ‘The robot’s
head is a square’. The other pupil listens and at-
tempts to draw what is being described. Throughout
the activity, the pupils negotiate to fulfil the task.
The child describing the picture can correct and
clarify, i.e. ‘No, the head is a small square’ and the
child drawing can check information and ask for
confirmation, i.e. ‘Is this right?´. At the end of the
activity, the children compare the two drawings and
assess how well they did. 

a. Original drawing b. Pupil’s drawing

Collaborative writing allows pupils to share their
knowledge and ideas and support each other in the
writing process. Dictated stories are a good idea for
introducing the class to this type of activity. As a

class, brainstorm ideas for a story using the follow-
ing headings: characters; setting; problems; solu-
tions. Then invite the class to begin the story. Listen
to their ideas and record the sentences on the
board, making sure that the whole class participates
in the process. When the story is complete, reread it
with the class and discuss revisions. Finally, the
pupils should copy the class story into their note-
books and illustrate it with a drawing. Once the
pupils are confident with this type of activity, you
can organise them into small groups to brainstorm
and create their own stories. These stories can then
be published in a class book or on the school web-
site. 

Project work also gives pupils the opportunity to de-
velop collaboration skills. However, it’s very impor-
tant to establish working rules. Pupils need to know
that everyone should participate and that all ideas
should be heard and valued. One way of ensuring
full participation is to provide different roles for
members of the group. Possible roles include:

TIMER RECORDER

TRANSLATOR QUESTIONER

Finally, problem solving tasks promote collabora-
tion in the classroom because they encourage chil-
dren to share their thoughts and opinions. Simple
problems include classifying objects, solving maths
problems in English or putting objects in order.
More complex problems include researching how to
save energy in your school or designing a perfect
zoo. In this last activity, the pupils need to investi-
gate zoo animals to find out about their habitats
and identify which animals are predators and which
are prey. The pupils can think of a name for their
zoo, produce maps and posters and even design a
radio advert. 

A great advantage of using collaborative tasks in the
classroom is that pupils with different levels of abili-
ty can work together. Everybody’s contribution is
important and pupils are encouraged to support
each other. As a result, children gain confidence in
their ability to communicate in English, are more
willing to participate, and have lots more fun — just
like playing ‘Super Mario Bros.’!
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AN OVERVIEW 
ON NETSPEAKFYI: by Gabriela Torrens Ansell

“xprnz S d nme every1 givs 2 their
errs.”*

* Oscar Wilde  = “Experience is the
name every one gives to their mis-
takes.”

“itz a truth universaly acnowledgd,
dat a sngl mn n possession of a gud
fortuN, must B n wnt of a yF.”#

# Jane Austen = It is a truth univer-
sally acknowledged, that a single
man in possession of a good for-
tune, must be in want of a wife. 

According to Wikipedia, SMS lan-
guage or “Textese” (also known as
txtese, chatspeak, txt, txtspk, txtk,
txto, texting language, txt lingo, or
txt talk) is the term used to describe
the abbreviations and slang com-
monly used  in mobile phone text

messaging. This communication
protocol is noted for its brevity
(SMS stands for ‘short message
service’). SMS language is also com-
mon on the Internet, especially in
social networks such as Twitter
(messages can’t be over 140 charac-
ters).

People who are familiar with net-
work communication are already
accustomed to this language and
have no problem in writing or
reading SMS language. Although
some people are worried that
Textese is going to ruin the written
English language, I believe that it is
just another register that we should
be able to use appropriately. Just as
we don’t write as we talk, we don’t
write as we text – texting is for spe-
cial situations, when there is no
space and brevity is important.

Text messaging is no more of a
threat to the English language than
the radio phonetic alphabet or
Morse code. It’s just a new form of
shorthand. Older forms of short-
hand haven’t taken over written
language, so I can see no reason for
“txt” to do so.

Students may find it interesting to
learn some Textese, and it might
make them feel more confident in
joining a chat room where English
is used. Netspeak should be taught,
just as we teach the use of colloqui-
al language for informal letters or
dialogues. 
In a nutshell, Textese should be
introduced and practised in our
lessons: it’s the language of choice
when chatting, tweeting or sending
sms. It is a very specific language
and it is continuously evolving. We

Single Letters Replace
Words

be = b
see or sea = c
are = r
you = u
why = y
oh = o
the = d or da
at = @

Single Digits Replace
Words

ate = 8
for = 4
to, too or two = 2
won or one = 1

A Single Letter or Digit
Replaces a Syllable

great = gr8
late = l8
mate = m8
wait = w8
date = d8
fate = f8
gate = g8
rate = r8
later = l8r
skate = sk8
skater = sk8r
tomorrow = 2mro
today = 2day

Combinations to
Shorten a
Single/Multiple Words

You’re = ur
no one = no1
see you = cu
for you = 4u

Gabriela Torrens Ansell has a BA in English language and literature. She has been an English teacher in primary,
secondary and adult education for more than fifteen years. At present she is working in IES Calvià in Santa

Ponça. She has participated in articles  published in magazines and books on different educational matters.
Gabriela also has years of experience as teacher trainer, and is currently doing work on research related to TEFL.
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Further reading on the subject:

Crystal, David; McLachlan, Edward
(2008). Txtng: the Gr8 Db8. Oxford:
Oxford University Press

know that it is not “proper” English.
Some teachers are worried that stu-
dents may get sloppy and start
using abbreviations in their formal
writing. But this is not likely to hap-
pen if we give our students a real
context within which to use SMS
language. Those teachers who are
already working with a classroom
website or a blog can add an appli-
cation to their site such as the one
provided by http://www.cbox.ws —
students can chat and message in
English under the teacher’s  super-
vision in a safe environment.  

If you are not a frequent user of
“Textese” or “SMS language”, you
can check Wikipedia to learn more
about it:
http://en.wikipedia.org/wiki/SMS_
language.  Here are some of the
abbreviations you’ll find there:

Finally, these are some of the most commonly used acronyms:
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CLASS
MANA

GEMENT
Tom Maguire has degrees in English (U.K.), French

(France) and Philology (Spain). He has 37 years experi-
ence teaching students and teachers at university and

secondary levels in France and Spain.
He works with APAC giving courses to trainees and expe-

rienced teachers, and mastering their EFL websites.
He is a Master Practitioner in Neuro-linguistic

Programming (Nlp) and is certified in Group Dynamics
by Michael Grinder, author and expert in group mastery.
He uses Nlp to enhance Learning to Learn strategies and

Group Dynamics to foster classroom excellence.
Website: http://tom.sinera.org

by Tom Maguire
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Mother was moving around quickly in the kitchen,
busily making lunch. Her young son was in another
room, playing quietly on the floor with his toy cars.
Suddenly, there was an almighty crash in the kitchen
as a heap of plates toppled over and shattered on the
hard floor. The little boy immediately leapt up and ran
through to the kitchen shouting, “It wasn’t me! It was-
n’t me!”  Class management often starts by healing
guilty consciences.

In the past, the teacher was often a figure of authority
who controlled the class by playing on feelings of guilt
or threatening pupils into submission. As a short-term
discipline, this sort of sentimental blackmail will work
quite adequately. However, in the long run, these
methods will erode the very self-respect educators
propose to install in their pupils. The power to impose
your will by threat or shame is, in the end, not useful
for educating responsible citizens. We are obliged to
find and act out new patterns of discipline that will
lead to self-control and not simply obedience. Instead
of using the influence of power, we need to use the
power of influence — through positive management.
The aim of positive management is to give teachers
the resources they need to maintain the balance be-
tween controlling pupils’ behaviour and fostering the
growth of positive human values. 

Many of the resources mentioned in this article are in-
spired by the insights of Nlp (Neuro-linguistic pro-
gramming). When applied to education, Nlp can be
summarised in three short sentences:

- First, know what you want in class — your outcome.
- Secondly, keep your senses open to know what you
are getting.
- Thirdly, be flexible enough to change your behaviour
until you get what you want.

- OUTCOME
- SENSITIVITY
- FLEXIBILITY

Following the Nlp model, the article proposes three
strategies:
· optimising classroom communication as an effective
outcome for class management; 
· suggestions as to how you can verify this outcome; 
· recommendations of ways to change your behaviour
to achieve it. 

Steven Covey, in his study of the habits of highly effec-
tive people, concluded that the first, most important
habit was taking the initiative; the second was to start
with a clear determination to understand where you
are now, where you are going and what your priorities
are. In other words, to be effective you begin by having
a clear outcome and acting on it.
At the very beginning of a class, make it an outcome to
get the attention of everyone in your classroom before
you start your lesson. Begin explaining content only

when you are satisfied that you have the class’s atten-
tion. Experience shows that starting a lesson before fo-
cusing attention is a poor start. If you begin a lesson
and hope for attention, pupils will not necessarily set-
tle down. They will settle when you centre them. Begin-
ning class before concentrating attention will send a
false message to pupils that you are willing to compete
with them: you don’t mind talking while they talk.
Spending time on gathering attention at the outset of
each class teaches students that speaking in this class
is to be orderly and that you are leading them.

You will know when pupils are focused because there
will be a general silence in the class and students’ eyes
will turn to you in the expectation of a lead-in.

To achieve focusing you may be inclined to use your
voice. It is more recommendable to use primordially
visual cues, leaving your voice for subject content. You
can begin to focus students’ attention by signalling
them to be seated while you get your papers in order.
Then comes the roll call. During this ritual introduc-
tion you will find that pupils quieten down noticeably
once they hear their names pronounced. 

However, the class has not really begun and you will
now have to sharpen pupils’ focus. In his book Envoy
Michael Grinder explains just how to do this:

- Stand at the front of the classroom with your weight
equally distributed on your two feet and say your
usual welcome.
- State your greeting in a voice slightly louder than the
ambient noise in the classroom and then stand ab-
solutely still and keep quiet. 
- When the background noise lessens, start the lesson
in a low voice.

This sequence can be summarised as follows:

STAND UP FRONT, IN BALANCE
-

GREET IN A TONE HIGHER THAN THE CLASSROOM
NOISE

-
STAND STILL

-
REMAIN SILENT

-
BEGIN THE CLASS IN A WHISPER

Note the use of visual communication in this se-
quence. You show what you want pupils to do – you
are already leading. You say little because you want si-
lence, you keep still because you want stillness. You
then begin to use your voice for content, but in a
whisper at first, to make sure students have to strain
to hear you. You will also notice that the whole situa-
tion is emotionally neutral, neither you nor they have
misspent energy on confusing feelings of discipline,
authoritarianism, or coercion.



You can evaluate the effectiveness
of this strategic sequence by put-
ting it into practice one day, then
doing the opposite the next day
and noticing the differences in
your pupils’ reactions. You can
then decide which strategy is more
appropriate for your needs.

Once you have established a focus-
ing sequence as a routine at the
beginning of your classes, you will
find that it is possible to turn it
into an automatic reaction. This is
what Nlp terms an ‘anchor’. It is an
unconscious reaction to a given
stimulus. One experience I had
was that of noticing that a particu-
lar class began to start focusing
when I closed the classroom door.
It was easy to build on this obser-
vation and reinforce natural atten-
tion by closing the door just before
starting the class. Gradually the
pupils anchored the routine in
which closing the door meant pay-
ing attention. As human beings we
make and receive anchors con-
stantly. Focusing a class in this way
was simply the result of observa-
tion coupled with a use of anchor-
ing to strengthen the desired effect.
Once focusing is anchored, those
who want to go further can try in-
ducing “flow”, that wholesome feel-
ing people have when they are to-
tally involved in an activity. Flow
may not be easy to generate in stu-
dents but focusing is a first step in
this direction. (For more informa-
tion see the two articles on “Flow”
at:
http://tom.sinera.org/Nlp/articles)

Gathering pupils’ attention at the
outset of classes is one thing; but
how do we maintain it? Keeping
the class focused during the lesson
is an effective way of managing the
class and represents good teaching
practice. You can retain attention
by careful use of your communica-
tion, especially your language. Nlp
tells us that the human brain un-
derstands language primarily in
the affirmative. In fact, we only
comprehend negative sentences by
first transforming them into the af-
firmative then negating them. Try
an example: if I say to you, “Don’t
think of a pink elephant!” what
happens in your mind? What did
you just see in you mind’s eye? A

pink elephant, of course. Our
brains must first envisage such a
coloured animal, then dissolve that
image to stop thinking of it.

This little experiment shows us
that efficient communication in a
classroom also requires us to ex-
press instructions in the positive.
As a replacement for saying, “Don’t
scribble on the desk!” say, “Write in
your notebook.”; say “remember”
not “don’t forget”; instead of bel-
lowing “No shouting!”, whisper
“lower your voice”. Your outcome is
to use phrasing that describes the
behaviour you want instead of list-
ing activities that students should
not do. 

In order to train yourself in this
technique, you can practice imag-
ining seeing and hearing yourself in
a class giving affirmative instruc-
tions. You then link these rehearsals
with actual practice in class in
order to effectively anchor the habit
to your classroom. In a short time
you will find this has become an-
other unconscious routine support-
ing good management. You will
know that you have attained your
outcome when you find yourself
using positive phrasing more easily
than negative phrasing.

An inexperienced teacher may in-
correctly insist on only telling stu-
dents off in a negative fashion: “I
want you to stop…” This usually
triggers confrontation and denial.
The focus is on the misbehaviour
and the student is quick to retort:
“I wasn’t doing anything!” or “It
wasn’t my fault…” or “Since when
is there a rule against…” and esca-
lation has begun. A much better
way of reinforcing positive behav-
iour is recognising improvements
or praiseworthy points as well as
admonishing negative points. Ac-
knowledge appropriate behaviour
simply and clearly, without insis-
tence. One of our classes of 15
year-olds is unusually tidy and we

praise them for this at the same
time as we insist that late-coming
is unacceptable. By approving in
this way we balance out positive
remarks with reprimands — and
also reinforce tidiness. Balanced
use of this technique will focus the
students’ attention on the behav-
iour you want, not on the misbe-
haviour, yet allow room for de-
manding improvement. Make it an
outcome to be positive, even in
your language.

Clarity is another important tool
which helps you keep pupils fo-
cused and managed. The opposite,
uncertainty, is something which
will undermine good management
because it increases the level of ex-
citement in the classroom. If pupils
know what is about to happen
then they will be more likely to re-
main calm and pay attention be-
cause you have effectively removed
confusion from their minds. At the
beginning of each class, outline for
students exactly what will be hap-
pening during the period. Talk, for
example, about the aim of the class
and how its content will lead them
there. Coupled with the use of a
simple visual prop like the chalk-
board, the Mind Map format will
greatly enhance this communica-
tion in your classroom. (For more
on Mind Maps see :
http://tom.sinera.org/Nlp/articles)

Searching for positive intentions is
a powerful way of managing. This
outcome is based on the Nlp as-
sumption which reads, “All behav-
iour has a positive intention be-
hind it.”  This of course includes
students’ behaviour. Applied to
class management, what the quote
really means is: you can find a pos-
itive intention behind all behav-
iours, no matter how bizarre or
even hurtful they may seem. When
a student is insulting, rebellious,
pays no attention to you or doesn’t
do homework, this negative behav-
iour has a positive intention (for
the student). In fact, as Don
Blackerby (www.nlpok.com) has
pointed out: “It’s the positive inten-
tion which drives the behaviour.”
He adds that you will not be able
to influence the negative behaviour
until the positive intention is rec-
ognized and satisfied.



What makes the search for positive
intention a powerful agent for
change is the response it elicits
from the other person. If you
blame, act judgmental, criticize, or
otherwise attach a negative inten-
tion to the behaviour, you will au-
tomatically get a defensive re-
sponse, or a withdrawal, or a
counter-attack. You become the
enemy. However, if you are honest-
ly and actively assuming positive
intention and looking for it, there
is no need for the other person to
defend herself against you or to at-
tack you. You cease to be a menace
and become a collaborator. In class
management, looking behind the
behaviour for the positive inten-
tion will put you both in positions
of collaboration instead of opposi-
tion. There is no need to accept
this on faith, of course. Instead, we
suggest you practice finding the
positive intention behind pupil be-
haviour and observe how this af-
fects your management.

Bonnie Tsai, an ESL teacher living
in Toulouse, tells of a management
solution she hit upon while teach-
ing a badly behaved group of
teenagers during one hot summer.
The group was so exceptionally
unruly that no amount of reason-
ing or reprimanding made an im-
pact. So Bonnie tried another tack:
she showed them a mirror image
of themselves by reproducing their
behaviour. This mimicry went on
for some time. Gradually the stu-
dents began to see themselves in
action - and they didn’t like what
they saw. The disruptive behaviour
finally stopped when one boy said
out loud “What’s she doing?” Back
came a girl’s reply, “She is us!” Mir-
roring their disagreeable behaviour
back to them finally changed the
behaviour itself.

This little story points out the im-
portance of a recommended tech-
nique many teachers use as a man-
agement tool: visual cues. Some
teachers flip light switches, others
use facial expressions, body pos-
ture and hand signals. You can ex-
tend this to other non-verbal cues,
such as pocket clickers or tapping
the board with chalk for attention.
One technique that works well, es-
pecially with adults, is asking peo-
ple to pay attention and raise their
hand when they see yours raised.
This has the knock-on effect of
spreading the signal silently and
efficiently throughout the class-
room. Cueing management visual-
ly also has the advantage of ap-
pearing less aggressive and, more
importantly, allows you to reserve
your voice for content. In this way,
you avoid contaminating your sub-
ject matter with disciplining.

Another big spin-off of visual dis-
cipline and reserving your voice for
lesson content is that you exclude
feelings. In general, to ensure that
you avoid involving feelings, it is
wise to direct management in-
structions to the whole class in-
stead of to a particular student.
However, in extreme cases it may
be useful to include your feelings
in a controlled manner. Thomas
Gordon offers a technique for this
purpose in his “Teacher Effective-
ness Training” (TET). He tells us to
structure messages in three parts:
-  First, a description of the child’s
behaviour: “When you talk while I
talk …” 
- Secondly, the effect of this behav-
iour on the teacher “… I have to
stop my teaching…”
- Thirdly, the feeling that it gener-
ates in the teacher. “… which frus-
trates me.”

A teacher, distracted by a student
who was constantly talking while
he tried to teach, once made this
powerful expression of feelings: “I
can not imagine what I have done
to you that I do not deserve the re-
spect from you that I get from the
others in this class. If I have been
rude to you or inconsiderate in any
way, please let me know. I feel as
though I have somehow offended
you and now you are unwilling to
show me respect.” The student did
not talk during his lectures again
for many weeks.

I have detailed different practical
skills for good management. How-
ever, underlying the diverse tech-
niques there is an important gener-
al outcome: rapport. Rapport is the
Nlp word for the relationship you
build with others, in this case with
your students. The power of the
techniques shown lies not in their
technicalities but in their ability to
enhance your positive relationship
with the class. It is because these
procedures will strengthen your
bonds with the group that you will
manage better by using them. One
of the secrets of optimum manage-
ment is excellent rapport.
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Nina Lauder has been teaching all levels of English since 1990 and for the past ten years has been in-

volved in educational consulting and teacher training. She has given workshops all over Spain and
abroad. She is also a materials writer for ELT and CLIL books and has published several articles. She cur-
rently works as a freelance author and as a teacher trainer. She is the co-author of Explorers (OUP, 2011). 

See: http://ninaspain.blogspot.com for more information. 

by Nina Lauder 



Anyone who has worked with young learners
is well aware of how active children can be. As
children have lots of extra energy and tend to
have shorter attention spans than older learn-
ers, it is important for teachers to develop a
series of ‘up the sleeve’ activities to keep their
classes moving at a good pace and to keep the
children ‘on their toes’.  This article includes a
variety of five minute activities which help
spice up the EFL class and maintain children’s
attention.

Blackboard Activities

Odd One Out Draw a circle, a square, the
number 3 and a triangle on the board. En-
courage the children to identify the image
that does not belong (the number 3). Repeat
this with new drawings or using flashcards or
activity cards, making the tasks more chal-
lenging or having more than one possible an-
swer.

For example, show pictures of a spider, a bee,
a fly and a stick insect and encourage answers
such as, ‘the spider is different because it’s got
eight legs’; ‘the bee is different because it makes
honey’; ‘the stick insect is different because it
can’t fly’.

What’s Missing? Write 4 or 5 numbers on the
board. Tell the children to close their eyes and
rub out one of the numbers. Children open
their eyes and say the number that is missing.
Once they have played a few times, encourage
children to come to the front of the class and
rub out the numbers. This can also be done
with pictures or flashcards and can be played
in pairs or small groups, covering numbers in
a series with pieces of card. 

What Is Number Three? Draw 3 or 4 class-
room objects or animals on the board. Write
random numbers (from 1-10) next to the pic-
tures. Ask questions such as ‘What is number
7?’ Ss: ‘It’s a cat!’ ‘What number is the mon-
key?’ Ss: ‘Three!!’ Afterwards, point to pictures
and ask: ‘Is it a (mouse)?’

What Is It? Begin drawing a picture on the
board (for example, a mouse) but draw it very,
very slowly, stopping every once in a while to
allow students to guess what you are drawing.
Ask ‘What is it?’ as you go along.

Physical Response Activities

Please . . . Tell the children that they are going
to play a game. They must only do the actions

if the teacher says the word ‘please’. For exam-
ple, say ‘please stand up’ (children stand up);
‘please jump’ (children jump); ‘close your eyes’
(children shouldn’t close their eyes as the
word ‘please’ was not said). After a few
rounds, different students can take turns
leading the activity. 

Human Numbers Encourage the children to
make numbers with their body. Say a number;
next, the children try to form the number
using their bodies or hands. Once they have
done this a few times, they can try to form
numbers with other members of the class.

Mime and Guess Encourage different children
to come to the front of the class and mime an
emotion (bored, happy, sad, frightened). The
other children guess the emotion, then act
out the emotion. 

Back Drawing Encourage the children to draw
a number from 1-20 on their partner’s back.
Their partner tries to guess the number, then
draws a different number on the other child’s
back.

Count Around the Room. Tell the children to
count from 1-20, taking turns saying the num-
bers. Establish the order in which the children
will count before they begin and try to ensure
that the activity moves along at a good pace.
When the children reach 20 see if they can
count backwards (20, 19, 18 . . .). Children can
also pass a toy or object from one to another
as they count. 

Body Connectors Place the children in pairs
or groups of 3. Give commands such as ‘hand
to hand’ (children put their hands together).
Later, add commands such as ‘hand to arm’,
‘arm to foo’t. Option: when the children have
played a few rounds, tell them that when you
call out ‘body connectors!’ they should change
partners.

When working with large groups of young
learners it is important to be prepared for the
unexpected. Children, like adults, are unpre-
dictable; as teachers, we should always be
ready to change the pace of the class and
channel the children’s energy. 

Have fun and good luck keeping them on
their toes!
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Sant Rafel is a small school located
close to the centre of Palma. We
have nearly 400 students and 30
teachers. Since 2008, we have had
a European Section (ES) in Pri-
mary, teaching Physical Education
in English (1st to 5th grades). Since
2004, we have had a European Sec-
tion in Secondary, teaching History
and Geography in English (2nd to 4th

grades). We intend to expand these
projects to all grades in the coming
years. We have named our project
‘EEE’: ‘Easy English for Everybody’.

Why are We EEE-holics?

We enjoy working on this project.
Our strongest point is our mutual
understanding and inter-reliance.
In our case, we find that there are
three very important considerations
that  make the project a success: 

Coordination availability: we meet
two hours every week to keep track
of each other’s classes and to plan
subsequent classes.

Involving all students. As experi-
enced educators, we can confi-
dently state that having all pupils
studying the same topic (but per-
haps at different levels) works well
and contributes to a good group
dynamic.

Accessibility of new technologies.

An important component of our
project is the full integration of all
content material. 

We Compile Our Own Books

We compile “books” with all the
necessary material, for two rea-
sons:

It provides the students with a
guide.
Students have the same book for
History, Geography and English.
The same set of bound photo-
copies contains all the theory, exer-
cises, texts, vocabulary, etc.

It makes it easier to note every-
thing down.
During class, we write down
changes or improvements for next
year’s course.

Process Of Material Creation

Below is the process we usually fol-
low to create our material. The fol-
lowing points outline how we pro-
duced a new unit on Romanesque
and Gothic Art for 2nd of ESO in
2009.

First, students prepared a project
aim: a power point presentation
explaining the main features of Ro-
manesque and Gothic art. To do so,
they used a guide provided by the
teacher. Both the History and Eng-

lish classes undertook this project.
The students received a mark
based on an integrated rubric (see
below).

We compiled, corrected and
arranged all the student presenta-
tions. The final result was a very
complete unit presentation.

The 2009 presentation was used
this year (2010-2011) to explain the
unit theory. The pupils took notes
on the explanations. Meanwhile,
we searched for new vocabulary
and prepared interactive white-
board games.

We wrote up an example of a slide
description to demonstrate what
we expected from the students.
Then we prepared a translation ex-
ercise using the vocabulary that
the students had previously
worked on, plus some new struc-
tures. We produced a template
sheet for slide descriptions (archi-
tecture, painting, sculpture).

At the end of the unit, students
took an integrated exam consisting
of slide descriptions using the tem-
plate sheet. They got a mark for
History (content) and for English
(language).

During the weeks in which we
worked on this unit, the language
assistant also had the students talk

THE EUROPEAN 
SECTION 
AT ARCÀNGEL 
SANT RAFEL 
SCHOOL

Marta Gual Marquès:
Translation and In-
terpreting in English
and German langua-
ges. She has been te-
acher of English, Spa-
nish and occasionally
German in secondary
education. At present
she is part of the
school board of CC
Arcàngel Sant Rafel in
Palma where she
works in a European
Section Project (CLIL)
since 2006.

Tina Pons: She is a
Geography teacher
and has the fifth
course of English in
the EOI. She started
the European Section
Project in 2004 tea-
ching History and
Geography in English
at the CC Arcàngel
Sant Rafel.

by Tina Pons and Marta Gual
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about the various topics. They usually had a class out-
ing, in groups of four, two times a week; the students
sent the language assistant write ups of the pictures
they had seen. 

For next year, we would like to improve this unit by
visiting the Palma Cathedral. We will use the best
composition exams to prepare activities for the fol-
lowing course. 

We should mention that the students who prepared
the original power point presentations were very
proud of their contribution to the project. Our stu-
dents know that the material they prepared will be
used by other students in the coming years.

Key Competencies

In both subjects, we covered all the key competencies.
We worked especially hard on linguistic communica-
tion competency, in order to facilitate knowledge ac-
quisition in the other competencies.

Students practised reading comprehension by writing
about main text ideas and relating these ideas contex-
tually; they also answered questions and did ‘true or
false’ exercises. We got them to read real English by
scanning newspapers, with the aim of find news
pieces related to the unit.

Listening was practised every day: we speak English
most of the time in both subjects. We have had some
trouble finding listening activities adapted to Social
Science content, so we had our language assistant
record texts and produce listening exercises. We also
watched videos, movies and TV series (eg. An Incon-
venient Truth; The Last of the Mohicans).

We have sequenced the writing depending on the
course and its content (description in 2nd, formal let-
ters in 3rd, narrative in 4th of ESO); we do at least one
piece of writing in each unit. 

Students take oral exams and, surprisingly, feel com-
fortable with this form of evaluation. The results have
always been satisfactory.

One of our ES pillars is vocabulary. Students make
lists of the most important unit words and do the typ-
ical vocabulary exercises (fill in the gap, synonyms, re-
phrasing, match translations, word building).

Needless to say, we used other traditional Social Sci-
ences exercises, such as picture descriptions; maps
and graphics; cause and consequence analysis; and
time lines.

Evaluation

Students need a different mark for each subject, so we
have several types of exams and assessment. On one
hand, we have small grammar tests or tests with only
Social Science content; this provides a mark for one of
the subjects. On the other hand, integrated unit exams
covering Social Sciences and English provide marks
for both subjects (see exam grid below). Finally, there
are presentations, compositions and projects which
provide the same mark for both subjects.

In order to mark exams, compositions or presenta-
tions, we use different grids/rubrics (see below) with
which the students are familiar beforehand: they
know exactly what they will be asked for and how they
will be marked in both subjects. They get a mark
based on content but are penalized if they don’t use
proper language or make mistakes. 

Integrated Rubric

We created a rubric to enable all Secondary teachers
to evaluate tasks using the same criteria (presentation,
project, compositions, team work). Our goal is to have
the students use it in advance preparing their task.

Despite the amount of effort and time invested in this
project, we really feel that it has been worth it. Students
use English to express themselves in class, not just for
exams. When students finish the European Section in
4th of ESO, we are assured that they will find English
easy forever after because they have reached a compe-
tent communication level. That’s why we named our
European Section ‘Easy English for Everybody’!
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JOLLY
PHONICS

COMES TO
MALLORCA!

MAY WAS A JOLLY GOOD MONTH IN PALMA:
SIX NEW SCHOOLS JOINED THE “ JOLLY PHONICS”

SPANISH PILOTING TEAM.

Coral George qualified as a teacher in Britain. Started her career in England followed by
some time in Egypt before finally joining the Spanish Ministry of Education/British

Council “Bilingual Project” in 1998.
Coral achieved high standards of pronunciation and literacy using Jolly Phonics, amazed

and delighted with the children´s excitement, interest and progress, she has founded
“Jolly Centres” in Spain, where children, parents and teachers enjoy her lively training.

Coral also collaborates with various Universities.
Coral has been trained by the most prestigious “Synthetic Phonics Authors” in Britain,

Sue Lloyd, Debbie Hepplewhite and Ruth Miskin.
Coral is a “Jolly Ambassador” and works closely with Education Inspectors and Local
Authorities; now jointly with her team of trainers delivers training all over the world.

www.coralgeorge.com

THIS SOUNDS GOOD: 

by Coral George



Coral George, Synthetic Phonics Adviser in Spain, re-
cently visited Palma to train Infant and Primary teach-
ers to teach reading and writing in English.
Since 2008, many areas of Spain have piloted the Jolly
Phonics methodology: Asturias, the Basque Country,
Catalonia, Madrid, Valencia, Murcia and Andalucia.
Teachers from Infant and Primary education agree:
Jolly Phonics is a revolutionary way to teach English to
young learners.
As adults, we all wonder, how did we learnt to read
and write? We know that we use sounds to speak, but
investigation shows that we also use sounds to read
and write in any language.
www.scotland.gov.uk/library5/education/ins17-
00.asp-
English is not a transparent code. In fact, it is a com-
plex code, with more sounds than letters. There are 26
letters in the alphabet, but 42 sounds are needed to
talk, read and write English correctly.
Children learn sounds in their mother tongue from a
very young age. It is important to know that when a
child is exposed to more than one language (as is the
case in Mallorca) those sounds will help the English
learning process. 
Sue Lloyd, “Jolly Phonics” author and retired infant
teacher, knew the needs of children. She developed a
reading and writing scheme that teachers, parents and
children alike can enjoy using.
With Jolly Phonics, the way that children learn is as
easy as “hopping” a few times around the room while
listening to a song and saying “hhhh”; or rubbing your
tummy and saying “mmm”.
Jolly Phonics teaches 42 sounds in a multisensory way,
with stories, song, vocabulary and movement, so that
the child learns in a fun way; this helps improve pro-
nunciation as well as literacy skills.

Jolly Phonics incorporates the five skills necessary to
teaching a language: listening, speaking, interaction
(drama, role-play), reading and writing.
First, the children learn basic sounds:

Then, they learn “Tricky Words” like “I”, “the”, “he”.
Soon, they are independantly reading English books
with more than 100 words.
The first books that young learners read are “Decod-
able books”.
There are many titles available in the market; children
enjoy reading fun stories such as Jolly Readers; Jelly
and Bean; Piper Books; King Wizzit; and Dandelions.
www.decodables.com
Most British Schools in the UK use Jolly Phonics to
teach reading and writing. 
The six schools have decided to take part in the proj-
ect:

CEIP. Pinocho Col.legi CIDE
Col.legi Corpus Christi CP.  S´Aranjassa
Col.legi Sant Alfonso Mª Ligorio Col.legi Montesión

All the schools have joined a “Jolly Club”: learning
English has taken on a new direction!
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Ecolinguae is an educational project coordinated
by the CEPA Son Canals from Palma which focus-
es on minority and marginalized languages. This
project, developed within the framework of
Grundtvig (Lifelong Learning Programme) seeks
to promote the European dimension in adult edu-
cation. The aim of Grundtvig is to contribute,
through transnational cooperation, to innovation
and improving the availability, accessibility and
quality of adult education, in addition to promot-
ing language learning in this area.
Besides the CEPA Son Canals, various educational
institutions in countries such as Finland, Sweden,
Germany, Romania and Greece participate in the
project. The main objective of the project is to de-
velop tools to improve skills in teaching minority
languages in of adult education, with the assump-
tion that language learning takes place through-
out our lives. An important aspect is the promo-
tion of people’s knowledge about minority
European languages, often marginalized and en-
dangered.
The project wants to create a database of Euro-
pean projects and other existing materials con-
cerning learning English and ICT. These tools will
be evaluated by the different project partners;
then, they will choose a particular approach to
begin teaching a minority language. The appro-
priate tools have already been created and devel-
oped in the English language class and will be in-
cluded in the first part of a digital manual (to be
written in English and translated into the relevant
minority languages). This material will be accessi-
ble not only to project instructors, but also to all
potential students.

The final product will be a Grundtvig training
seminar for language teachers. This course aims
to promote the “enjoyment of learning, with a
focus towards innovative and creative exchange of
experiences for adult learners regarding minority
languages” in specific areas. For example: Catalan
in the Balearic Islands, Russian in Finland, Roma
in Romania, Albanian in Greece, Turkish in Ger-
many and Sami  in Sweden.

The second part of the manual is devoted to the
study of stateless nations and their culture, with
the aim of promoting the sustainability of
languages and the use of best practices based on
the concept of interculturalism. This project, fo-
cusing on multilingualism and European minority
group diversity, aims to represent a step forward
in our communities in terms of social inclusion.

Our experience so far has included the following:
• Creation of a common database, detailing all
teaching and learning materials and techniques
already developed in the EFL and ICT fields.
• Collection and exchange of suitable approaches
and material regarding the project’s minority lan-
guages.
• Choosing and implementing the most suitable
methodology for achieving project targets.
• Blog page design, including a world map with a
summary of the participant institutions and the
minority/endangered languages being studied. 
• Project publicity via calendars, bookmarks, flyers
and leaflets which will be distributed in local
communities. Local press coverage of relevant
meetings.
• A study of the Turkish minority on the Greek is-
land of Lesbos through a full activity program or-
ganized by our Greek partners.
• Different student activities designed to expand
knowledge of minority cultures. For instance: a
gastronomy day, German legends, etc.
• The creation of a digital manual.

Our aims for next year:
- To evaluate and select materials to adapt to mi-
nority language learning.
- To develop and implement digital material in
the classroom and final evaluations.
- To organize an international training event in
Romania on the teaching of minority languages,
bringing together the trainers of all the project or-
ganizations as well as consultant trainers. 

We believe in the value and importance of this
project and are pleased to contribute to the study
and consolidation of minority and endangered
languages. 

ECOLINGUAE
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As Jane Austen would have sug-
gested if she had been an English
teacher, ‘it is a truth universally ac-
knowledged that English language
learners need a lot of extensive
reading practice, and they proba-
bly won’t do it by themselves un-
less encouraged by a teacher.’

Here begins our crucial job as
teachers: to promote extensive read-
ing.  Unfortunately, it is not an easy
task. Typical EOI students, whether
adults or young adults, have little
time to devote to English outside
the classroom. However, reading a
page or two every day doesn’t nec-
essarily involve a lot of time. Rather,
what is actually needed is sufficient-
ly motivated students who dedicate
the day’s idle half-hour to reading a
few pages in English.

So here is my proposal: create a
reading programme to foster a
taste for reading in the EOI class-
room (also applicable to secondary
school classrooms). This article will
outline all the different steps re-
quired, along with their correspon-
ding rationale. In conclusion, I will
talk about my own experience;
how the students benefited; and
the problems I encountered.
You may be wondering, why short

stories? Well, short stories, as their
name indicates, are short — they
can usually be read in under an
hour. Also, they often have unex-
pected endings, so providing stu-
dents with a jolt that gets them
thinking. What’s more, short stories
fit perfectly into a world where
short and surprise-ending prod-
ucts garner fans. Take, for example,
the short dramatic TV series that
are more and more popular (Lost;
The Sopranos; Mad Men, etc.).
Also, let’s face it: EOI students do
not have all morning to read in
English and do their homework. I
consider vitally important to help
students ‘warm up their engines’
with short fiction; later, on their
own, they will move onto longer
texts.  To quote Nuttall: “[…] it is
important to start students off with
short, easy books. The achievement
will motivate them to start another
book […] and success will build on
success [...]” (Nuttall, 2005: 142).

Additionally, you may ask, should
all students read the same text? It
is often said that students should
be allowed to decide what books
they want to read, according to
their own interests. However, I
think that the first reading material
in a course, designed to engage

students in the reading process,
can be a reader common to all.
Short story collections are espe-
cially good, because students can
begin with a common story and
then jump from one story to an-
other. Having all students read the
same thing allows for “reading cir-
cles”1.

What Are This Proposal’s Objec-
tives?

The main objective of the reading
programme that I have devised is
to provide a reading incentive, so
that students read extensively in an
autonomous manner. I have divid-
ed this programme into two stages.
The first stage, in which a short
story is read in class, is what I call
the ‘engagement’ stage. The second
stage, in which students come to
class having read and analysed the
other stories, I call the ‘overall re-
sponse’ stage. This latter stage pro-
vides the teacher with information
about students’ understanding of
the short stories. However, in this
second phase, students are only in-
directly assessed on performance
while expressing their ideas, rather
than being given a mark for ability
to answer a written test.



This article represents my experi-
ence with reading programmes as
applied to my students at the Palma
EOI. The reader we used was Out-
standing Short Stories (Penguin
Readers for Upper-Intermediate),
which comes with an audio CD
pack; my group’s level was Interme-
diate II (Level 3 of 5).

How Do We Deal with Short Stories
In Class?

1. Engagement Stage

The short story I use for the engage-
ment stage is the easiest and shortest
of all:  “The Model Millionaire”,
which is an adaptation of Oscar
Wilde’s original short story. In order
to understand better what was done
in class, I will provide you with a
summary of this story:
“Hughie is a charming, good
looking young man with an
income of £200 a year and a
beautiful fiancée, Laura.
They love each other, but
Laura’s father won’t hear of
marriage unless Hughie has
£10,000 of his own money.
Trevor is one of Hughie’s
friends, a painter who does
well with his art. One after-
noon, Hughie pays a visit to
Trevor at his studio and finds
a beggar modelling for him.
Moved, Hughie gives him the
only pound he has in his pocket. But
the beggar is no beggar; he is one of
the richest men in London, and re-
wards Hughie with a £10,000
cheque2. 
The procedure (which can be carried
out in two different sessions): I di-
vide the story treatment into three
stages: priming stage; predicting
stage; and reading stage.

1.1. Priming Stage. I write the fol-
lowing proverb on the blackboard:
“You can’t judge a book by its cover“
and ask students to discuss, in pairs,
the meaning of this expression. I
then highlight the importance of re-
membering this expression through-
out the class, as it is very relevant to
the story meaning  and the tasks the
students do. 

�What is the rationale behind this
procedure? We shouldn’t start any
class activity without having pre-

pared students for the topic, by
priming them or by quick lead-in
discussions – this is key for success-
ful outcomes. Lead-in discussions let
teachers spend the first ten minutes
of class doing a warm-up activity
and waiting for late-comers. Leaving
the proverb on the board helps late-
comers catch up.

1.2. Predicting Stage. I use the
audio to play the beginning of the
story while, at the same time, I proj-
ect a picture of each of the charac-
ters, their name and some key words
that students need to predict the
story’s end. The aim: for students to
have enough information to attempt
to predict the story’s ending.

Students do an active listening exer-
cise for the first part of the story,
which covers the following content:

Hughie is a charming, good looking
young man with an income of £200 a
year and a beautiful fiancée, Laura.
They love each other but Laura’s fa-
ther won’t hear of marriage unless
Hughie has £10,000 of his own
money. Trevor is one of Hughie’s
friends, a painter who does well with
his art. One afternoon Hughie pays a
visit to Trevor at his studio and finds
a beggar modelling for him. Moved,
Hughie gives him the only pound he
has in his pocket.”

Once students have listened and
looked at the power point presenta-
tion with the characters’ pictures
and key words, I ask the following
question: “How does the story play
out; and, how does it end?”. In order
to do the task, students needed to
use the following words: “a pound
and some pennies; portrait of a beg-
gar; £10,000 check; wedding present,
Baron Hausberg”.

�What is the rationale behind this
procedure?  This stage provides stu-
dents with listening and visual sup-
port. My aim is to enhance compre-
hension by offering learners the
possibility of understanding the
story’s beginning, either visually or
orally, without having started the
reading process. Content prediction
is key: “prediction is a major factor
in reading because expectations are
set up and the active process of
reading is ready to begin” (Harmer,
2002: 70). Giving students key words
makes the prediction easier and en-
sures that everyone will follow the
correct path.

1.3. Reading stage.  Finally, we start
the reading stage in which, individu-
ally and in absolute silence, students
read the remaining part of the story
(about 3 pages). As not everyone

reads at the same pace, and
students need at least half an
hour, I suggest that fast read-
ers go to the back of the book
and do the proposed lan-
guage activities, which cover
reading comprehension and
vocabulary. Another activity:
writing a two-sentence sum-
mary of the real ending of the
story for later comparison
with the student’s original
prediction.

�What is the rationale behind
this procedure? I always encourage
students to read individually, because
every reader has a different pace.
Reading silently and on their own in
necessary, because oral reading prac-
tises pronunciation and intonation
rather than reading comprehension.
You may find a fluent reader with
drama skills who injects life into the
lines and dialogues; however, this is
not common, and round-the-class
reading will be “a slow, tedious turn-
off rather than a rouser of enthusi-
asm” (Scrivener, 2005: 190).

2. Overall Response Stage.

This second stage comes after stu-
dents have read all the stories at
home. It provides a general overview
of each short story and, quoting Nut-
tal, “this approach brings us to the
edge of literature and is an excellent
preparation for students who go on
to study it. It encourages them to ex-



plore the motives of characters, the
way one event in the plot leads to
another.” (Nuttall, 2005: 147).

Extensive reading can be an excel-
lent source of material for lan-
guage focus, including vocabulary
and new expressions; and also a
source of culture analysis. That is
why, to cover the overall response,
I use the “reading circles” men-
tioned above, based on the idea
suggested by Mark Furr in his col-
lection Bookworms Club for Read-
ing Circles. The procedure to follow
is simple:

2.1. Choosing a Short Story and a
Role.  Students chose the story
they like the most, and depending
on their decision, groups are made
(with at least 5-6 students working
on the same story). Within a group,
each student is assigned a role:
summariser (make a story summa-
ry); connector (connect the story to
their life and experiences); word
master (select important and key
words); passage person (chose the
best and most relevant passage in
the story); and culture collector (re-
late the culture displayed in the
story to their own culture). Individ-
ually, students work on their role at
home, analysing the story they
chose.

�Rationale behind this procedure:
if students discuss the story they
liked most, they will probably be
more motivated. Thus, the creation
of groups will be determined by
their common interest in the sto-
ries chosen.

2.2. Reading Circle Discussions.
First, all the people working on the
same story get together to compare
and exchange information. Then,
each group comes to the board and
gives a short presentation (about 10
minutes), analysing the story ac-
cording to their various roles. The
rest of the class plays an active lis-
tening role, questioning, debating
and contrasting the stories.

Reading circle discussions can take
place on the same or different days.
�Rationale behind this procedure:
how can we check if our students
have understood an extensive
reading exercise? This is a tricky

question. Nuttall suggests that
when we mark an extensive read-
ing activity, “reading for pleasure
becomes reading for credit” (2005:
142); she counsels that with exten-
sive reading, testing or marking is
not advisable. The best thing to do
is to initiate a follow-up activity
that will demonstrate if students
have read the book or not. Instead
of being tested, students are asked
to express their reaction to the ma-
terial, by means of writing or
speaking tasks.

Also, group-work leads students to
cooperate as they search for the
story’s meaning. According to Nut-
tall, “the effort to understand a text
is made jointly — that is, individ-
ual efforts are pooled and dis-
cussed in the hope of arriving to-
gether at the best interpretation”
(2005: 162).

The Reading Programme’s Out-
come
In my experience, students predict
very interesting scenarios when
hypothesizing about a story’s plot,
absolutely different from the origi-
nal storyline. However, some bright
students often guess the truth. The
fact that students have to negotiate
and discuss their predictions gives
them a chance to develop consen-
sus, a skill that requires a lot of
other sub-skills (agree-
ing/disagreeing, accepting, deny-
ing, etc.) that are necessary for im-
proving their command of English.

Additionally, I have noticed that
students enjoy working in groups
prior to their open-class discus-
sion: they feet more comfortable,
and thus, confident. In conse-
quence, their presentations are
quite fluent. They are more open
and express their ideas easily. Fur-
thermore, the practice in  co-oper-
ative work is an additional benefit.

As always, there are some draw-
backs. There are those typical stu-
dents who are not interested
enough to actively participate and
do not make much effort; their
group work becomes inefficient.
Also, there are those choosy read-
ers who do not like the stories and
are not motivated enough to ac-
tively participate in discussion.

In a nutshell: my reading pro-
gramme was successful in the
sense that most of the students
read the short stories and came to
class with juicy discussion ideas.
Students were assessed on their
speaking skills while discussing the
stories during the overall response
stage, where they proved to be
more confident and less worried
about their performance.
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for their Reading Circle discus-
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2 Summary taken from Penguin
Teacher’s Support programme.
Html:
www.penguinreaders.com/teachers
-main.html. Date: 15 December
2010. 
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For years, theorists, researchers and
teachers in the TEFL field have de-
bated the use of different method-
ologies.  Down-to-earth teachers
are most definitely concerned
about what type of methodology to
use in non-formal adult educational
courses (ranging from beginner to
advanced). In this article, I would
like to comment on the CEPA Son
Canals’ experience using the cultur-
al approach and the communica-
tive approach within the context of
a high-intermediate class. 

Why A Cultural Approach?

First, the two meanings associated
with the word ‘culture’ should be
clarified: “culture with a capital ‘C’”
— art, music, literature, politics,
etc.; and “culture with a small ‘c’ ”
— the behavioral patterns and
lifestyles of everyday people. 

The cultural approach is con-
cerned with the transmission of
facts about ‘Culture’ and ‘culture’. It
passes on statistical information
regarding institutional structures
and other aspects of the culture in
question; and ‘highbrow’ material
dealing with literature and the arts.
The cultural approach also ex-
plains popular culture, focusing on
the customs, habits and folklore of
everyday life. 

The communicative approach, on
the other hand, is related to the
cultural context and ‘co-text’ in-
volved when communicating. Both
perspectives are taken into consid-
eration when teaching English as a
foreign language at the CEPA Son
Canals.

Why Focus on “Culture with a
Small ‘C’ ”?

The relationship between language
and culture is undeniable. Culture
incorporates elements that are in-
tertwined with language itself.
Classroom texts usually only offer a
very rudimentary cultural perspec-
tive. Often, culture is only identi-
fied with folklore and language
customs, i.e., culture with a capital
‘C’. But this paper intends to take
the issue a step further and show
how language and culture interact
in various ways.
If we focus on the initial question,
“why a cultural approach with a
small ‘c’?”, our class syllabus should
include cultural behavior, speech
community, posture, movement
and eye contact. Teachers, as medi-
ators of a foreign language, should
be aware that culture is always a
background presence. It is not a
new skill to be developed. At the
CEPA Son Canals, we include the
cultural aspects of language when
planning a communicative-based
class. This signifies a step forward
in teaching methodologies.

Why Focus on “Culture with a
Capital ‘C’ ”?

When we teach adult students, our
learners already have a cultural
background as a consequence of
their life experience. Moreover, they
have developed a taste for cultural
exploration. In fact, adult students
tend to be more culturally inquisi-
tive than teenagers or children. In
many cases, they have visited an
English-speaking country or they
intend to do so in the near future. If
we teach language using the capital

‘C’ cultural approach, we can inves-
tigate many topics and students are
very motivated. The students’ ini-
tial interest in a new cultural unit
requires a lot of preparation on the
part of the teacher. Discussing a
new culture embraces many sub-
jects. Often, showing “a small cul-
ture bite” leads to an explanation of
many other variables, such as
socio-cultural issues, historical
facts, politics, folklore, etc. 

Pros and Cons of the Cultural Ap-
proach with Capital ‘C’

An example: this year, we designed
a whole task based on the Irish fes-
tival of “Saint Patrick’s Day”. It con-
sisted of storytelling, cultural
quizzes and tasting some typical
food. To round up the experience,
we watched a Youtube video about
brewing Guinness beer. All these
pieces of the cultural puzzle fed
into a lesson based on texts about
the Irish economy. 
These days, the subject of the
economy is on everyone’s lips. If a
topic arouses our students’ inter-
ests, we should definitely deal with
it. Most of our students are affect-
ed in some way by the current eco-
nomic situation, and they are curi-
ous about the situation in other
countries1. 

If we teach language using a cul-
tural approach, we can develop an
endless list of topics. For instance,
one can plan a lesson on Irish leg-
ends, which may lead to related
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subjects such as Celtic heritage,
the relationships between Great
Britain and Ireland, etc.

The Roles of the Teacher and Stu-
dents in the Cultural Approach
At the CEPA Son Canals, the last
few years have shown that when
using the capital ‘C’ cultural ap-
proach, students are very motivat-
ed. Coming to grips with a new
culture incorporates a lot of inter-
related issues. Even sharing a small
“culture bite” leads to exploring
other, often unexpected, cultural
variables. Because culture is a mul-
tidimensional field, it may seem
intimidating; but it is also a great
motivator for our adult learners. So
teachers should take advantage of
it as a teaching tool – even though
it means an extra thorough lesson
preparation!

At the CEPA Son Canals, we nor-
mally designate three or four di-
dactic units per course for explor-
ing cultural aspects. Some of the
units may last for 5 or 6 lessons.
When we plan a unit based on cul-
tural matters we are very flexible
with regards to time. Our students’
questions may expand the topic
quite a bit. One of the topics we
use is that of the English legend of
Saint George: a story-based syl-
labus is excellent for raising cultur-
al awareness. This year, our three
sessions on Saint Patrick’s Day
turned into a longer unit as we dis-
cussed other topics such as Ire-
land’s current economic situation.
Spain’s own unstable economy
means that students are very inter-
ested in the situation of other
countries undergoing ‘ dire straits’.
One of the perils a teacher faces
when dealing with a unit focused
on cultural matters is the manner
in which the topic can mushroom.

Conclusions
In primary education, cultural ma-
terial is only nominally covered.  A
cultural perspective provides stu-
dents with new vocabulary not
normally included in the syllabus.
In adult education, when interest-
ing cultural topics are chosen, the
students’ range of vocabulary in-
creases considerably. With the right
motivation, students can even sur-
pass their usual level (motivation =
their level + 1). At the CEPA Son
Canals’ experience, the  students’
response has been very rewarding.
As a result, next year we will be de-
voting more time to cultural issues.

In the case of CEPA Son Canals, we
adapted real-life material (newspa-
pers, magazines and information
from Wikipedia). A wide range of
information is very important, so
we gave our students extra re-
sources, additional vocabulary, etc.

The Cultural and the Commu-
nicative Approaches

Canale and Swain (1980) claim that
‘a more natural integration’ of lan-
guage and culture takes place
‘through a more communicative ap-
proach than through a more gram-
matically based approach’. It should
be reiterated that language teaching
is cultural teaching. Thus, ‘by teach-
ing a language . . . one is inevitably
already teaching culture implicitly’
(McLeod, 1976). Gaining insights
into a foreign language should auto-
matically presuppose immersion in
the foreign culture: language and
culture go hand in hand. 

The communicative approach is a
mixture of methodologies that
have been in vogue since the
1970s. It is suitable for post-sec-
ondary levels. With adult teaching,
the roles of the teacher and stu-
dent differ from other approaches
in that students are normally al-
ready familiar (to a certain degree)
with the foreign culture. 

At the CEPA Son Canals, the aver-
age student is about 40 or 50 years
old. We find that our students are
not used to communicative
methodologies. They are used to
lectures as the main (and some-
times only) element of the teach-
ing process; their school days are
decidedly in the past. Thus, oral
presentations, collaborative work,
and role-playing are totally un-
known to them: they have to be-
come accustomed to these new
learning styles. 

Usually, most students who
learned a foreign language through
old-fashioned techniques feel that
they never really learned the lan-
guage. Most are familiar with the
Grammar-Translation or the
Audio-lingual Method, approaches
that were used when they attended
primary or secondary education. In
many cases, they memorized end-
less lists of vocabulary and gram-
mar structures. As a result, they
don’t have a clue of how to use ap-
propriate social language, gestures
or expressions. In sum, they have
difficulties in communicating in
the culture of the learned language
because they are not literate in
what Gartner (1990) calls ‘interper-
sonal intelligence’. 

In adult education, we do not deal
with the issues common to pri-
mary and secondary  education,
such as overcrowded classes or dis-
couraged students. Nevertheless,
we do have students with very dif-
ferent levels and learning abilities.

Pros and Cons of the Communica-
tive Approach

Lesson planning using the com-
municative approach should try to
incorporate real-life situations.
Tourism work and travel vocabu-
lary are popular options. 



Moreover, as real life situations
change from day to day, teachers
need to upgrade their teaching
content. Additionally, students
need to be stimulated in order to
learn new structures and vocabu-
lary, day after day. Motivation
comes from the need to communi-
cate in a meaningful way. Adult stu-
dents have experienced situations
in which they have had real diffi-
culties in communicating or being
understood. Language is based on
interaction and is inexorably linked
with society and culture. 

Communicative Approach Skills

In the communicative approach,
the main focus is on speaking and
listening. Speaking represents an
intrinsic difficulty because it en-
tails reproducing oral language, a
challenging task. On the other
hand, listening is also especially
difficult for adults within a real-
world context. 

However, establishing a good
grounding in listening is essential
for good communication. Listening

is the skill we use most in our lives.
Students have special difficulties
when they have to report heard in-
formation. At CEPA Son Canals, we
devote a lot of time to listening-
practice; often, students have some
type of hearing problem (many
people over 35 suffer from some
kind of ear dysfunction). Moreover,
they have never listened to real con-
versations in English. In fact, in the
task-based lesson based on Saint
Patrick’s Day, our upper intermedi-
ate students had great difficulties
understanding the Youtube video. 

The Role of the Teacher and the
Students in the Communicative
Approach

Teachers using the communicative
approach will find themselves talk-
ing less and listening more. Stu-
dents play a very active role a com-
municative approach classroom –
the noisier the better! The teacher’s
role is more focused on observing
and re-arranging  student groups. 

Conclusion

Why is the communicative ap-
proach recommended? Because it
provides a lot of practice in com-
municative situations, which in
turn results in students with better
communication skills. As the main
industry on Mallorca is tourism,
students will encounter a lot of real
life situations in which they need
to communicate competently in
English. A final point: the commu-
nicative approach helps students
become autonomous. Because of
the increased obligation to partici-
pate inherent in the communica-
tive approach, students gain confi-
dence in using the target language.
As a result, students become re-
sponsible managers of their own
learning process. 
1 Ireland is, per capita, the most in-
debted country in the EU. Its
budget deficit of 14.3% is even
higher than that of Greece.

DO WE USE SPECIFIC METHODOLOGIES IN A
CONSCIOUS WAY?
TEFL IN ADULT EDUCATION SCHOOLS



The Idea Behind the Project

In 2003, the Son Pacs Secondary
School decided to start a European
section to teach Technology to a
class of selected 2nd of ESO stu-
dents.  Participants were chosen
according to their English results
from the previous year.  This
process continued the next year
when the original group moved up
to 3rd of ESO and a new group
started in 2nd of ESO.  The project
worked well but there were also
problems: making up timetables;

convincing the participants that
this was the best thing for them;
and jealousy among students who
didn’t participate in the project.  

In 2006, the teachers involved in
the project decided to offer this ex-
perience to all 2nd of ESO students,
irrespective of their academic lev-
els. All of a sudden, the project be-
came completely inclusive: stu-
dents with special needs and
learning difficulties were incorpo-
rated into the experience. Sudden-
ly, everybody was happy.  Timeta-

bles were easy to design; students
didn’t feel they were singled out; a
lack of other options meant that
pupils didn’t assume the course
was more difficult than a ‘normal’
class; and parents were ecstatic at
being offered a course that previ-
ously had only been available in
private schools.  Because the rest
of the teachers throughout the
school supported the European
section, it has become an impor-
tant part of the curriculum.  

by 
Catherine Cobb Castrec 

English Teacher 
and Antònia Vidal Nicolau 

Technology Teacher

ARE MY FAVORITE
SUBJECTS

ENGLISH 
AND 

TECHNOLOGY

Catherine Cobb (English Teacher) and Antònia Vidal (Technology Teacher) have both been
teaching the all inclusive European Sections at the IES SON PACS secondary school for the
past five years.  They have written several booklets on the subject for the CEP in Palma and

have participated as speakers on different conferences on the subject.
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Obviously, there was quite a bit of
hard behind-the-scenes work and
a great amount of preparation
needed to make the project suc-
cessful.  But now, in 2011, we have
6 classes, 2 levels and 150 students
taking “Technology in English”,
making it one of the biggest Euro-
pean section programs in Mallorca.
Due to the long term success of the
program, the whole school, both
teachers and students (as well as
their families), now see it as part of
the Son Pacs school identity. 

This year, the first generation of
students who took part in our all-
inclusive European Section will be
finishing their pre-university stud-
ies: they are really proud of the fact
that they were the first students to
have studied “Technology in Eng-
lish”. They also appreciate belong-
ing to the only school in Mallorca
that promotes a teaching method-
ology that does not discriminate
and gives all students the opportu-
nity of extra English lessons. 

Brand recognition

Our project has a motto: “English
and Technology are My Favourite
Subjects”. There is an important
reason why this branding appears
on all exams and papers given to
the students. Pupils often find Tech-
nology difficult in their own lan-
guage; and if one adds English to
the equation, the difficulties can
seem boundless and impossible to
overcome.  From the start of the
project’s new phase, we wanted to
show students that Technology was
fun, English was enjoyable and that
“Technology in English” was the
best thing happening in Mallorca!  

The idea is that if you enjoy some-
thing, it does not seem so daunting;
students learn more if they are hav-
ing a good time.  By using the
“brand name” of the project over
and over again, and especially at the
beginning of the course, students
automatically accept that it is fun. 
As they have no means of compari-
son, students assume this is the
way English and Technology is
taught everywhere.  All the parents
were very willing to have their chil-
dren participate in the project.
Teachers outside of the program

view the Technology and English
teachers as belonging to the same
department; for collaborative
school projects, the Eng-
lish/Technology department is
asked to participate as a whole.

What Comes First: the Chicken or
the Egg?

Over the past few years, the two
teachers coordinating the project
have designed a series of activities
to achieve the aim of students im-
proving their English while learn-
ing Technology. Obviously, this re-
quires some serious planning and
research: the Technology teacher
does not just march into the class
speaking English and hoping for
the best; nor does the English
teacher simply teach a long vocab-
ulary list without understanding
what Technology is all about.   It is
quite a balancing act and requires
close coordination!  

Common elements in both classes:
Students are required to follow
simple instructions in English.
Students should attempt to com-
municate in English first and fore-
most, even if mistakes are made.
Students are always asked to pres-
ent any work, project specification,
etc., in English, either orally or
written.
Students must find ways of being
creative in both classes and show-
ing original work.
Students should have fun . . . and
because their teachers have fun, it
should rub off onto the students.

At the beginning of the course, the
content teacher explains what the
common learning blocks are; then,
the English teacher decides how
s/he can use the material to teach
English.  There are different ways
of doing this and although in cer-
tain cases there is  some overlap in
certain sections, they basically in-
clude the following:  

The English teacher introduces the
material before the Technology
teacher.
The English teacher reinforces the
lesson given by the Technology
teacher and introduces specific
English language skills.
The Technology teacher uses the

new material introduced by the
English teacher to present new
Technology skills.
The use of common cultural proj-
ects to reinforce both Technology
and English.
The use of films to practise both
Technological and English knowl-
edge.

Results and Consequences

When this project began, we never
thought it would be so successful,
nor that it would hold such prom-
ise for the future. Academic results
have not suffered from the intro-
duction of ‘Technology in English’
– in fact, they have improved over
the years As a result, the project is
actively supported by the teachers
from other departments as well as
by the headmaster, who promotes
the project all over Mallorca.

The two project coordinators of
‘Technology in English’ have given
conferences for the various Mallor-
can and Menorcan CEPs; the Uni-
versity of the Balears (UIB); and for
American organizations such as
the Oracle Foundation.  We have
also produced materials in the
form of activity booklets and CDs
for other teachers faced with the
daunting project of starting a Euro-
pean sections project from scratch.

Finally, but equally important, is the
fact that the parents of all students
participants have been among our
firmest supporters and have always
willingly helped us improve the
project in innumerable ways.

The Project’s Future

“English and Technology are My
Favourite Subjects” is an integral
part of our school’s curriculum and
as such will continue into the fu-
ture.  We plan to improve different
aspects of the project through con-
tinual assessment, as well as train
other teachers in order to help the
project expand and prosper.   
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Xesca Garcias Obrador: 
Primary school teacher
of English. She comple-
ted the Certificate in
TEFL and several cour-
ses for Teachers of
English in Language,
Methodology and
Civilization in Dublin.
She has been awarded
the Certificate of
Proficiency in English
and Grau Superior EOI.
At present, she coordi-
nates an European edu-
cational project
(Seccions Europees) at
her primary school.

By 
Francisca 
Garcias 
Obrador

Billie and 4th level students

Billie, Xisca and 3d level students



Having the chance to work with a
European Section at my school,
CP Reina Sofia in S’Horta, has
been one of the best experiences
I have ever had as an English
teacher. It has really enriched
both the students and my own
level of English and our knowl-
edge of English and American
culture. When we decided to es-
tablish a “European Section” (we
do Arts and Crafts in English), it
was done for the students’ bene-
fit; however, we soon realized that
our whole school’s educational
community would benefit.

To begin with, the two school
English teachers — the Principal
and myself — attended a two-
week methodology course in Nor-
wich, England. Moreover, we had
the enriching experience of Arts
and Crafts and English classes
with a “Language Assistant” — in
my opinion, the best part of
working with a European Section.
It gives the children the chance to
communicate with a native Eng-
lish speaker almost daily. They
experience real communication
in English, since there is a need
and real purpose to using English
in the classroom. The teacher ex-
periences the same benefits.
Having mentioned my opinion
on how a European Section can
influence the teaching-learning
process, I wanted to find out how
the Language Assistant in my
school felt about it. Billie Hall has
been at our school since October.
However, this is not her first year
working as a Language Assistant
in Spain.

Xisca: Hello, Billie. Thanks for
taking the time to speak with me
and answer some questions.
Billie: My pleasure.
Xisca:  What made you decide to
do this project?

Billie: Originally, I was looking for
a way to live abroad in Europe.
It’s very difficult for Americans to
live and work legally in Europe;
when I found the “Auxiliares de
Conversación” program through
the Ministry of Education, I was
really excited. I worked as a Lan-
guage Assistant for a year in
Huércal-Overa, a small town in
Almería, and had a great experi-
ence. After that, I went to
Ecuador to earn my TESOL
(Teaching English to Speakers of
Other Languages) certificate.
Later, I decided to return to Spain
and put to use the methods I had
learned in my TESOL course. Be-
fore coming to Spain, I worked as
a substitute primary teacher in
New York, so I had some experi-
ence and knew I enjoyed teach-
ing and working with children.
Xisca: What advantages do you
think European Sections have for
the students? And for the school
in general?
Billie:  I think European Sections
are a great way to get students ex-
cited about and interested in
English. It forces them to try and
communicate in English with at
least one person all the time. I
also think it helps add diversity to
the school — it gives students
who may never travel to the USA
a chance to get to know an Amer-
ican, and learn about the US.
Hopefully, it will inspire some
students to study English later in
their schooling; and perhaps visit
the United States someday.
Xisca:  How do you think it bene-
fits you as a teacher?
Billie:  I have had a unique op-
portunity to compare and con-
trast the Spanish and American
school systems, classrooms,
teaching methods and classroom
norms. I have found that neither
country has it all figured out, but
I’m able to take the best from
each system. I have also really
enjoyed getting to know com-
pletely different parts of Spain
and three different primary
schools. It has given me quite a
comprehensive view of the Span-
ish primary school system.
Xisca:  I can’t personally think of
any disadvantage of the project
for the school or students. Do you
think there are any disadvantages?

Billie:  One disadvantage for Lan-
guage Assistants here in Mallorca
is that many times, they split
time between two schools. For
example, I work 6 hours a week at
CP Reina Sofia, and another 6
hours in Porto Colom. Six hours a
week isn’t enough time in my
opinion, although it’s obviously
better than nothing. In Andalu-
cia, many schools have two Lan-
guage Assistants for 12 hours a
week each — that’s 24 hours of
exposure to a native speaker per
week, versus only 6 hours per
week at my school here. Obvious-
ly, that’s a huge difference. With
only 6 hours a week, it is hard to
really get to know the students
and their English levels, and they
don’t get into the habit of having
to speak English in every class.
Xisca:  Would you recommend
this program to other teachers
from the USA?
Billie:  Absolutely! In fact, I al-
ready have, numerous times! I
have helped guide other Ameri-
cans through the (complicated)
application process and one of
them completed a year in Ex-
tremadura, and another will work
in Andalucia next school year. I
think it’s an amazing opportunity
to live and work in Spain, and a
wonderful way to get to know
Spanish people, learn the lan-
guage, and integrate into the cul-
ture. It’s also a lot of fun to share
my native language and culture
with students.
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Aina Sendra Sánchez has
been teaching English at
CP Gabriel Comas i Ribas
(Esporles) since 2006. She
is co-author of “The Lost
Crown” project, in colla-
boration with Aina Trias.
She has spoken about this
project at the Seminaris
d’Anglès in Calvià and
S’Arenal; at the CEP; and
at the APAC (Barcelona).

During the 2009-10 school
year, in conjunction with
Aina Trias, she directed
“Parents become Actors”:
a collaborative project
with the native English-
speaking parents of CP
Gabriel Comas i Ribas.

Aina Trias Roca has been
teaching since 1988. Since
1997, she has been an En-

glish teacher at the CP
Gabriel Comas i Ribas
(Esporles), where she
added English to the In-
fant Education course in
2000-01. Aina has given
worksops on English lear-
ning in primary stages
(Infant & Primary Cycle)
and English teaching stra-
tegies at the CEPs in
Palma, Inca, Manacor and

Menorca. In 2009, she
gave a course entitled
“Teatre a la classe
d’Anglès” at the Escola
d’Estiu de Mallorca. Aina
was the coordinator  of
the Seminari de Llengua
Anglesa de Palma i vol-
tants during 2003-04 and
is a dedicated trainer with
the Seminari d’Anglés de
Calvià.

Last year, the English Department at Gabriel Comas i
Ribas School created this project in order to take ad-
vantage of an important school resource: English-
speaking parents. In previous years, Second and Third
cycle had gone to Palma to watch a play in English. But
it was expensive: students had to pay for the theatre
ticket and also for the coach from Esporles to Palma.

However, attending a play in English was an activity
that the English Department did not want to give up.
It is a good opportunity to hear native people, to par-
ticipate interactively with the actors and to feel im-
mersed in an English-speaking atmosphere. This situ-
ation increases students’ self-confidence and helps
them to value their language skills.

So last year, we thought about an alternative. Why not
ask some of the native English-speaking parents to
work with us on a project?

In the end, everything was easier than it seemed at
first. We met with the parents to explain the project:
they would be actors for two children’s plays, to be
performed at the school.

We chose two popular tales, well-known to children:
“The Three Little Pigs” and “The Pied Piper of
Hamelin”. We adapted these plays, taking into consider-
ation our actors, our students and the physical space
available. We also considered the degree of language
difficulty and the question of student interaction.

Finally, we presented the plays to our actors. We ex-
plained that, as non-natives, we teachers would not
act, but that we would help by making the sets and
running the show.

Actors interacting with students

IN OUR SCHOOL . . .

CP GABRIEL COMAS I RIBAS HAS A SPECIAL THEATRE COMPANY: ENGLISH PARENTS BECOME ACTORS FOR A DAY.

PARENTS 
ARE ACTORS
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We met once a week after school, for an hour and a
half. During this time, we not only rehearsed staging,
body language, voice types, and scenes; we also got to
know each other. The first sessions were more distant,
since the parents did not know one another; but the
ice was soon broken. The last sessions were full of fun,
humour and jokes. In short, everyone enjoyed prepar-
ing the plays and this experience enriched us all.

An actor asking for volunteers

At last, the premiere arrived. The Town Hall lent us a
room to use as a theatre. We performed the plays
twice, one for Second Cycle and one for Third. The
show lasted forty-five minutes, twenty minutes for
each play. The actors were very involved in the proj-
ect: they supplied different props and costumes; varia-
tion to the original script; and they put their own per-
sonal touches on the characters.

Actors and students acting out the “Three Little Pigs”

The show was a success. Both students and teachers
congratulated us. The secret to our success lay in the
parents’ willingness to do a good job. They are native-

speakers, but not actors. Nevertheless, they strove to
overcome their stage fright: they did their best and
were very receptive to our suggestions.

Children following the “The Pied Piper of Hamelin”

APABAL invited us to perform one of the plays for
their members. The parents did not hesitate! It was a
great experience to have an adult audience. We thank
APABAL this opportunity.

“The great team”: parents and teachers working to-
gether.

We want to encourage all English teachers to make
good use of the resources that are around you. If you
have English parents at your school, do not hesitate to
involve them in your classes! It is not necessary to do
theatre. Talk to your English parents. Maybe someone
will have some interesting experiences to share. Invite
them to attend your class, prepare an interview, let
them talk and explain things in their country, etc. If
there is sufficient motivation, it will be a success.
GOOD LUCK!!  

Aina Sendra and Aina Trias are English teachers at the
CP Gabriel Comas i Ribas in Esporles.
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Nowadays, healthy food has be-
come more and more important in
our society. Children’s lives are
more sedentary than before; they
don´t exercise enough; and some-
times their diet is rich in fat. 

However, school is a place where
children can be active, playing to-
gether; exercising at least two
times a week; and eating healthy
meals everyday. Teachers commu-
nicate the benefits of a healthy
lifestyle, and students put this
learning to action through various
exercises, activities and tasks. 

To give learning a real sense of di-
rection, teachers know that proj-
ects and tasks are important. By
undertaking tasks, students devel-
op different competencies and
‘learn by doing’. An excellent ex-
ample of a skills-developing task
with a concrete end product is the
creation of a vegetable garden. And
the final product? A salad-plate
fundraising event.

To make a salad, you need fresh gar-
den vegetables. At our school, we
posed the question: ‘why shouldn’t
we grow our own vegetables?’ As we
have the necessary space, we
marked out  a plot and created a
kitchen garden. We decided to grow
peas, lettuce, potatos, onions, and
radishes. But first, the children
needed to work the land. They re-
moved stones; mixed fertilizer into
the earth; and finally, planted!

We used the “Parades en Crestall”
planting technique. This method is
ideal for small organic gardens like
ours: it doesn’t need much water;
it’s easy to work with; it’s cheap;
and very beautiful.

The task was simple. Our main
goal was to make a salad with pro-
duce from our garden; to share it
with the children’s families; and to
collect some money for children in
Guatemala. 

Our task was based on interdisci-
plinary teaching. Students took
turns working in the kitchen gar-
den one day a week. All they had to
do was plant seeds and water them
every day, and monitor the plants’
growth. They learnt associated vo-
cabulary in Catalan, Spanish or
English, depending on the teacher
and the subject. Children filled in
different vocabulary charts about
vegetables, aromatic plants, seeds,
etc. They wrote up watering in-
structions and they made a
timetable. And last but not least,
they answered questions about the
garden’s harvest. 

Other teachers made use of the
plants to teach maths. Students
noted down information about
height, width, number of leaves,
etc. Later, they used this informa-
tion to carry out exercises involv-
ing addition, subtraction, multipli-
cation and division.
To publicize the salad fundraiser,
the children wanted to make a
poster. Everyone was invited! In
order to make the posters, students
learnt how to type using a comput-
er; and  how to drawing using dif-

ferent computer programmes. The
pupils worked in groups to plan
the posters:  content, layout, font,
colours, pictures, etc. This was a
good experience because the stu-
dents were not aware they were
learning new technologies or fine
arts. When the posters were done,
the students hung them in public.
Finally, the children organized the
event. They decided on the best
day to hold the function; the or-
ganisation of space and people; the
different salad ingredients depend-
ing on the number of children and
their ages; the way to collect the
money (each person paid one euro
for a salad plate), etc.

In sum: the children learnt content
and different tools with which to
measure content; they developed
different competencies thanks to
interdisiciplinary teaching; they
got some exercise and carried out
various activities; they carried out
thought processes and made deci-
sions; they experienced the per-
sonal reward of helping other chil-
dren via the money sent to
Guatemala; and they achieved
their main goal: making a charity
salad.

Margalida Hennechart
CEIP Ses Bassetes, Port d’Andratx.

Margalida Hennechart Pocoví is a primary school teacher of English. She was a teacher of English  at the school
Madre Alberta where she coordinated the European sections. She participated in a Comenius Project at the IES

Pau Casesnoves. At present she is part of the school board of  the CEIP Ses Bassetes. Moreover, she has been
monitoring a training course for teachers on artistic development through photography organized by the trade

union STEI for the past three years.



Sarah Brierley is a Canadian from
Montreal who was first inspired to
visit Majorca thanks to Robert
Graves’s mythological novel The
Golden Fleece. She writes the “Fun
with Words” column in the Majorca

Daily Bulletin‘s Wednesday educa-
tional supplement. Her wide ran-
ging interests have also led her to
work in a great variety of jobs along
the way: professional gardener,
tour guide, archaeologist, transla-

tor, editing and publishing and, of
course, English teacher! Sarah
appreciates the challenges of lan-
guage learning from both sides, as
she is also fluent in French,
Spanish and Catalan.

The mystique of a famous writer’s
study; stepping back in time; shar-
ing in the grandeur of the Deià
landscape: these are all elements of
the fascinating experience of visit-
ing Robert Graves’s house. 

Ca n’Alluny, transformed into a
museum in 2006, has been sensi-
tively restored to recreate the 1930s
and 1940s atmosphere of the au-
thor’s mountain home. It feels as if
Robert has just stepped out for his
daily trip to the post office or after-
noon swim in the Cala.

Robert Graves (1895-1985), is one
of the great figures of 20th century

English literature. Author of over
140 books for adults and children
(including I, Claudius), he lived in
Deià for 46 years.

The visit starts with a brief docu-
mentary on Robert’s eventful life.
So eventful, in fact, that by age
thirty-three he had enough materi-
al for an autobiography (Goodbye
to All That): a Victorian childhood;
the discovery of poetry, which
helped him endure the rigours of
British public school; despite being
officially declared dead on his 21st

birthday, surviving WWI; fame as
one of the war poets; the break-
down of his first, early marriage;

the suicide attempt of his second
partner and collaborator, American
poetess Laura Riding; how they
came to Mallorca; and how they
left with the outbreak of the Span-
ish Civil War. Robert never
dreamed it would be ten years be-
fore he could return, and in much
altered circumstances: with his
new partner, Beryl, and their three
children. Amidst it all, Robert was
continually writing, a stream of po-
etry, essays, novels, etc. He wrote
about six hours a day, Saturdays
and Sundays included.

And even if you are not a big litera-
ture fan, the house and garden pro-

ROBERT 
GRAVES, 

DEIA

A VISIT TO LA CASA DE 

by Sarah Brierley
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vide many interesting perspectives
for visitors with varied interests.

The house is an intriguing blend of
traditional Mallorcan features and
quintessentially British elements. A
highlight is Robert’s study, where
he wrote I, Claudius. His desk still
holds his glasses, pens, editing
paintbrushes, etc. Scattered about
the room are various ancient arte-
facts, some of which Robert used
as talismans to help experience the
scenes of the past about which he
wrote.  The kitchen strikes a curi-
ous note, with a sink associated
with the legend of the Valldemossa
saint, Catalina Thomàs. On the top
floor, there is an intriguing display
of letters, photos and memorabilia,
often associated with other notable
arts and political figures of the 20th

century.

The garden, colourful in every sea-
son, has fruit trees once common to
Mallorcan orchards but now hard to
find. If you come in orange season,
you may be lucky enough to leave
with a piece of fruit from a citrus
trees planted by Robert himself.
For those who have read Graves’s
treatment of the myth of Jason and
the Argonauts (The Golden Fleece),
the garden hold echos of the book’s
first chapter: the action takes place
in a Deià orange grove sacred to the
Goddess. And for those familiar
with Graves’s poetry, the surround-
ings are redolent with images that
inspired his verses. 

The creative environment of the
house and grounds, which Graves
found so essential to his work, also
lends itself admirably to a school
visit – all the more so if it is in Eng-
lish! Ca n’Alluny is an apt starting
point for a great variety of cross-dis-
ciplinary lessons: literature, history,
mythology, art, language and envi-
ronmental studies. La Casa de
Robert Graves can send teachers a
worksheet, which gives students a
series of focused ‘discovery’ tasks to
complete as they work their way
through the timeline in the auditori-
um and the two floors of the house. 

Robert Graves’s poetry and prose
can be used as the basis for exer-
cises with the students. For exam-
ple, one feature in the exhibition

room is a piece of BBC film with
Robert reciting his poem “The Face
in the Mirror” as he shaves his
face. Ask students to create a piece
of writing about observing their
own faces (this idea was kindly
shared by teacher Sam Thompson
of the Àgora school). Or use one of
Robert’s humorous Mallorcan short
stories as a basis for class discus-
sion, e.g. “School Life in Majorca”
or “A Bicycle in Mallorca”.

A school session at La Casa de
Robert Graves can also include a
visit to the Deià cemetery, where
Robert is buried. In the past, class-
es have read poetry by the grave-
side, and written a composite class
note expressing how Robert’s life
and work has touched them and
either left it by the grave or in the
Visitors’ Book at Ca n’Alluny. One
of the routes up to the cemetery
passes a lookout where there are
cannons and a replica of a myotra-
gus skull, lending themselves to a
mini-session on Mallorcan history.

Further Reading about Robert
Graves in Deià

Majorca Observed by Robert
Graves (1965).
In this amusing and witty book,
Graves presents his particular vi-
sion of Majorcan life with subtle
irony, hiding Deià behind the af-
fectionate pseudonym of “Binijiny.”

Complete Short Stories by Robert
Graves and Lucia Graves (Penguin
Modern Classics, 2008) .
Robert Graves was also a masterly
short story writer. This collection,
edited by his daughter, presents all
of Graves’s short fiction. These sto-
ries are both wry and charming. Es-
pecially noteworthy are the humor-
ous stories about everyday life in
Majorca. There is a subgrouping of
stories about school life/told from a
child/teenager’s point of view,
which would make good class ma-
terial: “A Bicycle in Mallorca”, “The
Feud of  St. Peter and St. Paul”,
“School Life in Majorca”, “Bulletin
of the College of St. Francis of As-
sisi”, “Flesh-Coloured Net Tights”.
Wild Olives: Life in Majorca with
Robert Graves by William Graves (in
English and Spanish, 1995).
As a five-year-old child, William

Graves is taken in 1946 from Eng-
land to a mountain village in Ma-
jorca, where his father had re-
turned with his new family to the
place where he had lived before
the war with Laura Riding. William
Graves conveys the texture of life
in Majorca: the food, the tradition-
al seasonal patterns, the cama-
raderie and rivalries within the vil-
lage, and the growing sense, from
the 1960s onwards, that his fragile
paradise was under threat. The
book is also a portrait of Robert
Graves, his “Muses” and his en-
tourage, and a study of how the
son of a famous father finds his
own identity.

A Woman Unknown by Lucia
Graves (in English and Spanish,
2001).
Emerging from the shadow of her
illustrious father, Lucia Graves
shares a captivating autobiographi-
cal portrait of life in Spain, depict-
ing her childhood on the island of
Majorca during the Franco dicta-
torship, her studies in Geneva and
Oxford, and the later years spent
raising a family in Catalonia. Both
at one with the people of Spain
and apart, Lucia found herself con-
tinually bridging the gaps between
Catalan, Spanish and English, as
she picked up the patterns and nu-
ances that contain the essence of
each culture. 

More details on La Casa de Robert
Graves
www.lacasaderobertgraves.com
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Getting involved in a project is al-
ways an adventure, but as in all ad-
ventures, one emerges strength-
ened and with the feeling of having
learnt a lot. Nowadays, teachers are
encouraged to share their knowl-
edge and experience not only in-
side the classroom, but also out-
side (training courses for teachers,
lectures, etc). Grundtvig European
projects try to take educators be-
yond their frontiers, to allow them
to share views about aspects of
their respective educational sys-
tems. We all work in education, but
we approach it differently: this is
where all the “learning” starts.

I first learned what ‘Grundtvig
Projects’ means at a contact semi-
nar entitled “Innovation and Cre-
ativity within Adult Education” in
Cyprus in November 2008. Fifty-
four teachers from all over Europe
attended the seminar. While we all
had different profiles with regards
to institutions, countries and edu-
cational systems, we all shared a
common concern and starting
point: adult education. After two
days of meetings, a group of seven
teachers reached a consensus
about the development of a specif-
ic project: I flew back to Menorca
with the ACE (Ageing Challenges
Education) project in my hands. 

Our website, 
www.ageingchallegeseducation.eu,
explains the main aim of the proj-
ect as follows:
As a result of demographic changes
– the ageing of our society – the de-
mand for and the nature of lifelong
learning will also change. People
will need to stay active longer than
before and will therefore need train-
ing to make this possible. Education
needs to adapt to the specific needs
of older learners and, more specifi-
cally, older workers in terms of
knowledge and competence man-
agement; didactic approaches; serv-
ices; organisation; use of ICT, etc.
The partnership sets out to raise
awareness about these needs and to
look at different approaches to keep
older learners socially, intellectually
and professionally active as long as
possible. Through a series of study
visits and workshops involving staff
and members of the older-learners
target group, the partnerships wants
to stimulate reflection, research, and
good practices concerning learning
at more advanced ages. It wants to
share the results of this collaborative
work with other adult education or-
ganisations, in the form of easily ac-
cessible ICT-based content.

This learning partnership, which
started in 2009 among countries
such as Belgium, Denmark, Ire-
land, Austria, Portugal and Spain,
has established an even more am-
bitious adventure – a multilateral
project named ACE 2. We realised

that there is so much demand in
our field that we need to continue
to develop our initial project. 

ACE 2 started by examining on our
students’ profiles; asking them to
answer questionnaires; analysing
their needs; and translating the
findings as improvements within
our institutions. We saw how the
school had to adapt to the students
in terms of timetables, activities,
tutors, counselling, etc. Our find-
ings helped us improve our ap-
proach with our students. ACE 2’s
second aim is to examine how stu-
dents learn – to understand which
methodologies suit them best, and
how to use key competencies in
the learning context. 

In my opinion, the value of a
Grundtvig school project is that it
encourages work which would not
otherwise receive much support;
and the work becomes team work.
It motivates not only teachers but
also students to participate in an
international exchange of experi-
ences, and it helps to build a joint
vision of the school.

Elena Calafat Polo is a teacher of English at an adult education center in Maó, CEPA JOAN MIR I MIR. Cu-
rrently, She works as a assistant deputy head in the school and co-ordinator of a learning partnership called

ACE (Aging Challenges Education). Elena Calafat  has also been involved with various European programmes
for our local Government Education Department and is a firm advocate of innovative education.

by Elena Calafat Polo



Three secondary education teachers
have written a book based on inter-
disciplinary teaching, aimed at ESO
secondary students. The book focus-
es on intercultural education; it
stresses the teaching, learning and
assessment of the eight key compe-
tencies. This project has an original
approach: while touching upon
many subjects, it also deals with the
important current issue of intercul-
tural education.

The book Del conte al portafoli
multicultural (From Folk Tale to
Multicultural Activity Portfolio)
consists of teaching materials
aimed at developing key competen-
cies for the ESO secondary level.
Published by the Direcció General
d’Innovació i Formació del Professo-
rat and ICE  (Insitut de Ciències de
l’Educació), the book has been
awarded first prize (shared with two
other books) in a contest for teach-
ing materials. Catalan is used as the
main curriculum language, but
English and Spanish are included as
study content.

The concept of eight key compe-
tencies was introduced in the
Balearic Islands Autonomous Com-
munity during the 2009-2010
school year. From Folk Tale to Mul-
ticultural Activity Portfolio, pub-
lished in 2011, consists of four
parts: 
a) theoretical background: the de-
velopment of key competencies,
inherent in the book’s objectives,
methodology and design of the ac-
tivity portfolio. 
b) a collection of folk tales with
suggested activities for each sub-
ject. Some activities form part of
the student’s multicultural activity
portfolio. 
c) evaluation of key competencies
and the final educational product.
d) a CD with a PowerPoint presen-
tation on how to create an activity
portfolio;  and the WebQuest ‘Viat-
gem pel món’ (“Travel Around the
World”).
From Folk Tale to Multicultural Ac-
tivity Portfolio outlines a ‘whole
task’ designed for secondary stu-
dents. The task can be subdivided
into seven curriculum areas, using

a cross disciplinary approach. This
global task fulfills the main content
requirements as outlined by the
Balearic Islands’ curriculum frame-
work.

From Folk Tale to Multicultural Ac-
tivity Portfolio revolves around sto-
ries from faraway countries: China;
Nigeria; Bulgaria; Ecuador and Mo-
rocco. These countries represent
the major minority groups present
in Balearic secondary schools. An
Ibizan legend with accompanying
Catalan language activities is also
included. A variety of international
tales have been used in order to
support dynamic intercultural edu-
cation. This project’s aim is to cre-
ate dialogue, respect and under-
standing between different cultural
groups, as a means of evolving a
sustainable way of life in a shared
multicultural future. Intercultural
education not only provides learn-
ing about other cultures: it also
helps foreign students adapt to the
culture where they live.
The activities in From Folk Tale to
Multicultural Activity Portfolio are

DEL CONTE 
AL PORTAFOLI 

MULTICULTURAL: 
UN EXEMPLE DE TASCA 

COMPETENCIAL
by Magdalena Balle, 
Montserrat García 

and Catalina Mestre 
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well-organized and practical for
class. Useful materials, such as
evaluation criteria, presentation
guides and material for the stu-
dent’s activity portfolio are includ-
ed, as well as a check list to assess
the acquisition of the key compe-
tencies. Evaluations for the We-
bQuest and the activity portfolio
are featured.

The authors believe that the use of
key competencies is not simply a
passing trend or government
whim: many European and non-
European countries are also in-
volved in the development of key
educational competencies.

The design of From Folk Tale to
Multicultural Activity Portfolio fol-
lows a specific learning methodol-
ogy based on interesting cross-cur-
ricular activities, all part of the
larger task of developing specific
competencies within the seven
core subjects. The activities are all
carried out in a similar manner,
using the course book.  In order to
evaluate the whole task jointly,
teachers are provided with criteria
to enable them to evaluate the six
subjects from the official curricu-
lum and competency acquisition
throughout the school year. 

The activities described in the
book can either be carried out in

groups or individually. ESO
secondary level has been
specifically targeted as it is
a stage often lacking in in-
novative and inspiring ma-
terial for the development
of key competencies. 
Folk tales are a mirror of a
culture’s traditions and its
landscape, flora and fauna.
From Folk Tale to Multicul-
tural Activity Portfolio uses
the following stories from
six different cultures:
1. “Un, dos, tres, marro és”
(“One, two, three, it’s
brown”), a tale from Ibiza
by Joan Castelló.  The au-
thors felt it was important
to include a tale from the
Balearic Islands as a way of
introducing Balearic cul-
ture to students from other
countries. Furthermore,
foreign learners in Mallor-
ca are unfamiliar with the
other Balearic islands, so a
story from Ibiza helps to
fill the gap. This story
demonstrates the values
needed in difficult situa-
tions: persistence, good-
ness and cleverness. Al-
though it is full of magic
and legend, this story
touches upon real fact:  the
historical attacks on the
Balearic islands by North
Africans.  
2. “La llegenda d’Etsa”
(“The Legend of Etsa”), a
story from Ecuador by
Edgar Allan García.
Ecuador is a country where

many different cultures and tradi-
tions coexist. As this project deals
with multiculturalism, the authors
decided to work with a tale from a
minority culture in Ecuador. A
Shuar legend was chosen, repre-
sentative of the major indigenous
group in Amazonian Ecuador. This
Shuar legend provides a good ex-
ample of how multiculturalism
works in other countries; it also
creates an opportunity to learn
more about this particular indige-
nous people, especially for stu-
dents from Ecuador. 
3. “Perquè el cel està tant lluny”
(“Why the Sky is Far Away”), a
Nigerian tale retold by Mary-Joan
Gerson.



Many African stories are related to
nature, animals and magic. This
Nigerian story retains much of the
original spirit of African oral narra-
tions, centered on the dramatic
conflict between good and evil.
“Why the Sky is Far Away” explains
the distance between the earth and
the sky as the result of peoples’
bad behavior. It includes a moral
on how to respect and protect the
environment, putting a new twist
on an old story. The original plot
shows the mother figure sinning
against nature; the authors decided
to redress this historically negative
female stereotype, and have reas-
signed the blame to both the father
and mother figures.  

4 “Els tres germans i la poma d’or”
(“The Three Brothers and the
Golden Apple”), a Bulgarian tale.
This is probably the most popular
folk tale in Bulgaria: it explains the
origins of the first Bulgarian inhabi-
tants. Like many stories, it is a
metaphor: the three brothers repre-
sent the three original ethnic groups
in Bulgaria: the Ottomans, the Thra-
cians and the Bulgarians. The three
brothers compete to win the love of
a beautiful lady (who represents
Bulgaria itself). This legend is very
useful in explaining historical mi-
grations and their consequences,
i.e. the coexistence of different mi-
nority groups, languages and reli-
gions in the same country.

5. “L’eriçó i el xacal” (“The Jackal
and the Hedgehog”). This story fa-
miliarizes students with two ani-
mals very common to North
Africa’s oral folk tradition. It pro-
vides an opportunity to study a va-
riety of topics:  ecosystems, food
chains, and habitat influence on
animals. Additionally, the symbol-
ism of jackals and hedgehogs can
be examined, as well as their spe-
cific ecosystems. 

6. “La tortuga màgica”(“The Magic
Turtle”), a Chinese tale. Also
known as the Lo Shu legend, this is
probably one of China’s oldest leg-
ends and has long fascinated
mathematicians. It explains the
origin of magic squares, a popular
concept in present day  culture,
e.g. feng shui and sudoku. Accord-
ing to Chinese tradition, a divine

turtle, his back decorated with pic-
tures, crawled out of the Yellow
river. These pictures turned out to
be a collection of magically or-
dered numbers, interpreted by the
Chinese as representing the natural
order of the universe. 
From Folk Tale to Multicultural Ac-
tivity Portfolio is based on interdis-
ciplinary teaching: it provides an
integrated approach to address
and interrelate the following seven
different subject areas:

-Catalan language
Storytelling is important because it
is part of the communicative com-
petence. One of the goals of the
Catalan section is to expose stu-
dents to the art of story telling.
This section includes guidelines
and techniques for telling stories.
Oral stories are a rich source of in-
formation about a culture’s cus-
toms and traditions. One way to
introduce foreign students to
Balearic culture is to tell them tra-
ditional stories. Likewise, foreign
students recounting their own folk
tales promote intercultural ex-
change. Not only does this
strengthen the linguistic, commu-
nicative and cultural bonds in the
classroom; it also reaffirms the so-
cial bond between students. 
-Spanish language
This section demonstrates the
cross-over approach, integral to
the book’s design. Studying an
Ecuadorian folk tale not only pro-
vides a chance to work on Spanish
language; it also allows for histori-
cal and linguistic themes to be ex-
plored, e.g. Spanish migrations to
South America, the resultant social
struggles, differences in vocabu-
lary, etc. 

-English language
The fact that English is used as a
lingua franca in Nigeria means that
studying a Nigerian folk tale ac-
complishes two goals: English lan-
guage practice; and oral and writ-
ten text comprehension. As
students may have different English
levels, it is advisable to adapt the
story when necessary, e.g. changing
vocabulary or making sentences
shorter. In addition, different
strategies are presented in order to
help students understand the story. 

- Social Sciences
Social Science material can be in-
corporated into the global task be-
cause folk tales often reflect histor-
ical migrations, as is the case for
many European countries. Geogra-
phy can also be explored using oral
tradition. Additionally, minority re-
ligions and languages, as well as
newcomer integration, are all so-
cial science topics that can be
broached using folk tales.

- ICT tools
Information and communications
technology tools are used in nearly
all Natural and Social Sciences
class sessions. “From Folk Tale to
Multicultural Activity portfolio” en-
sures the use of ICT with its We-
bQuest. 

- Natural Sciences
“From Folk Tale to Multicultural
Activity portfolio” integrates the
Natural Sciences in its study of ani-
mals and their habitat, the impor-
tance of ecosystem preservation,
etc.

-Mathematics 
Numbers are a common language
all humans share; they create links
between countries that use the
same symbols. People the world
over use numbers in similar situa-
tions: to travel; to change money;
calculate time; to have fun, be it
doing a Sudoku, or going out with
friends, etc. 

From Folk Tale to Multicultural Ac-
tivity Portfolio is based on the key
competencies for lifelong learning
as outlined by the European refer-
ence framework. The authors have
especially emphasized the social
and citizenship competencies, in
conjunction with collaborative
work. The majority of activities are
envisioned as group work and are
aimed at helping students develop
a reflective attitude towards the in-
formation that surrounds them.
Students are encouraged to be-
come critical thinkers in a global-
ized world. The segments on for-
eign customs and traditions are
intended to expand students’
knowledge of other cultures, help-
ing them become multicultural cit-
izens. The group work is aimed at
fostering respect. The project ma-



terial is based on interesting current topics, of special
interest to foreign students, thus providing an impor-
tant motivation to learn. 
From Folk Tale to Multicultural Activity Portfolio pro-
poses that students do research and collaborative
work, participate in a WebQuest, create their own ma-
terial, demonstrate their learning outcomes and use
the activity portfolio to reflect on their discoveries. 

The methodology of this project is based on the fol-
lowing relevant guidelines:

1. An active role for foreign students.
2. Active participation. 
3. Respect towards group partners.
4. The activity portfolio as a tool for student reflection 

and evaluation of their own work.
5. Cross-curricular teaching.
6. Development of key competencies.
7. Activities adaptable to students with special needs.

From Folk Tale to Multicultural Activity Portfolio is a
useful resource for the whole educational community.
The book’s benefits encompass four different levels:

1. Students are prompted to develop critical thinking
skills, preparing them for their role in a democratic
and multicultural society, aware of their duties and
rights. 
2. Foreign students become central ‘players’ in pro-
grammed activities that share traditions from their
countries of origin.
3. ‘Added value’ in the form of activities accessible to
special needs students. Moreover, the content pro-
gramming serves as a model global task. 
4. The book’s teachings benefit students’ families and
society in general: it helps shape students into re-
spectful, global citizens.

A final benefit: From Folk Tale to Multicultural Activity
Portfolio motivates teachers from different disciplines
to cooperate, enhancing the overall dynamism of a
school. The art work and project visuals which this
collaboration produces is an extra bonus, easily dis-
played for the enjoyment of classmates and parents.
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