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Success is the sum of
small efforts, repeated
day in and day out.
Robert Collier
We have successfully reached our second year of existence and have come
through a lot of experiences here, in
APABAL. This is thanks largely to our
commitment to teamwork and to the
effort made by all the members of the
committee, our associates, supporters
and sponsors. Without them this
dream would not have come true.
Even in the face of challenging economic conditions, we have been
working hard to find new ways to get
funding and sponsorship. It has been
very exciting seeing the huge quantity,
not only of teachers involved in our
activities, but also of other people attending the lecture series or the literature-themed film series this year. One
of our colleagues always describes
this teachers’ association as “more of
a marathon than a sprint”. We take
pride in this characterization and embrace it as a philosophy for planning
our forthcoming events as we seek to

consolidate APABAL and remain faithful to our original commitment.
It is also a pleasure to announce the
1st Apabal Convention, which will
take place on September 10th 2012.
All our efforts are now devoted to the
organization of this event and to
sorting out the arrangements required to make this day a very special
one for all teachers of English andwhy not?- for those who teach other
subjects through English.
I must praise each member of the
committee for making this past year
such an exhilarating success, in spite
of these turbulent times. I would also
like to extend my thanks to our associates, followers and sponsors for
their unfailing support, without which
our flame would have gone out.
If you are not a member yet, please
think of becoming one of us soon.
www.apabal.com

Montserrat García Comino
Presidenta d'APABAL
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Russell Stannard is a Principal Teaching Fellow at the University of Warwick, where he trains teachers in using
technology for the MA in TESOL. He won the British Council “Technology” award and the Times Higher
“Innovation” award for his website www.teachertrainingvideos.com: a step by step video explaining the use of
different technologies in education. In 2011, the site received over 287,000 visitors.

By Russell Stannard

ONE OF
THE BEST
TECHNOLOGY
TOOLS
I HAVE
EVER FOUND:

MYBRAINSHARK
I have been writing about technology and language teaching for over ten years. In fact, my ‘Webwatcher’ articles in
the ET Professional have been going for twelve years. In
that time, there has been one tool that has stood out from
everything else: JING. In my opinion, it is just about the
best technology I have ever used. However, in 2011, I came
across a tool that comes a close second. This tool could revolutionise the types of speaking activities we get our
students to do, both inside and outside the class. The tool is
free, easy to use and offers an incredible number of possibilities in language teaching. Initial tests I have undertaken

at the University of Warwick suggest it has a lot of potential.
It is called ‘myBrainShark’ and is free to use.
myBrainShark allows you to upload a PowerPoint presentation onto a site (a Word or PDF document) and then add
voice narration. myBrianShark packs it all together and
provides a link. By clicking on the link, you can see the document and listen as the narration and presentation is
played back. For example: you can ask your students to
create a presentation about their hobbies and interests in
PowerPoint; they upload it onto the site and add their commentary; then, they send you the link. There are other tools
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like this, but none with such a clear interface and a recording duration of fifteen minutes.
Now, take a step back and think about that! Imagine it is
the first day of a high level class. I ask my students to list
some things about themselves, put them in pairs and tell
them to talk about these characteristics (hobbies, languages they speak, places they’ve travelled, etc.) Then, I get
them to sign up for a free account on myBrainShark. For
homework, I tell them to make a PowerPoint presentation
about their lives, upload it onto myBrainShark and then
add their voice narration. They can then send the link to
me: I can listen to them talking while I watch their presentations. I take notes on their oral level and at the same time
find out something about them.
This is almost revolutionary! I can now set oral exercises for
homework. Ten years ago, even five years ago, this would
have been almost impossible. Let’s take another scenario. I
am in a high level class and the students want to practice
doing presentations. They have to do an oral presentation
as part of their assessment next week; they want to practice
and get feedback from me. Now, in the past, that would
normally mean them doing a presentation in class. That
has all changed now. I can ask them to
make a PowerPoint presentation:
upload it onto mybrainShark; add
their voice; then send me the resulting link. I can listen, give some
feedback and help them prepare for
their presentation. This is exactly
what I did with my students this year.
You can click on this link and listen
here:
http://my.brainshark.com/securityand-privacy-29852347
You Can Use Pictures,Video PDF or
Word Documents,Too
The incredible thing about myBrainShark is that it doesn’t only work with
PowerPoint. You can uploadpictures,
video or even a PDF file and do exactly the same procedure.
A student could upload a selection of pictures from a recent
holiday; add voice narration on myBrainShark; and then
share them with the teacher or other students. This tool
opens up all sorts of opportunities. In a low level class, students could limit themselves to just up loading one picture.
We have been running some experiments with the
myBrainShark site at the University of Warwick. Students
have done a variety of different activities. For example,
uploading a PowerPoint presentation about their favourite
recipe and then talking it through. Other students have
used it to upload pictures of an interesting place in their
country and then talked about it; some students have even
uploaded video content. The ‘Power’ is in the fact that they
can then use the site to add commentary to the content;
then, myBrainshark packs it all together and creates a link
to access the recordings. Feedback from students has been
very positive.
The Connected Classroom
There are several key issues that are beginning to emerge
from this work. Firstly is the idea of what I call “The Connected Classroom.”What I mean by this is that with the

emergence of all these technologies, we are now able to
plan lessons that tightly link what we do in class with what
we want out students to do for homework. Indeed, we can
literally say that the work the students do outside of the
class is really just an extension of what they do in the lesson. When I first started working as a teacher in 1987,
homework was often an afterthought. It was something I
thought up at the end the lesson. What I have found with
tools like myBrainShark and the ideas that I have suggested
is that they work best when we do the preparation work in
class. For example, in the lesson we might get the students
to make their PowerPoint presentations: we might put
them into pairs and get them to practice; we might even
offer them some tips or appropriate vocabulary to help
them give an effective presentation. This work — done in
the classroom — prepares and motivates them to go home,
upload the presentation onto myBrainShark, then add
their voice. The better we connect the classroom part with
the homework, the better the students seem to respond.
One of the most interesting things about this approach and
this particular tool is dealing with the content that is sent to
you. Remember: you will receive a link, you click on it, and
you hear and watch the student presentation. It is all played back in the
myBrainshark player. You can listen,
take notes and then offer feedback to
the students. It feels very different to
be suddenly marking students “oral”
work. Students can use this tool to
create recordings of up to 15 minutes:
you can end up with a lot of listening
material — this can definitely be a
problem, but a ‘good’ problem!
I suggest playing back some of the
best presentations in the next lesson.
Students are always interested to hear
what other students have created and
it is a chance for you to highlight good
examples and point out what makes a
good presentation.
For those student and teachers who are technically savvy, I
have even more good news for you. You can embed your
presentations from myBrainShark into a blog, a virtual
learning environment or even a webpage, increasing the
potential to share your work.
Of course, myBrainShark can be used by teachers, too. You
might want to upload a presentation and then share it with
your students or an even wider audience. Remember, you
can do this with documents, too. In fact, that is how
myBrainShark is normally used. Companies use it to add
voice narration to clarify documents or for PowerPoint
training.
You can sign up to myBrainShark for free here:
http://www.brainshark.com/mybrainshark
Here is a set of step by step videos that show you exactly
how to use myBrainShark
http://www.teachertrain
ingvideos.com/brain/index.html
http://www.teachertrain
ingvideos.com/brain2/index.html

ALIENS
LOVE
UNDERPANTS!
AND OTHER TEXTS TO INSPIRE YOUNG READERS
IN THE MODERN CLASSROOM

By Therase Jenkinson

Therase Jenkinson
I have a B.A. (Hons) in Social Policy and Politics, where I produced a thesis investigating the concept of whole school anti-bullying policies in UK state schools. I then took
a post graduate course in teaching English. I have been teaching English as a second
language for 15 years and have taught privately, in schools, in academies and in companies in the U.K, Paris, Barcelona, Valencia and finally Mallorca. I currently teach
English in the Infant department at Agora Portals International School. I am the mother of two boys, aged 9 and 2, and teacher for 180 more children, aged 3 to 5!
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In education today, the tendency is towards multi-sensory
approaches to teaching and learning. Research into learning styles has shown that each individual processes and
absorbs information in very different ways. The result of
these findings is that the teaching profession is now well
accustomed to hearing about VAK (visual, auditory, kinesthetic) and the importance of its application in the
classroom.
Great. The research is done, the facts are presented and
now all we have to do is implement it into our classrooms.
Hmmmm! Now what happens? We find ourselves in a
room of up to 28 little minds – that’s 2800 billion neurons –
waiting to be fired up by our inspirational, multi-intellectual and individually tailored teaching methods. My initial
reaction to this methodology was, to be honest, sheer
panic. Having being schooled in the era of ‘open your
books to page 25 and answer the questions’, this was foreign territory to me. Two options presented themselves, a
radical career change to something less daunting, or battle
on. Not being a quitter (and being past the age of radical
career changes), I decided to face this thing head on.
And guess what? After some trial and of course lots of error,
I have discovered that teaching in this way is actually fun.
Yes, FUN. I began to really enjoy each class and in some
cases positively look forward to them.
In this article, I want to share with you some of my tried and
tested class projects, using good old fashioned story books
as a basis for multi-sensory teaching, which I have found
both stimulate and delight my early years learners.
Aliens Love Underpants by Claire Freedman
This is one of the story books that I use year after year with
my five year old children. The book is beautifully written
and the illustrations are equally charming. The title itself is
enough to call the attention of the children: “Did Miss
really just say ‘underpants’?”
The first reading offers an audio and visual opportunity for
those with the corresponding learning styles. From this
point, we can then adapt and develop the text according to
the needs of our class. I think it appropriate at this stage to
consolidate the understanding of the text before progressing onto related activities. Role play is an attractive option
as it can appeal to all types of learners; however, it is a frequently used resource. With new technologies at our
disposition, we are nowable to convert this time-honored
activity into equally stimulating alternatives such as video
clips, cartoon strips and comics. I have found that my children react particularly well to the latter.
The first step in producing the comic is to set up a storyboard as a teacher-led whole class activity. Provide the
children with an A4 sheet consisting of six equally sized
blank square spaces. From this point, the whole class may
then discuss the best way to tell the whole story in six parts,
with the teacher writing simple sentences on the board to
match the storyboard suggestions. This is not only useful
in checking the class’ comprehension of the story; it also
helps the children to develop the ability to logically
sequence a story and summarize a text. Once decided, the
six story parts may be drawn in order onto the worksheets
and used as a reference for the comic project. Now, we’re
ready to create. The class is divided into groups; each group
is responsible for a given task, be it preparing the scenery,

planets, spaceships, aliens or underpants! Once each
group has completed their part of the project, the scenery
and props are put together and the teacher takes a photo of
each scene (once the children are happy with the arrangement), using the earlier produced storyboard as a
reference.
There are many advantages to this type of activity. Primarily, the kids love it! It’s a rounded activity that encompasses
each learning style and the children are always thrilled to
see their comics displayed in comic strip form or on a
comic strip power point.
Now that the children have fully understood the text and
have passively absorbed the target information and vocabulary, we may direct the class towards a variety of themes
based on the text. This story especially lends itself to subject types, such as parts of the body and verb forms. I
usually ask the children to design their own alien and write
short modeled sentences about their alien likes and dislikes and physical descriptions. For example:
My alien loves ice cream.
My alien hates carrots.
He has three arms and two heads.
Using this type of activity, we ensure that we cover the
range of learning abilities while inspiring the children’s
interest in books; and also deepening their understanding
of the text, use of language and vocabulary.
Below, I have listed a few of my favorite story books for
early years learners and made a few brief activity suggestions. I hope you will find them as useful and as
entertaining as my children and I have.
Dogger by Shirley Hughes: the story of a little boy and his
lost teddy. A great follow-up activity: tell the children you
have lost an item. I usually claim to have lost a ‘diamond’
necklace. I then ask the children for their help. They create
lost posters to place around the school and then go on a
necklace hunt. They are always so excited to find the missing item and use their English in a real world sense. Any
title based around lost objects is a suitable starting point
for this project.
The Shopping Basket by John Burningham: the story of a
young boy sent to shop by his mum; on the way, he
encounters many obstacles. This is a repetitive text and so
is really great for learning vocabulary such as names of animals, food and prepositions. We encounter many bullies in
the story, so it is perfect for discussion on this topic. It’s an
ideal starting point to set up a shop in the classroom; the
children make shopping lists, before setting out to collect
their items from the shop. Our class shop is made from
cardboard boxes and lots of imagination.
The Jolly Postman by Allan Ahlberg: a beautiful little story
following a postman on his daily route, delivering his letters to various well-known fictional characters like the
Wicked Witch and Goldilocks. The letters and postcards
are removable, giving the book an extra dimension reality.
The children can then write and deliver their own letters to
classmates, families, teachers or other members of the
school staff. I was absolutely thrilled at finding an envelope
on my desk one morning with `To Miss Jenkinson’ carefully
scrawled across the front!

GAMES
FOR
VOCABULARY
REVISION
AND
ACQUISITION
by Àngela Pont Rosselló
Àngela Pont Rosselló
holds a degree in English Philology from the University of the Balearic Islands and has
also worked as a Spanish Language Assistant in England. As one of her professional
interests is new technologies, she is now completing a Masters degree in Education and
ICT with the Open University of Catalonia (UOC).
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Vocabulary plays an important role in language, whether
one is using a mother tongue or a second language. When
the communication process includes a varied vocabulary,
it allows for a more natural, fluid and precise interaction.
Traditionally, teaching a second language has been characterised by lectures, memorising concepts and text
translation.
However, recent research has underlined the importance
of three concepts for increased motivation in secondary
language acquisition: the students’ active role in the learning process; the absence of the mother tongue; and
entertainment. The degree of concept acquisition also
improves in these circumstances. One author that shares
this new viewpoint is W. R. Lee, who states that games
should be used frequently in the classroom and not as
‘peripheral or time-filling’ activity, as they have a high educational value.
This article intends to show how using vocabulary games
in ESL has many benefits. In addition, a selection of games
will be provided to supply ideas for those interested in the
topic. These games are focused on either vocabulary revision or acquisition.
According to John Holt, a person’s learning capacity is
determined by two factors: the motivation produced by
the proposed task, and a person’s capacity to carry out the
task. Even if we cannot modify the second factor, we can
present activities that foster students’ motivation towards
the subject being taught.
As mentioned above, games normally used as time-fillers
should in fact be used more often, for the following reasons:
- They provide diversity, refreshing the established routine.
Student interest is renewed, and they are more motivated
to carry out the suggested activities. Authors such as
Richard Amato or Wierus consider that games create a
relaxed atmosphere, leading to faster and more effective
acquisition of new words.
- They enable teachers to create meaningful contexts in
which the usage of the foreign language is essential. The
target language is remembered more easily because the
students find themselves in real-life situations. Games
make it easy to introduce new ideas, always an advantage
for the teacher. Games can also be used to review previously learned concepts in an enjoyable way.
- Normally, students want to participate in games; they are
motivated to acquire the basic concepts in order to understand what their classmates are saying and, at the same
time, to be understood by the rest of the group. Games are
an incentive that motivate students to learn. Additionally,
games enhance active participation, cooperation, group
interaction and communication. As a consequence of
using games, the fluency level increases as well as the
spontaneous use of the second language.

LETTER
S

COUNTRY
Spain

FOOD
Salad

DRINK
Soda

- Finally, it is through games that the four basic skills can be
practised simultaneously; reading, writing, listening and
speaking.
While games provide numerous advantages, one should
not forget to carefully select or modifying them for your
group. Factors such as students’ level, classroom numbers
or cultural backgrounds should be taken into account.
Here are some games through which vocabulary can be
introduced and/or reviewed. Although you may be familiar with some of these games, a brief description has been
included and some examples, just in case you want to use
them with your pupils.
Word Bingo: each student has a card with the words the
teacher wants to practice. The teacher reads out word definitions and the students cover up the words they have on
the card. The first student who has all the words covered,
wins. ‘Antonym Bingo’ is also interesting and challenging!
Another way of playing this game (e.g. with younger students), is to have the concepts drawn on the card. Next, the
teacher (or the appointed student) reads out the words; the
other students (individually or in groups) have to cover up
the drawings that have been read out.
Who wants to be a millionaire? This game makes multiple-choice exercises more interesting for students. To
make it even more entertaining, the teacher can use a PowerPoint presentation and adjust the questions to the
students’ level. If the game is played as per the TV show,
one student should be elected as the spokesperson; their
role is to read the fifteen questions and reveal the appropriate answers. The contestant/s may make use of ‘life lines’ at
their disposal: ask a friend (previously selected); 50:50, in
which half the possible answers are removed; or ask the
audience for help.
Who is Who? This game is good for becoming acquainted.
Individually, students answer a few questions about themselves (favourite colour, food, band or subject, etc.) and
write them on a card. Then, they go around the classroom
asking different classmates about their preferences, trying
to remember them. The game starts when a student picks a
card and reads the first sentence; the other students try to
guess the name on the card.
A variation is to let students ask yes/no questions to find
out the name of the classmate. NB, this game can be played
without the card, by using other clues, e.g. the students’
clothing.
Scattergories: each student or group fills in as many categories as possible, with words starting with a chosen letter.
Scoring: one point is given for each correct word; two
points if it is a word that no one else has used. For categories, the teacher can select different options, depending
on the topics studied. Here is an example:

ANIMAL
Snake

FILM
Shakespeare
in Love

SONG
Sweet
Child
of Mine

NAME
Sandra

ENGLISH
THROUGH
AGLOBAL
APPROACH
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by Àngel Molina Molina
and Angela Battafarano
Àngel Molina Molina graduated as a Specialist in
Reception and Companies Management and as a
Foreign Language Teacher (English). He has worked
for 14 years as an English teacher with young learners
in Mallorca and Eivissa and freelancing on his own.
He has taken part in the European Sections Program,
developing Math projects in English through ICT. At
present, he is teaching English and Art in English at
CEIP Gabriel Vallseca in Palma.

Angela Battafarano is a teacher from the U.S.A, specializing in teaching English as a second Language.
She graduated with a degree in Early Childhood
Education and completed her Master’s Degree in
Literacy, Culture, and Language Education. She has
spent the year in Mallorca teaching alongside Àngel
Molina as his language assistant.

APABAL MAGAZINE / 13

For years, there has been a need to introduce changes
in primary school methodology, in order to obtain a
greater efficiency in the education process. That is
why it is necessary to teach content from diverse areas
in a global way. For the last three years, CEIP Gabriel
Vallseca (Palma) has worked on using global methods
in Infant and Primary Education.

not least (as per the curriculum), students learned
about different actions within the monster’s capabilities, e.g., jumping, speaking, flying, swimming, hiding,
etc.
In another group, the topic investigated was “The Universe”. We converted the English classroom into a
spaceship; with the help of ICT, we were able to travel
around the Universe. We sang songs about the planets; and created a mini-book with vocabulary, where
each student explained the elements that form the
universe.
Studying these topics using this global approach was
very rewarding for students: they could see what they
were learning, and they learned by playing.

Working in a global manner means using motivational
topics integrated into all subjects. In our case, English
is taught using a global approach based on:
- Enhancing inclusion through group work.
- Work by Basic Competences.
- Motivation.
- Designing methodologically attractive tasks.
- Different types of learning.
- Meaningful themes for the students; breaking with
traditional practices.
- Transporting the real world into the classroom.
- Flexibility (possibility of integrating new contributions).
- Manipulating a number of possible resources.
- Adapting to individual students needs.
We knew that if we want the students to work using
this method, textbooks should only be used for consultation; the students decide on the topic to be
learned. Additionally, coordination between teaching
staff is fundamental. Meetings with classroom teachers are important in developing a joint program with
linked objectives, contents, evaluation process (used
throughout all the sequences and learning interrelations), basic skills, etc. Also, sessions with the English
language assistant help students improve their English
linguistic skills.
Our Experience Using this Methodology
One of the topics studied in the first cycle was “Dinosaurs”. In English class, we continued the theme by
studying the famous plesiosaur that lives in a Scottish
lake: Nessie, the Loch Ness Monster! Using Nessie’s
story, we investigated how the Earth was formed, the
movement of the tectonic plates, and how the monster was trapped in the lake. All of these activities involved stories; later, the students acted out the stories.
Using ICT, the students played games with the monster and explained what she was like. We also studied
Nessie’s environment; the students even made a
model of the lake, complete with monster! Last but

In the second cycle, students decided to study “Pirates”, “The Lone Ranger” and “Motherhood”. In the
third grade, the students made a list of what they
wanted to learn about the pirates and the Lone
Ranger. Working in groups (cooperative learning), they
investigated what clothes these characters’ wore, the
food they ate and where they lived — basic content
for primary education curriculum. Learning about
Jack Sparrow’s clothes and the Lone Ranger’s favorite
food made it fun!
Content was taught via songs, stories, and ICT. Students felt confident: they could apply what they
learned to real-life. As ‘food’ was a topic with the third
graders, they decided to make a classroom snack.
They voted between a sandwich or a milkshake. The
sandwich won! They loved this activity because they
could apply their newly-acquired sandwich-making
skills at home. By using the global approach, students
were motivated and eager to learn more.

Once students learned what pirates and cowboys had
for lunch and supper, they learned about where these
characters lived, writing a description of ships and
houses. With all this accumulated knowledge, the students had the fantastic idea of ‘visiting’ each class
member’s home — so we did! Each student showed
us his/her home by creating an oral description of the
parts of their house. This activity made students feel
proud and important. It was very exciting for them to
be able to show the rest of the group where they lived.
They felt very proud to be able to do this in English.
The fourth grade chose one of the most fascinating
topics: “Motherhood”. The students wanted to know

how their mothers felt when they
knew they were expecting, and the
circumstances of their birth. In the
English classroom we used the
same theme, working on a description of ‘mothers’ using as many adjectives as possible: sensitive, kind,
beautiful, intelligent, hard working,
etc. Later, the descriptions were expanded to include physical descriptions. During this activity, you
could sense the students’ love for
their mothers. In their regular class,
the students prepared a related activity: an interview with their mother, asking how she reacted when
she found out she was pregnant. In
English class, we used elements of
this interview to ask simple questions, e.g. the mother’s place of origin, age, hobbies, favorite activities,
meals, country, animals, etc. This
method integrated the parents into
the classroom project. Many mothers came to class be interviewed. To
make this activity even more
meaningful, students decided to interview tourists in English (using
the same questions), to put into
practice what they learned in class.
This resulted in one of the term’s
most meaningful, motivating, and
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recreational activities. Students
were excited to be able to ask questions they had practiced in class
and at home, and then take it beyond the classroom. It was a
unique experience.
In the third cycle, we employed
similar methods. Students decided
to study the city. In groups, they
used cooperative learning for the
first time to decide what vocabulary to use and how to work together. The first task was the creation of a big city poster: they
learned relevant vocabulary and
transport questions, e.g., “Excuse
me, can you tell me the way to go
to . . .?” Afterwards, they designed
their favorite city and then their
‘dream house’. Using materials they
created (posters, house drawings,
etc.), they wrote house descriptions. The ICT sessions were particularly rewarding for the students. The teacher created a
mini-web with links to house activities, of varying degrees of difficulty. These activities had autocorrect
features, providing valuable immediate feedback. As both the sixth
and third graders were studying

“The House”, we did some sessions
together: older students helped
younger students to describe the
Lone Ranger’s house.
In conclusion: working with the
global approach has been very
meaningful and stimulating for the
students. It satisfies the educators’
demands; and it fulfills both the
educational requirements and the
demands of today’s society. The
global approach allows students to
be more prepared, confident and
competent in an increasingly multilingual and intercultural environment.
To find out more information
about our school task, please visit
our blog at
http://www.ceipgabrielvallseca.co
m/english/
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By Nina Lauder

Spring is just around the corner
and, as days get longer and flowers
burst into bloom, the pupils in our
class show newfound surges of energy. As teachers, we need to know
how to tap into this energy and
channel it accordingly. One of the
ways we can do this is by bringing
content and language learning to-

gether in springtime activities that
appeal to different types of learners in our class.
………………………………………
CLIL (Content and Language Integrated Learning) is a term with
which teachers are becoming increasingly familiar. The basic idea
of CLIL is to teach a non-language

subject, for example, Science or
Social Studies, through a foreign
language (in this case, English). In
doing so, the emphasis is taken off
learning the language itself and
placed on learning content. Research and feedback from teachers
in a variety of settings has shown
that this approach enhances the
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pupils’ educational experience while allowing them to
receive additional exposure to English without requiring extra time in the curriculum.

fill tasks at sentence level; or general knowledge questions (see below).
Spring Music

CLIL is currently being incorporated into educational
contexts around the world in a variety of ways. In
some cases, pupils are given small ‘doses’ of the content area in English; in other settings, pupils are
studying in full-fledged bilingual immersion programmes. Some educators make distinctions between
hard CLIL, where limited concessions are made to reduce content and language load, and soft CLIL, which
is seen as being less demanding.
The activities that are suggested in this article can be
used in the English class or in content area classes
and can be led by either the language teacher or content area teacher. In most cases, the activities do not
require extensive preparation and can be carried out
with primary or lower secondary pupils. The activities
can be used to start classes, as fillers, and as lesson
closers; or, they can help introduce a new topic or review activities once a topic has been covered.
Spring isn’t spring without . . .
To kick off the topic of spring, write the sentence stem
‘Spring isn’t spring without . . .’ on the board. Give the
pupils a minute to brainstorm appropriate answers.
Encourage pupils to share their sentences with their
classmates; then, hand out paper for them to make a
list or a poster with their ideas. Suggested answers
might include: Spring isn’t spring without . . . rainstorms, flowers, baby animals, sunny days, Easter, migration . . .
Pairwork
Pairwork activities in class make the use of language
more meaningful and give pupils the opportunity to
speak more than in teacher-led tasks. Pairwork activities for CLIL include labelling tasks (each pupil has a
labelled illustration with some words missing, they
ask their classmates for the missing information); gap

It is said that “music calms the savage beast” — so
springtime is a perfect time to bring music into the
classroom! Depending on the age group and level of
pupils, they can work on traditional songs, popular
songs or pieces of classical music that tie in with
springtime. Younger learners enjoy songs such as
“Rain, rain, go away”, “Itsy bitsy spider” or “Five green
and speckled frogs”; older learners can listen to and
discuss the lyrics from songs like “Big Yellow Taxi”
(Joni Mitchell, 1988), “What a Wonderful World” (Louis
Armstrong, 1967) or “Beautiful Day” (U2, 2000). To develop music awareness, pupils can listen to classical
music pieces such as “Spring” from Vivaldi’s The Four
Seasons or the “Waltz of the Flowers” by Tchaikovsky.
Fly Butterfly Fly!
One way to bring colour and life to the classroom is to
make butterflies. Pupils make butterflies from different coloured construction paper, then place a paper
clip onto each butterfly. They hang the butterflies
from the walls of the class using thread or string.
Hand out magnets to different groups of pupils and
help them make the butterflies ‘fly’ using magnetism.
If done carefully, the butterflies will flutter and twitch
without having the magnet actually touching them.
Materials: coloured construction paper, paper clips,
thread or string, magnets.
Spring Symmetry
The world of nature is full of examples of symmetry.
Encourage pupils to look at different plants and animals and decide if they have lines of symmetry or not.
Bring in a variety of leaves for pupils to look at. If they
divide a leaf in half, they will find that one half often
has the same shape as the other.
Butterflies are also exceptional examples of symmetry
in nature. Show a picture of a butterfly with its wings
open and encourage pupils to think about how it is
symmetrical (butterflies have an antennae on each
side, the same shape on each side and the same pattern or design on each side). Butterflies and beetles
are example of line (bilateral) symmetry; in contrast,
certain flowers illustrate examples of rotational (radial) symmetry. Honeycombs formed by bees are examples of hexagonal symmetry. Encourage pupils to find
pictures or examples of symmetry in nature and to
display them.
Egg Quiz
Many cultures around the world see the egg as a symbol of new life and therefore associate it with springtime. A number of these cultures paint eggs with
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bright colours and give them out or hide them at Easter time. Find out how much pupils know about eggs
by doing an egg quiz in class. Questions can include
things such as, How many eggs does an average hen
lay yearly? (approximately 300), Which part of the egg
is highest in fat? (yolk) or How old is the average hen
when it starts laying eggs? (20 weeks). Older learners
can find out information on eggs and write the quiz
questions themselves.

tions like Groundhog Day (February 2nd), Saint
Patrick’s Day (March 17th), Earth Day, Songkran Festival (April 13th, Thai new year) or Holi (Hindu spring
festival) and share their findings with their classmates.
Websites
There are endless resources online to help bring
spring into the classroom. Some examples of web
pages with activities include:

Experiments
Doing hands-on experiments in class encourages children to make observations and hypothesis, take notes,
and come to conclusions. Some springtime experiments than can be carried out in class are:
Spring Potato Pets
Younger pupils enjoy watching things grow. Time and
space providing, pupils can make ‘potato pets’ (see illustration) and grow ‘hair’ on them using grass seeds
or alfalfa seeds. Pupils cut a section of the potato (on
what will be the animal’s back) and scoop out a few
spoonfuls of potato. They draw a face on their pet,
add toothpick legs, and then sprinkle seeds onto
dampened cotton wool on the animal’s back. Place
the pets in a safe, sunny place and watch their green
hair grow. Pupils can make daily observations in their
notebook or on a chart.
Materials: beans or grass/alfalfa seeds, cotton balls,
potato, toothpicks.
Tree Rubbings
Pupils can learn to identify pattern and textures in different types of tree bark by doing rubbings. Give each
pupil a piece of paper and a crayon. Explain how to
do rubbings then take them outside to find two different types of trees and do their rubbings. If children
cannot leave the class during lesson time, this step
can be assigned as homework. When they have done
their rubbings they compare them and observe distinguishing features on distinct tree bark.
Materials: crayons, paper, different types of trees.
Rainbow Celery
To demonstrate how the stems of plants absorb water
and carry minerals from the soil to the leaves, make
rainbow celery in class. Cut the stalk of piece of celery,
but not the leaves. Place the leafy celery stalk in 1012cms of water with food colouring and ask pupils to
imagine what they think will happen. After several
hours (or overnight), the coloured water should begin
to rise up the stalks to the leaves. This experiment can
also be done with white carnations.
Materials: food colouring, three stalks of celery, knife,
water, clear glass containers.
Spring Festivities
A number of holidays around the world take place in
spring. Pupils can find out information on celebra-

http://www.primaryresources.co.uk/topic/topic.htm Topic, theme and cross-curricular resources. Section
dedicated to Easter activities and lesson plans.
http://www.dltk-holidays.com/spring/index.htm Spring crafts and printable colouring pages for young
learners.
http://www.enchantedlearning.com/crafts/spring/ Springtime crafts and worksheets from Enchanted
Learning.
http://www.hunkinsexperiments.com/ - Hundreds of
experiments with food, light, sounds, clothes and
more. Each experiment comes with an illustrated cartoon to help pupils understand procedures.
……………………………………………………………
Language teachers and content area teachers can use
fast and easy ideas like these to bring language and
content together in their classrooms. Using language
as a vehicle to teach content offers pupils a switch
from the language-driven approach and enhances
their learning experience. Have fun brining spring
into your classroom J !
Useful Resources
Birdsall, Melanie, Timesaver Cross-Curricular English
Activities, Mary Glasgow Magazines, London, © 2001.
Bowler, Bill and Thompson, Lesley; Timesaver British
History Highlights, Mary Glasgow Magazines, London,
© 2005.
Burwood, S., Dunford H., Phillips, D., Projects with
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Fried-Booth, Diana L., Project Work, Oxford University
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RESTORATIVE
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Mary was coming home from school
one day. She found some money on
the path near her home. She imagined
what she could buy. She did not tell
her mum about the money. Instead,
she hid the money in the desk in her
room. The next day she spent some of
the money. She also looked at a toy
catalogue to decide how to spend the
rest of HER money. Later she heard
her neighbour tell her mum that he
had lost the money for his family’s
holiday. Mary was feeling very
uncomfortable but still said nothing
to her mum.The next day when
Mary’s mum asked to borrow a pencil
she saw the money in Mary’s desk.
Mary admitted that she had found the
money and had spent some of it.
Mary’s mum sent Mary to her room.
How does this help Mary understand
who she has hurt?What does Mary
need to do to make things right?
Mary’s parents asked Mary what she
should do to make things right. Mary
said that she should give the money
back and say that she was sorry. Her
dad and mum said they would
arrange a meeting so she can do that.
Mary’s dad told the neighbour what
happened and set up a meeting
between their two families. Mary
returned the money and said she was
sorry.
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Things have been dealt with and people feel better, so what exactly
happened?What did Mary learn from
this experience?What helped this story
have a positive ending? If Mary had
just been punished and nothing else
happened, what sort of ending would
the story have? (IIRP, 2006).
Sometimes students commit offenses
or are victims of misdemeanors. Usually a penalty is considered the most
appropriate response to wrongdoing
at school or at home. However, it is
essential to seek alternatives to punishment, as in some situations it may
be counterproductive. Restorative
approaches are considered effective
methods to address the problems of
school life. Moreover, it has been
observed that restorative circles are
also a good way to increase school
achievement results.
Restorative justice in its original form
is considered a new way of thinking
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about criminal justice; it emphasizes
the different ways in which crime
affects relations between people living in community. In this type of
justice, the offense is not only considered as an action taken against the
victim, but also against the community – it’s not simply an illegal act and a
violation of state standards. Restorative justice increases the victims’ role;
it requires offenders to take responsibility for their actions and the damage
caused. It also reflects the community
through a series of preventive and
response programs to reduce the distance between people, creating a
sense of security and strengthening
the community bonds (Zehr, 1995).
The values of restorative justice are
based on respect for the dignity of all
people affected by crime. Priority is
given to treatment of human needs
and participant training, so that they
can communicate their thoughts and
feelings openly and honestly.The aim
is to create understanding, promote
accountability and provide the ability
to ‘heal the wounds’ .The restorative
justice process encourages the
offender to take responsibility for
their harmful behavior in a positive
way; to understand the causes and
effects of that behavior on others; and
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change it in order to be accepted back into the community.
The process offers the victim a platform for discussion in
which to ask questions and get answers; to be able to
understand and explain the personal impact of crime; and
to contribute to the outcome of the process. In this sense,
the result may be that the victim receives an apology, restitution, services or other relief. These processes have the
potential to offer the community an opportunity to
articulate their values and expectations, to understand the
underlying causes of crime and to determine what can be
done to repair the damage. With restorative practices, you
can contribute to the welfare of the community and reduce
future crime (Zehr and Mika, 1998).
Using restorative practices, students learn to deal with
their unacceptable behavior, to repair the damage they
have done and build a community (Mirsky, 2011).

they spent the past weekend. Restorative circles are an
excellent tool for community-building.
The circles involve students in conflict and tension management. A restorative circle helps repair damage and
restore relations in response to a moderately serious incident or a behavior pattern that affects a group of students
or an entire class. Restorative circles can be useful not only
with individuals but also with opposing groups. When two
groups are involved in conflict, the circle facilitator
requires that the participants focus on the question of how
they will coexist on the school premises. Students have to
believe that this latter variable is not negotiable and that
staff will stand firm in this attitude. In managing group
conflict, it is essential to build relationships with the
groups’ natural leaders and to make them realize that they
can achieve positive goals with their leadership skills
instead of misusing them.

Restorative practices are an effective alternative to punitive forms of discipline; research shows that the latter not
only fails to reduce negative behaviors but actually exacerbates them (Task Force on Zero Tolerance of the American
Psychological Association, 2008). With restorative practices, students face their unacceptable behavior: they take
responsibility for the same processes that provide support
rather than undergoing humiliating procedures.This is not
a permissive practice: bad behavior is not tolerated. Communities that use restorative practices reach solutions
collaboratively, generating credibility for those involved
and those who have been affected by the unacceptable
behavior.

Even more interesting, circles can also be used by teachers
to help students with academic goals, to lay down project
implementation and activity rules, and to generate or
assess understanding of curriculum contents.This
involves students in the learning process more effectively
than with traditional classes. The circles can be powerful
because students who usually do not talk in class (about
their shyness, indifference, hostility, or insecurity) have the
opportunity to get involved in classroom life. The result?
Dramatically positive changes are observed in the students’ attitude towards participating in classroom
activities.

Restorative practices go far beyond the restorative justice
as they are both reactive and proactive. The fundamental
hypothesis of restorative practices is that human beings
are happier, more cooperative and productive (and more
likely to make positive behavioral changes) when they are
in collaborative positions to effect change, rather than
when they are being punished or forced to do something.

There are different ways to introduce restorative practices
in schools, as each school has its own needs. Although
restorative practices are not a panacea or magic solution to
all kinds of conflict, it is undeniable that this approach can
transform the way many schools are presently organized.
Restorative practices promote safer and more pleasant
environments, leading to more successful schools.

There are different types of restorative practices, but we
wish to highlight the circles. Restorative circles provide
opportunities for students to share their feelings, ideas and
experiences, to build confidence and mutual understanding. In a circle, everyone has the opportunity to talk and to
be heard. Only one person talks at a time. Teachers can use
the circle to get feedback on issues, e.g., do students feel
ready to take the next exam; or simply to ask students how
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The Ins and Outs of this ‘Love Story’
-The aim of the ‘Energize Your Language Pairings’ campaign is to provide Catalan-language
or English-language learners with the opportunity to practise in a relaxed atmosphere.
Furthermore, it provides Catalan and English
native speakers with the opportunity to meet
people who are genuinely interested in learning and improving their oral skills in the relevant language.
-With this in mind, Cepa Son Canals decided
to organize a volunteer linguistic ‘matchmaking’ exchange between Catalan speakers who
wanted to learn English and English speakers
who wanted to learn Catalan. The way it
works is as follows: the volunteer tutor becomes the ‘tutee’ and vice versa. The volunteers can also participate in different activities, such as cultural outings, plays, visits to
exhibitions – all in the target languages, of
course! These activities are included in the
programme, based on the assumption that
language is inextricably intertwined with culture; language is one of the ways to become
acquainted with the customs, traditions, gastronomy, etc. of a culture.
-There first activity is a festive gathering in
which tutors and tutees are introduced to the
programme. The tutors are provided with a
training activity that includes material and
strategies for monitoring the partnership.
This initial activity has a double aim: improve
participants’ communication skills and to
demonstrate the fun use of the studied languages (English and Catalan) outside of formal contexts. Yes! It is possible to have a good
time while practicing a foreign language!
Basic Information for the ‘Dating’ Candidates

-Dating candidates: who can participate in
the language pairings?
Anyone can become a tutor, provided that
they are fluent in either Catalan or English.
They just have to feel like speaking in Catalan
or English in a non-formal atmosphere. A ‘didactic’ attitude is not welcome! Down-toearth candidates are required; and they must
be prepared to talk their partner’s ear off!
-A lasting relationship: how long does the
partnership last?
The tutor and the tutee involved are committed to spending 10 hours with each other, in
order to have sufficient practice time, divided
between Catalan and English.
-The ‘love nest’: where do the pairs meet?
The first meeting (tutor-tutee) takes place in
the school; then, the partners decide where to
hold future meetings (café, library, park, etc.)
-When do the partners meet?
As the programme is flexible, the partners decide when to meet. It is advisable to meet for
one hour per week.
Candidates in the Dating Process
After the participants fill out the enrollment
form, the activity organizers will match up
the candidates according to suitability. The
enrollment form asks about timetable, hobbies, gender preference re partner, etc.
Anyone can become Your Perfect ‘Other
Half’
Anyone can become a tutor, provided that
he/she is fluent in Catalan or English. They
just have to feel like speaking Catalan or English. It is important not to behave like a
‘teacher’. Candidates should avoid ‘lecturing’
and being too bold when it comes to correct-
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ing mistakes. Tutors should only correct
high frequency errors, stigmatizing errors,
and errors that block meaning or cause confusion for the listener.

with this information, the Son Canals teachers created the ‘Energize Your Language
Pairings’ programme, based on peer-to-peer
methodology.

Why is CEPA Son Canals an ideal place for
this ‘dating activity’?
Cepa Son Canals is an Adult Education
School in Palma which provides formal and
informal education. It is located in a disadvantaged area with many immigrants from
South America, North Africa and Eastern
European countries. The institution organizes informal educational courses with stresses on IT teaching; English; and Catalan and
Spanish courses for immigrants. In the past
couple of years, the school has also organized a lot of multicultural activities: seminars, workshops and festivals to facilitate
the immigrants’ integration into Mallorcan
society and to teach them Catalan as well as
Spanish. Teaching the local language is a
way to help them to be linguistically capable
of a normal professional and social life.
The languages department (Catalan, Spanish and English) wanted to foster the use of
the Catalan language in non-formal contexts. The majority of students understand
and try to speak Catalan in class, but they
would never attend a play in Catalan or
even watch television in Catalan. In fact,
some immigrant students show negative attitudes towards Catalan. With regards to
English, most students don’t feel at ease
when they speak it; in English class, the
teachers have to find a balance and practise
other skills. The result is that teachers lack
time to devote to communication practice.

Peer-to-Peer Tutoring: an Inspiring Teaching Method
Peer-to-peer tutoring is when students teach
other students. This approach is usually
highly satisfactory, and has many benefits.
Students learn more when they are the ones
to teach the comprehensive aspects of a
subject. And there is a beneficial complimentary effect: students experiencing difficulties benefit from the help of someone of
a similar age or status, who (figuratively)
“speaks their language”, and appears less intimidating than the teacher. A peer tutor
uses pertinent vocabulary and examples
that resonate with the student, creating effective bridges to breach the learning gaps.
Additionally, the tutor receives valuable reinforcement from having to prepare and
teach a topic. Of course, a teacher trained to
supervise peer tutoring should monitor the
process.

CEPA Son Canals, with its high percentage
of immigrants, has had two challenges: to
address the students’ lack of Catalan and
English; and to show students that leisure
time does not imply the exclusion of particular languages. A large number of the
schools’ foreign students come from countries where English is frequently the second
language; consequently, they are quite
skilled in English. The organization of the
Language Pairings has been aided by the
fact that the Catalan and the English teachers belong to the same department, making
communication and coordination easier.
The teachers did some research on language
volunteering e.g. at Palma’s Paraula
(‘word’), a not-for-profit cultural centre
(promoting the use and dissemination of
Catalan); or the peer-to-peer tutoring in
some Catalonian secondary schools. Armed

Sowing the Seeds of Love: Spreading the
‘Energize Your Language Pairings’ Campaign
The Language Department teachers were in
charge of promoting the programme. How
did they do it? They launched a persuasive
publicity campaign to advertise the language pairings. Snappy slogans were printed
on modern, colourful posters. The target
market was young adults ranging from
eighteen to twenty-five years old. The teachers made a huge effort to advertise the programme. An appealing logo identified all the
material: posters, enrollment forms, didactic
guides, etc.
The ‘mottos’ to promote these ‘perfect pairings’ were:
-‘Learn from each other’s efforts and knowledge’, i.e. your success benefits me and my
success benefits you.
-‘Learn for the sake of learning’, i.e. both
members share a common fate — they sink
or swim together. All the members participate in the whole task, i.e. we cannot do it
without you.
- ‘All members play a necessary role in the
partnership’.
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‘Love at First Sight’
The campaign worked! Many ‘ volunteers’ responded with interest and
filled out the language pair enrollment
form. At times, it seemed like the
teachers involved in the programme
were like a marriage bureau, reading
enrollment forms and matcheding up
pairs according to age, affinities and
hobbies. After checking all the forms,
the staff organized a first meeting – a
‘get acquainted’ party, featuring lots to
eat and a drama production.
Beginning a Committed Relationship

In didactics, a
‘corner’ is a space
used for a specific
activity. In infant
education it is
very frequent to
use ‘corners’ to
develop different
activities, e.g. the
reading corner,
the puppets’ corner, the music
corner, etc.
1

After being introduced, the language
pairs started to meet in the school library. There was a ‘conversation corner’1 (with computers, board games
and CDs in English and Catalan) where
they could start their conversation exchange. Bilingual conversation guides
were handed out. The topics chosen
were related to the students’ immediate context: their house, neighborhood, city, etc. The vocabulary and
conversation prompts included in the
guide were related to real-life situations. During the first three sessions,
there was always a Catalan or English
teacher competent in both languages
who could help the pairs in case problems arose. The pairs had to meet at
least nine times. To break the ice and
initiate communication, the pairs received Catalan/English conversation
lessons. The pairs were advised that
from the fourth session onwards, they
should spend time in an informal setting, e.g. a café, park bench, plaza, library, etc. They had to demonstrate
initiative about where to meet.

their intimidation about speaking a
foreign language aloud. Most of our
students find it very hard to start
speaking aloud in a foreign language. It
would never occur to them to attend a
play or even watch TV in Catalan or
English. The programme tries to convince the students that they can spend
enjoyable free time using another language.
Evaluation: Analyzing the Relationship’s Pros and Cons
The language partnership is a peer-topeer task. Both partners participate in
the conversation, so each is involved in
the evaluation process. Co-evaluation
is a process that involves two evaluators simultaneously. The co-evaluation
is extremely useful: it presents two perspectives, which contributes to the
overall improvement of the programme. The evaluation process involves constant dialogue during various stages of the programme. At the
end of each session, each partner
(tutor and tutored person) should
complete an evaluation questionnaire
(written in both languages).
The evaluation sheet should be easy to
answer. Each participant should be
asked exactly the same questions. It is
important for the staff involved in the
project to analyze the results in order
to improve the programme’s future implementation. It is important to convince the pairs that the self-evaluations
are crucial for everybody, to improve
the overall programme.
Conclusion: Language Pairings —
Much More than a Marriage of Convenience

Spending Leisure Time Together
The last sessions were devoted to fun
activities. The language pairs attended
a play in Catalan, a cooking lesson in
English, exhibitions and a Palma walking tour in English. These outings
highlighted two of the important objectives of the programme. First, to enhance language use via conversation
exchanges. Secondly, to introduce students to the socio-cultural aspects of
the language under study. It was very
important for students to overcome

The final evaluation helps to assess the
programme in general. As Son Canals’
language pairings will continue in future school years, the evaluation will
help improve the experience for future
participants. Fortunately, there have
just been two dropouts to date from
the total of sixty three partners. We believe that the key to forming successful
pairs has been the close analysis of the
initial self-descriptive information
sheets. It is not ‘mission impossible’ to
find compatible ‘halves’!
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AND COMPUTERS

by Cathy Cobb Castrec
and Antònia Vidal
Antònia Vidal Nicolau (Technology) and Catherine Cobb Castrec (English) are both teachers at the IES Son Pacs.
They have been teaching Technology in English for the past eight years; in addition, they have been helping
other teachers start European Sections in their schools, by means of conferences and classes. They have also
taken part in several Comenius Projects and interdisciplinary ventures.
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Our title might suggest a slight
anachronism, since Charles Dickens
conjures up a world of sepia-tinted
parchment and dusty books. However, at the IES Son Pacs, he is seen as a
vital and very modern author who has
been providing fun for our third of
ESO students for quite a few years.
To start off, we should explain that we
have been teaching Technology in
English for over eight years at our
school. During this time, we have
explained the uses of materials, tools,
electricity, bridges and forces, both in

the Technology class as well as the
English class. The concept of CLIL
teaching (Content and Languageintegrated Learning) embraces this
method of imparting knowledge; our
students have taken part in a wide
range of projects to enhance their
technological skills. Nevertheless, a
few years ago, we felt that we should
explore another way of giving our
CLIL classes: using Technology to
teach English literature.
When you mention literature as part
of a foreign language class, most stu-

dents and some teachers shudder at
the thought of reading a musty and
boring book with a long and difficult
exam at the end. Unfortunately, some
of the adapted modern ESL books are
so tedious that it is understandable
why students develop an aversion to
reading and literature in general. So a
few years ago, our English Department decided that we would only read
adapted versions of classics from English literature (e.g. Hamlet, The Picture
of Dorian Gray, Oliver Twist and The
Last of the Mohicans, etc.). But a great

author is not enough to instill interest and fervour in most
students, so we had to find a strategy to make them want to
read more, and make it a part of our course. Since Technology was an integral part of the third of ESO curriculum, we
decided to combine forces and drag Charles Dickens into
the twenty-first century by making him the most interesting person in the world of computers.
Using an adapted version of Oliver Twist in English class,
we read each chapter. Before answering questions, students act out the chapter, using clothes and accessories
brought from home. This enables them to understand
what the text is about and provides a fun way to practise
their speaking skills. They can also summarize the text easily and visualize what has happened. They are also shown a
template of the project, produced by the Technology
teacher and the English teacher, incorporating other
teachers as actors.
At this point, the Technology teacher introduces them to
video editing in the ICT class. Basically, they use a programme which enables photos to be transformed onto a
video with speech, microphone recordings, and written
text. During one of their joint classes, one of the common
teaching projects is introduced: students get into groups
(between two or three) and create a photo story for the first
two chapters of the book. Students are given the compulsory requirements for the project (number of frames, the
ratio of oral and written work, and different technological
requisites). Students are also informed of the strict time
limit for handing in their work. In point of fact, they and
their parents have already been notified of this requirement at the beginning of the year, reinforced by a
semi-official ceremony where they sign a consent form
stating that failure to hand in the term assessment on time
results in failing the assignment.
So that all students can work comfortably from home, and
to ensure that personal or social backgrounds do not affect
their creativity, students may use the school resources
(microphones, digital cameras, etc). This ensures that they
all have equal opportunity; creativity is the only variable
amongst them.
Students are encouraged to use all the technological aids
available, such as online picture editing, captioning, etc.
They are also encouraged to ask their families or friends for
help or advice, as long as they can explain and/or repeat
what they did by themselves in front of the Technology
teacher. This ensures that nobody else is doing the work for
them.
Once the videos have been given in, a general viewing of all
the videos takes place: students can assess what they have
done well and see the areas where they could improve. This
peer-to-peer learning ensures that students have a better
appreciation of the teaching involved.They are given two
marks for their work: one from the Technology teacher, who
assesses how they have used the different aspects of the
programme; and the English teacher gives a mark for their
oral and written skills, including creativity.
The basic procedure is as follows: students write out summaries of the chapters read in class, illustrating each
section as if it were a still from a film. The production of the
next photo story is always easier. The Technology teacher
teaches them advanced computer skills to improve the
visual impact of their work.
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All of a sudden, Oliver Twistbecomes the best lesson of the
week! Nobody ever forgets their books, everybody wants to
act and students want to improve their photo stories with
each round. Also, because there are so many characters in
the novel, students ask their families to participate;
throughout the years, we have seen parents, brothers, sisters and grandparents become new stars and enhance the
productions of these videos.
In sum, students develop their creativity, improve their
English, as well as honing their ICT skills. Equally, they
learn to be more organized with their time and develop an
acute sense of responsibility (something previously lacking).
Both the Technology teacher and the English teacher iron
out any problems each time a new installment is given,
improving the overall experience.
Last but not least, everybody learns that reading is fun and
that presentations can be extremely effective when the
correct computer knowledge is used. Students learn that it
is not difficult to get impressive results with computers;
and that apart from playing, watching films and listening
to music, technological knowledge is very useful and especially fun when applied with creativity.
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SHORT STORY

EDUCATION POLICIES FOR COLLECTIVE
EMPOWERMENT
By Mª Neus Lorenzo Galés
Neus Lorenzo Galés is an Education Inspector and the current Director of Language Services for the Catalonian
Department of Education. With more than twenty-five years of experience, Neus has taught all the way from primary to university levels. She has been very involved with European Union education initiatives. Neus has authored an ample selection of educational material in Spanish, Catalan and English for McGraw-Hill, Oxford
University Press, Richmond-Santillana, Océano and Graó. Currently, Neus is coordinating the plurilingualism
project related to third languages within the Catalonian Department of Education. She has been especially
involved in promoting CLIL methodology and the Comenius, eTwinning and Grundtvig projects.

Why Teach Languages?
At the September 2011 UN Summit of the Millennium
Development Goals, the President of the European
Union, Joao Manuel Barroso, stressed that “the EU,
with its transnational experience of peace and integration, is well-equipped to make a leading contribution
to the globalisation process”1. He was implying that
today’s global interdependence can be enriched by the
European model of plurality and intercultural collective empowerment. In sum, Barroso was really suggesting that the best way of achieving the Millennium
Development Goals is to accept differences in order to
develop shared, creative solutions.
This policy was already expounded on May 19, 20062
by the European Union Council experts: they affirmed
that foreign language skills and mutual understanding
between peoples are prerequisites for workforce
mobility, needed to bolster the competitiveness of the
Union’s economy. According to Christian Tremblay,
president and founder of the European Observatory of
Plurilingualism, the importance of cultural diversity
and language plurality has been consolidated by several studies; it can help develop labour markets, social
cohesion and professional skills3.
Why Teach Content and Language-integrated
Learning (CLIL)?
On 25 October 20114, the European Council came to
the following conclusion regarding the European
Indicator of Language Competence:
“While general language programmes help to develop
essential communication skills for everyday use,
methodologies such as content and language-integrated learning (CLIL) in both general education and VET
can be particularly effective in enhancing the mobility
and employability of workers.”
Learning language and content in school projects help
students to integrate cognitive processes and cultural
awareness as part of their personal knowledge building. In order to promote CLIL, teachers and learners
should be encouraged to use and practice whatever
they are achieving. Real world social participation and
experiences create educational ‘added value’:
Using authentic environments to interact with the target language on the Internet.
Performing real tasks and activities that allow participants to participate in European open projects.
Collaborating to promote their local village on international platforms, presenting local information in a foreign language.
Exchanging real information with natives and speakers interested in the same fields.
Creating community-learning networks and participating in community-building processes.
Classroom management should incorporate strategies
for promoting students’ involvement and self-awareness. In fact, the more collaborative techniques, the
better: strategies based on mutual help, participation,
social knowledge building, and co-operative learning
are all excellent techniques.
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Why Use CLIL in a School Project?
The more students know about their learning aims at
both a personal and social level, the more accurate
their test results will be, resulting in more reliable
standards. This, in turn, will allow for establishing better horizons for our educational goals.
This positive circle of involvement can be simplified
into a three-step-wheel, for reviewing and assessing a
school’s implementation process5:

The main objective of a CLIL project is to blend language learning and curricular content via the “learning
by doing” and “project work” methodologies. These
approaches promote a “hidden curricula development” that help students to increase their motivation
and learning autonomy, as well as helping teachers to
increase their professional development and their
teaching strategies.
Planning a Project Using CLIL
When planning a project or task, it is necessary from
the very beginning to make the teaching aims and the
expected learning achievements very clear. The traditional 4-C suggested by David Marsh and et al. (2008)6
and the 6-C suggested by the Catalan group 6.sis7 concur in putting the stress on cognitive development and
individual awareness. Project sequences and task
planning should make explicit what is expected from
the students for the final assessment with regards to
product, learning goals and final task.
Fig. 2: Task planning sequence: Adapted from Camps
(1994), Referred to by Cassany (2008) in
http://goo.gl/vDb11
Why Use CLIL for Organisational Learning?

Encouraging CLIL experiences is a way of promoting
innovation and action-research. New teaching and
learning strategies will emerge, especially of value for
new organisational forms of classroom interaction.
Connectivity and complexity are part of global evolution in our fluid society, and should be part of the
learning process.
In fact, coordinating school activities among teachers
from different subjects is a perfect starting point for
improving organisational learning. Moreover, international networking helps both teachers and students to validate their work and encourages the educational community to strive harder. Sharing and
participating in these international exchange help
students grow towards complexity and coherent selfaccess criteria.
Fig. 3: Connectivity between CLIL and complexity
(suggested by the author, Neus Lorenzo)

For any group, the main basics should be respected:
a) To coordinate, compound and lead common projects with CLIL-approaches.
b) To engage and motivate quality work and scientific
methods, to learn new content and to use new language to implement the planned classroom activities.
c) To build and perform new activities to enlarge
knowledge, consolidate learning strategies and develop new skills.
d) To communicate and exchange procedures and
results with other colleagues and other groups, in
order to activate cognitive dialogue, to disseminate
discoveries and to consolidate acquired knowledge.
Transmitting these main educational principles to
school managers, teachers and families is a major
challenge; however, their participation is essential for
achieving success. Future generations will have better
school methodologies if we are able to disseminate
CLIL approach and CLIL project work.

Statement by José Manuel BARROSO, EC President
following this week’s UN Millennium Development
Goals Summit and UN General Assembly in New
York: European Commission, Audiovisual Services:
http://ec.europa.eu/avservices/player/streaming.cfm
?type=ebs&sid=166218
2
Council (2006). Council conclusions on the
European Indicator of Language Competence.
Official Journal of the European Union. Council of the
European Union. (pp. 1-3). OJ C 172, 25.07.2006.
(2006/C 172/01) Retrieved from: http://eurlex.europa.eu/LexUriServ/LexUriServ.do?uri=OJ:C:20
06:172:0001:0003:EN:PDF
3
The European Observatory of Plurilingualism at
http://plurilinguisme.europe-avenir.com/
4
Council (2011). Council Conclusions on Language
Competences to Enhance Mobility. Official Journal of
the European Union. Council of the European Union.
EDUC 256 SOC 891 CULT 83, 20.12.2011 (2011/C
372/07) Retrieved from: http://eurlex.europa.eu/LexUriServ/LexUriServ.do?uri=OJ:C:20
11:372:0027:0030:EN:PDF
5
Suggested by “SisX6”, a Catalan group of education
inspectors involved in Teacher Training and
Principals advising at the ICE-UB, University of
Barcelona (Imma Colom, Neus Lorenzo, Joana
Madurell, Carme Mañà, Blanca Morán).
6
Mehisto, P.; Marsh, D; Frigols, M.J. (2008)
“Uncovering CLIL. Content and Language Integrated
Learning in Bilingual and Multilingual Education”, ed.
Macmillan Education.
7
Suggested by “SisX6”, a Catalan group of education
inspectors involved in Teacher Training and
Principals advising at the ICE-UB, University of
Barcelona (Imma Colom, Neus Lorenzo, Joana
Madurell, Carme Mañà, Blanca Morán).
1

Exchanging and sharing experiences can be very useful for teachers and schools in developing self-training and self-assessment. There are several international web pages where it is possible to present and
share CLIL lesson-plans, CLIL-project designs and
examples of good practices.
Fig. 4: Example of a CLIL activity: a secondary school
project comparing popcorn types using experimental
scientific method (photo: author’s archive, Neus
Lorenzo)

Examples: which CLIL?
Choosing the right CLIL activity depends on several
factors, but the main one is the age of the students.
Easy and motivating sessions can be organised for
very young learners based on Total Physical Response,
to develop physical education, handicrafts or arts.
More complex and systematic sessions can be
planned to work on Natural Science or Maths for
young learners or adolescents.
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ALL
SHOOK
UP:
EMOTIONS
By Oliver Fuentes Fuentes
Oliver Fuentes Fuentes (1984) holds a degree in English Translation and Interpreting. He
has worked as a Spanish teacher at the University of Bucharest and as a Spanish assistant
at high schools in Edinburgh. Since 2009, he has worked as an English translator and
English teacher in several high schools in the Balearic Islands, as well as at the EOI
Palma. He is currently teaching English at IES Josep Miquel Guàrdia.
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“When dealing with people, remember you are not dealing with creatures
of logic, but creatures of emotion.”
Dale Carnegie
Anyone who has worked with
teenagers in a classroom will agree
with the above statement. Nevertheless, in the educational context, some
professionals forget that students
experience a myriad of emotions.
Why Is Identifying Emotions Important?
School is an emotional time for students, teachers and parents (Schutz,
Hong, Cross & Osborne, 2006). Emotions surface in almost every aspect of
teaching and the learning process
(Schutz & Lanehart, 2002).
Because our learners may not be able
to describe their feelings or put them
into words, teachers need to know
how students experience emotions.
Educators need to be alert to what the
face may betray; one cannot rely
purely on a student’s words. Teachers
need to know whether or not students
are following a lesson and understand
the explanation. By paying attention
to our students’ faces, we can spot
emotions such as interest, enthusiasm, concentration or perplexity.
However, identifying emotions is not
always an easy job. Some people mask
their emotions, for basic reasons: e.g.,
doctors hide their emotions while
talking to patients with terminal illnesses. Others learn how to neutralize
their expressions, e.g., poker players
(poker face). Social conventions
regarding what you can show on your
face or cultural norms may dictate a
person’s public appearance. For
example, in Chinese etiquette, a gift
must be refused three times and only
accepted with a reserved demeanour.
Teachers should take into account
both the different ways that children
display their emotions and also the
reasons behind those emotions. Boys
may show different emotions from
girls, depending on family, culture
and social background. It is essential
for both teachers and students to
understand that a typical classroom
contains many different ways of displaying emotions.

Do Emotions Influence Teaching
and Students?
Emotions usually shape cognitions. A
teacher’s emotions affect their attention, memory and problem-solving.
Negative emotions focus attention
(Derryberry and Tucker, 1994). Emotions mobilize and synchronize the
brain’s activities, frequently intruding
and flooding consciousness (LeDoux,
1996). For example, after listening to
students making the same mistake for
several weeks, a teacher may lose his
temper and angrily correct the mistake. Given that type of reaction,
students are more likely to focus their
attention and remember the correction.
A teacher’s expression of positive
emotions (e.g. caring) can have an
evident influence on learners. Secondary school students who are
aware of their teachers’ concern are
more motivated and less likely to be
involved in delinquency (Wong and
Dornbusch, 2000); they are more
likely to be participative, collaborative
and to respect the classroom rules
(Wentzel, 1996). Furthermore, a student’s perception of teacher support
has an immediate effect on how motivated and interested students feel
(Wentzel, 1998). Students tend to
learn and perform better when they
feel self-assured, satisfied and familiarized with the subject matter.
Although teachers are encouraged to
“never become defensive or lose control of their feelings” (Gathercoal,
1993) and counselled that “calm is
strength; upset is weakness” (Wong
and Wong, 1998, p. 164), masking the
flow of emotions when teaching is an
art that not everybody has mastered.
What is more, students are usually
aware of the teacher’s emotions.
Teachers can generate positive emotions through different strategies and
creative treatments, promoting successful learning and performance:
- According to Stephen Krashen, using
humour in class can play a key role in
helping relax students and create a
positive classroom atmosphere.
Showing a funny cartoon from a newspaper or telling a joke is a good way to
start a lesson, introduce the topic of
the day, or to review previous topics.

- Arousing our students’ curiosity by
using realia* can make the learning
experience more memorable. For
instance, using town maps and foreign bank notes or coins in role plays;
or the royal family tree to practise the
Genitive Saxon (i.e. possessives) for
the lower levels.
- Fostering interaction among peers
can improve students’ display of emotions, as well as regulate their social
behaviour, resulting in social competence. The peer learning approach
offers a variety of techniques and
activities (e.g. the puzzle method;
peer tutoring) that result in promising
learning.
- As stated by Donald Norman, evoking memories makes students build
attachments to items that have considerable meaning. Activities related
to a student’s school memories will be
welcomed by pupils.
- Activities that are relevant to our students’ personal lives tend to engage
them, e.g. favourite leisure activities
or identifiable everyday situations.
All in all, managing, feeling and conveying our emotions may seem like an
unknown world for many teachers,
but it is a basic skill if we want to
engage our students actively and
make the most of our lessons. Regardless of one’s degree of emotional
awareness, one can always improve
this area with some ‘inner’ work: we
just need to pay attention to what our
daily lives offer us.
“I don’t want to be at the mercy of my
emotions. I want to use them, to enjoy
them, and to dominate them.” -Oscar
Wilde.

* realia: real-life objects.
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USING
PORTFOLIOS
AS AN
INSTRUCTIONAL
TOOL
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Portfolios tell a story.
Put in anything that helps tell your story.
(Adapted from Pearl and Leon Paulson)
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A portfolio is a good product for a competences-based task; it is a tool for
teaching, learning and assessment. Students should become familiar with
using portfolios to display current work; and as a learning-to-learn technique
for collecting, selecting and organizing different types of documents. Additionally, portfolios aid teachers in evaluating the progress of their students
and establishing interaction strategies. However, the development of a portfolio holds certain implications for the students: they must become aware of the
process involved in their knowledge acquisition. The creation of a portfolio is a
uniquely personal act; with it, the student offers up a very individual product
that provides continuous learning evaluation, promotes student autonomy,
and stimulates critical thinking.
The word ‘portfolio’ has become quite popular in the world of education, but
it is not a recent invention. The concept is very well-known outside the classroom. Artists, photographers and architects use portfolios to show their
work to potential customers. In fact, electronic portfolios in digital format
can be true works of art. Within education, portfolios are linked to the concept of lifelong learning. The portfolio is a tool that encourages and assesses
competences development; it is a strategy for personal and professional
growth that promotes reflective learning and critical thinking.

Barberà (2005).
La evaluación
de competencias complejas:
la práctica del
portafolio. En
Educere La
Revista Venezolana de
Educación, año
9, nº 31.

1

“The portfolio is an organized collection of papers and documents, previously
selected by students that reflect the process and its performance in relation to
some specific learning objectives and established assessment criteria.”
(Barberà 2005) 1
A portfolio is a compilation of documents that not only summarize the student’s academic work, it also explicitly demonstrates the learning processes.
A portfolio can also have a double focus: the individual and the group, an
interrelated association that is integral to the student’s development. A student must be personally involved in the selection of the portfolio content:
they should be able to explain the criteria for selecting each item.
“The instructional value and power of doing portfolios comes when students use criteria and self-reflection to make decisions about what they
want to show about themselves and why. This implies self-selection of portfolio content.”
( Arter & Spandel 1991)2
The teachers’ role in evaluating portfolios is to establish evaluation criteria
and set the quality standards. A portfolio empowers students: it provides
information about the quality of their work, and the collection depicts the
evolution of their thought process. By building a portfolio, a cognitive process
takes place: students have to understand the procedure; they have to be able
to justify the structure; and to select what is relevant. The use of portfolios in
the classroom engages students, builds confidence and activates creativity.
However, it requires planning by both the teacher and the student.

Arter, J.A &
Spandel, V.
(1991). Using
Portfolios of
Student Work in
instruction and
Assessment.
Portland,
Northwest
Regional Educational
Laboratory.
2

The portfolio must be purposeful; it is not just a folder
of student’s work throughout a limited time period. It
can include a complete record of all type of activities:
drafts, revisions and self-reflections, etc. The portfolio transcends its format and becomes instructional
when the items included are analysed in a metacognitive maner. Students’ performances are shown in a
broader scope, going beyond traditional assessment,
providing a more humanizing view.
Portfolios normally include more than just a sample
of a student’s work. A portfolio implies the inclusion
of drafts, revised papers, self-corrected worksheets
and reflection activities, throughout the instruction
process. This creates a clear picture of a student’s
effort, achievement and growth; in other words, the
process and the progress.

tion task. Students shouldn’t forget that they have to
demonstrate certain criteria when choosing materials. When building portfolios, students need to make
a lot of decisions about what to include and what to
exclude. The teachers’ task is to help their students
gain the skills to create a portfolio. One approach is by
clarifying instructional goals and expectations; by
showing samples of different portfolios (from both
the educational field and the professional world).“If
criteria are shared, students become part of the evaluation and are empowered to recognize weak
performances and improve them” (Arter & Spandel,
1992)4. The portfolio selection guidelines should bear
in mind the students’ level, maturity and familiarity
with portfolios.

When learners are involved in the process of creating
a portfolio, they are multi-tasking: activating their
thinking skills and critical viewpoints; dealing with
problem solving; and developing a more
autonomous attitude.
“The portfolio is a record of the child’s process of learning: what the child has learned and how she has gone
about learning; how she thinks, questions, analyzes,
synthesizes, produces, creates; and how she interacts—
intellectually, emotionally and socially—with others.”
(Grace, C. 1992)3
In order to undertake this large-scale output, it is
essential that students have a clear idea of the portfolio’s purpose. A model portfolio should be presented
at the beginning of the assignment, via a familiariza-

A nice portfolio metaphor appears in “Portfolios as
Stories of Knowing” (Paulson and Paulson 1991).
These authors see portfolios as ‘tales of achievement’
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or ‘chronicles of conquests’. To them, students are telling a
story when they select pieces of work and can explain the
decision-making process.
“A portfolio tells a story. It is the story of knowing. Knowing
about things . . . Knowing oneself . . . Knowing an audience .
. . Portfolios are students’ own stories of what they know,
why they believe they know it, and why others should be of
the same opinion. A portfolio is opinion backed by fact . . .
Students prove what they know with samples of their
work.”
P. Paulson & F.L. Paulson, (1991)5.

According to the constructivist view, ‘knowledge is something that students build’. With this in mind, a portfolio can
be viewed as a structure created by students. They reflect
on their experience, and gain self-knowledge. A portfolio is
also a way of monitoring their own learning, as students
figure out what is really of value. While students choose
what they consider important outcomes, the teacher’s role
to give a clear presentation of what constitutes a portfolio;
provide effective feedback; and integrate assessment into
the instruction process.

Other authors have referred to portfolios as:
Grace, C. (1992) The Portfolio and its use; Developmentally
appropriate assessment of young children. Eric Digest.
4
Arter, J.A & Spandel, V. (1991). Using Portfolios of Student
Work in Instruction and Assessment. Portland, Northwest
Regional Educational Laboratory.
5
Paulson, P. & F.L. Paulson (1991). Portfolios: Stories of
knowing. In P.H. Dreyer (Ed.).
3

BOOSTING
BRAIN
POWER:
How to Fully Activate
Our Students’ Brains in the
EFL Classroom
Based on John Medina’s
‘Brain Rules’

By Liam Fitzpatrick
Liam Fitzpatrick has 15 years experience in teaching English as a Foreign Language. Originally from Ireland, he
graduated with a BA in Social Sciences from La Trobe University, Melbourne, Australia. Based in Spain since
1994, he has also completed post-graduate studies in TESOL with Aston University, UK. Liam works as an ELT
Consultant and Teacher Trainer for Express Publishing.
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How the brain really works still
remains a mystery. To create a classroom environment that supports
what the brain is good at doing, we
need to take certain factors into consideration. When we begin to
understand the marvellous workings
of the mind, we can organize our
classrooms in a way that is conducive
to boosting brain power.
The following article is a summary of
how eight of John Medina’s twelve
“Brain Rules”
(http://www.brainrules.net/) can be
applied in the EFL Classroom at all
levels (pre-primary to adult learners)
in all contexts (large and small student groups). In demonstrating the
benefits of fostering a “brain boosting” classroom environment, some
reflective questions will be posed and
some possible suggestions for task
and material types will be proposed.
Exercise Improves Cognition
In order to place this Brain Rule into
perspective, Medina takes us on a
chronological journey from our early
evolutionary history as a species
through to one of the nasty side effects
of modern civilization: our sedentary
lifestyle. Based on research results, he
argues that human beings and their
brains were not made for sitting
behind desks for hours on end, day
after day; physical activity is cognitive candy.
This is basically due to
the fact that movement
(even of the slightest
nature) provides oxygen
to the brain.
Controlled experiments
with groups of students
that have elements of
movement/physical
activity introduced into
their classroom/learning
settings have shown that
cognitive performance is
enhanced over a short
period of time. Once that
element is taken out of
the classroom/learning
setting, the cognitive gain
plummets. What types of
cognitive performance
are we referring to and how does it
apply to the EFL Classroom? Of the
types that Medina mentions, three of

them are crucial to language learning
and acquisition: long-tem memory;
attention and fluid intelligence
(which is defined as the ability to reason quickly and abstractly); and
improvising based on previously
learned knowledge (taking us into our
proximal development zone).
What type of tasks? We already have
many of them at our disposal in the
EFL Classroom: TPR activities, roleplays, dialogues, Talk with Your friend,
Find Someone Who…, etc. These all
involve movement, thereby guaranteeing the supply of oxygen to our
students’ brains.
Medina goes as far as to suggest that
we should put treadmills into classrooms!
Every Brain is Wired Differently
Medina cites cases involving a behavioral theorist, a neurosurgeon and an
elite sportsman (Michael Jordan and
his failed attempt to make the conversion from basketball to baseball in the
1990s) to demonstrate that every
brain is wired differently — it’s what
makes each and everyone of us
unique. Brains also develop at different rates in different people. The
behavioral theorist is Howard Gardner, whose breakthrough Multiple
Intelligences theory talks about seven
to nine categories of multiple intelli-

technique called Electrical Simulation Mapping, which may indicate
that there are more than 7 million
intelligence categories. No two brains
are wired the same – neither in terms
of structure nor function. In fact, we
all store and retrieve language in different areas of our brains (from nouns
to verbs to other aspects of language).
What can we do in the EFL classroom
so that this Brain Rule is taken into
consideration? Firstly, we need to provide students with variety in our input,
through materials and activities that
provide multiple pathways to acquiring knowledge of and about language.
IWB material allows us as teachers to
present content and carry out tasks in
a number of different ways (many of
them multisensorial). What about
outside the classroom? If our students’
brains develop at different rates and
contact time with them in the classroom is limited (even more so in large
groups), are we providing them with
enough opportunities and the right
resources to acquire the target language and reach their particular
course’s learning objectives?

People Don’t Pay Attention to Boring
Things
Can I have your attention, please?
Medina asks: does it
matter to learning if we
pay attention? Apart
from “you bet it does”, he
states that the more
attention the brain pays
to a given stimulus, the
more elaborately it will
be encoded and
retrieved. Attention is
inextricably linked to
three key cognitive (language learning) areas:
memory, interest and
awareness. Medina also
discusses the importance of emotions in
grabbing our attention
and the limitations of
our concentration spans
when it comes to maintaining focus.

gence. George Ojemann is the
neurosurgeon.Medina discusses Ojemann’s expertise with a brain surgery

In the EFL classroom, we need materials/lesson structures that trigger our

students’ curiosity (as well as their
critical thinking). In addition, materials/lesson structures need to allow
for flexibility and variety in terms of
task duration and task types that we
use to grab and maintain our students’ attention.
Memories are Volatile and Susceptible to Corruption
This is actually a combination of two
of Medina’s Brian Rules, related to
how our memories work.They are:
Repeat to remember! (short-term
memory)
Remember to repeat! (long-term
memory)
The freakish ability of people such as
Kim Peek (“Rain Man”) to read and
memorize ridiculously huge
amounts of information (two pages
at a time) from library shelves has
helped brain scientists to define the
four stages of memory: encoding
(learning); storage; retrieval; and forgetting. Medina states that
researchers are still only beginning
to really understand the first one:
encoding (learning). What they have
been able to ascertain is that the
more elaborately we encode information at the moment of learning
(or perhaps input), the stronger the
memory. In terms of language learning, there is a need to provide our
students with multiple exposures at
the point of learning to the target
language (“Repeat to remember”) in
a variety of formats. Pronunciation
drills and IWB material are the first
language activity and material types
that come to mind.
Medina also states that the “good
news” is that memory is not altogether fixed at the point of learning,
but rather “. . . repetition, doled out in
specifically timed intervals, is the fixative”: remember to repeat! The
neural connection pathways will be
lost if we as teachers don’t walk our
students along them again and again.
Medina concludes this section on
memory by suggesting that schools
of the future should have timetables
that adhere to these two rules in
order to create brain-boosting classroom environments. How?
Twenty-five minute modules
(classes) cyclically repeated, seg-

mented and interleaved throughout
the day, combined with periods of
“study holidays” (no new input).
Sensory Integration
Richard Mayer (cognitive psychologist) and his controlled experiments
of different groups of students in
multisensory environments (e.g.,
sight & hearing) as opposed to
groups in unisensory (e.g., hearingonly) environments provide Medina
with the basis for stating that multisensory presentations are ‘the way to
go’. The experiments have shown
that students exposed to multisensory classes have more accurate
recall. The implications of this for
areas such as pronunciation, the use
of grammar structures and vocabulary, etc. in the EFL Classroom are
enormous. Although this article
advocates the use of IWB material
(which can in fact be used in some
cases without the need for an Interactive Whiteboard by simply
projecting), there are other types of
materials and/or activities that
achieve sensory integration in the
classroom. Integrating sight, hearing, touch and even smell and taste
(realia) into our classroom/learning
settings will guarantee that we are
providing more and richer stimulants for our students in the learning
process.
Vision Trumps all Other Senses
“Words are only postage stamps
delivering the object for you to
unwrap” - (George Bernard Shaw).
This rule in particular poses a
dilemma and a paradox for us as language teachers: text is perhaps the
most inefficient means of transferring information. Brain research has
shown that when we read we are
actually trying to visualize what the
text is telling us. Vision is by far our
most dominant sense (for those of us
fortunate enough to have this sense
operating at full capacity) and pictures, images and imagery grab our
attention and transfer information.
Medina defines it as PSE – Pictorial
Superiority Effect. It means that we
pay attention to colour, size, orientation and, in particular, objects in
motion. There’s more: animation is
the most effective delivery mechanism for information. However, for
educational purposes (and language

learning in particular), the animation
itself does not need to be complex.
Simple, two-dimensional animation/illustrations are sufficient to
capture our students’ attention and
transfer concepts/information –
anything more complex will only distract the learners’ attention from
what it is we are trying to expose
them to or teach them (i.e. English as
Foreign Language).
Stress Changes the Way We Learn
Is there a straightforward relationship between learning and stress?
Based on findings from some of the
most famous case studies from the
field of psychology, Medina says we
can easily answer this question in
the affirmative. Stressed (and distracted) brains do not learn in the
same way as relaxed (and engaged)
brains. We all know that the stress
levels in a classroom come from a
wide variety of sources (factors from
home environments, school/work
environments, etc.) and can influence classroom environments,
relationships and dynamics. The
need here is to lower as much as possible the affective filters which may
inhibit effective learning.
Given that we as teachers cannot
control all these factors, what can we
do in the EFL classroom to ensure
that our students are engaging in the
learning process as much as possible
without unnecessary stress? As in
the first brain rule, many of the task
types and materials are already at
our disposal for use in the EFL Classroom: games, quizzes, songs.
However, the games, quizzes, songs
shouldn’t just be ‘fun for the sake of
having fun’ but rather integrated
with the target language and learning objectives of the particular
lesson/unit/module being studied.
In closing, here’s a quote by William
H. Payne from the University of
Chicago: “Psychology, in fact, stands
in the same relation to teaching that
anatomy does to medicine”. Medina
says he would replace the term “psychology” with “brain science”.
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“Learning in Depth” (LiD) is a starkly
simple and immediately practical
program that is also unusual – but it
can have a huge impact on children’s
education. It was introduced in two
classrooms in British Columbia
(Canada) in the 2008/9 school year,
with 30 students. The next year
(2009/10), there were more than 2,000
students involved. By 2010/11, many
more students were involved in
Canada, USA, UK, Hungary, Australia,
Japan, Romania, China, Iran, and possibly other countries (Egan, 2011). The
enthusiastic response, engagement
and learning by children, and the
delight from parents and many teachers, is stimulating the rapid spread of
LiD. In consequence, I would like to
suggest that it is worth trying in the
Balearic Islands.
Learning in Depth—to echo its website––is a program in which each child
is given, at a ceremony during the
early weeks of schooling, a particular
topic to learn about through her or his
whole school career, in addition to the
usual curriculum. Topics might
include such things as apples, ships,
the circus, cats, railways, the solar system, etc. Students meet regularly with
their supervising teachers who give
guidance, suggestions, and help as
students build personal portfolios on
their topics. The aim is that each child,
by the end of her or his schooling, will
have built genuine expertise about
that topic. The expectation is that this
process will transform most children’s
relationship to, and understanding of,
the nature of knowledge. It should
also transform each child’s experience
of schooling. (www.ierg.net/LiD).

Children and parents at the “reveal”
ceremony in Portland, Oregon, U.S.A.
LiD is an unusual program and tends,
after the first simple description, to
elicit enthusiasm from some people
and hostility from others. While the
basic idea is quite simple, the poten-

tial implications of the program for
students, teachers and schools are
profound. Another oddity of the program is that it is entirely voluntary and
entirely free of any form of grading.
The direction in which students study
their topic is entirely up to them,
helped by their teachers.
I want to briefly discuss three features
of the LiD project. First, I will describe
the initial implementations of LiD, to
give some sense of why the program is
taking off so rapidly — even though it
seems bizarre and unworkable to
some people on first acquaintance.
Second, I will discuss a few common
objections that are initially made to
the program. Third, I will highlight the
main features of the kind of pedagogy
required to support and sustain LiD
and other meaningful learning experiences in the classroom.
In one school in Langley, British
Columbia, a teacher decided to try out
LiD after she heard it described in a
university class she was taking. It
should be said that she did so in the
face of not a little skepticism, and
worse, from some of her fellow teachers. In the following year, six other
teachers in the school began the program in their classes; in 2010/11, there
were eleven teachers implementing
it. Now there is talk of the whole
school taking on LiD! What did those
other teachers see that made them go
from dismissive skepticism to becoming enthusiastic implementers
themselves, within a year? They saw a
class of students who showed huge
enthusiasm to learn about their individual topics; students who were
helping their fellow students by bringing in material to help build their
portfolios; students coming to school
with special energy on the day they
had their one hour LiD time slot; students talking to their parents and
siblings about what they were learning; students accumulating
knowledge from libraries, papers and
magazines, the Internet, etc.; students
drawing, tracing, talking with adults,
including other teachers, etc. The first
Langley teacher (who has been teaching for approximately 30 years) said, “I
have never experienced the kind of
questions and interactions I now have
with my students . . . I have never
experienced these kinds of conversations with children.” Another teacher
summed up his experience after a
year by simply saying, “The kids love

it!” A teacher in Oregon wrote: “The
Learning in Depth project has
brought to our students a completely
new relationship to learning that has
been surprising in its depth and quality. After seeing Learning in Depth at
work in our school community, I
know this has been a critical, missing
element. It has proven to be everything we imagined (and much more
we didn’t) when we heard about [it initially].” (Quotes taken from the LiD
website.)
Girl with her starting portfolio on Ants

These are typical responses from
teachers so far. I include them—even
though the paragraph looks more like
the kind of advertising one might see
on a new and dubious medicine
ad––to give one side of the response to
LiD thus far. Clearly, the kind of people who are attracted by the idea and
want to make it work will elicit an
enthusiastic response from students.
But let me conclude by looking at how
proponents of LiD see it:
“Learning in Depth . . . is simplicity
itself. Students are randomly assigned
topics that have been vetted for
appropriate richness to warrant years
of study. They receive individual topics during their primary years and
keep them through high school graduation. There are no assignments, no
deadlines, and no pressure to produce. This is learning for the sake of
learning. Students receive support
and encouragement, a medal
inscribed with the topic (for inspiration), and a ‘starter notebook’ to help
organize their thinking” (from a
school web site where the program
was introduced during the 2009/10
school-year:
http://web.corbett.k12.or.us/pdf/ne
wslet3_10.pdf).
The program begins with an initial
“reveal” ceremony, attended by parents, caregivers, siblings, etc., in which
the child receives a portfolio folder
and learns the topic on which she or
he is going to become an expert. In
some schools, students are also given
a ribbon with a medal that includes

their name and topic; in others, they
receive a tile with their name and topic
and a colored picture of the topic. The
tile is then fixed to a wall in the school.
In the beginning, the LiD program
need take no more than one hour a
week in school. Increasingly, work is
done outside of school. The main
portfolio is kept at school (quite
quickly the initial folder is outgrown
and a number of schools have given
each pupil an Ikea box). Students are
also given a “travelling folder” in which
they can bring items from home. Parents are encouraged to help—but not
take over. A letter about the program is
given to parents and caregivers, suggesting, for example, that it is not
desirable that Sarah receives her topic
one day and her father downloads
fifty-five gigabytes of information
about apples the next day.

Children with their medals announcing their LiD topic.
The program was designed to begin in
the first years of schooling, but already
there are implementations at every
year of schooling, including the final
year in high schools. Even more unexpectedly, the program is attracting
attention from those who run seniors’
homes, as it seems to offer a more
mentally stimulating and engaging
activity than the common bingo and
jig-saw puzzles. Unexpectedly, again,
the program has engaged many students who are often resistant to
learning, or are considered “at-risk”; it
has given them something that is
theirs, that they can pursue in their
own way. One ‘underperforming’
pupil, aged twelve, was interested
only in skateboarding. The teacher
persuaded him to take on “the wheel”
as a topic; by the end of the year, the
student was studying the physics of
balance, surface resistances, etc.
Objections and Responses to the Program

Objection: The idea of randomly
assigning a topic to a child for study
over the next twelve or more years of
school life is outrageous. The students
must be given a choice of topic.
Response: One of the underlying principles of the LiD project is that
“Everything is wonderful—if only you
know enough about it.” There are a
number of other reasons to think that
random assignment of topics works
best (discussed in Egan, 2011)—especially if they are given in a significant
ceremony, with parents and others
attending. There is a concern about
the kinds of choices students tend to
make. Teachers who insist on giving
children their choice of topic find that,
initially, students choose topics suggested by an immediate interest or a
recently seen movie. What the five
year old is interested in is rarely what
they are interested in at fifteen. Also, if
anything goes wrong with building a
portfolio on a topic he or she has chosen, the pupil has only himself or
herself to blame, which is hardly satisfactory. More pragmatically, it has
been consistently found that within a
matter of weeks the commitment to
the topic is complete; it is “mine.” The
girl randomly assigned the topic of
“birds” finds herself identifying with
her theme quickly, aided by the rest of
the class recognizing her as the “bird”
person; she is the appropriate person
to whom they should bring any information or pictures they find about
birds. All children in a class have a different topic. Having said all this, there
may be situations in which choice
might work well, especially with older
students beginning the program.
One of the earliest implementers of
the program initially insisted on
allowing the students to have choice.
But she ran into problems with the
number of students wanting to study
‘pets’ and ‘princesses’ and ‘dinosaurs’.
Also, it became clear that children felt
that if they chose the topic, they could
also change it whenever they wanted.
In the second year, the teacher
allowed them to choose three topics,
and she settled on what she thought
would work best for the individual
students. By the third year, she had
concluded that random assignment
of topics works best.
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Working on her portfolio
Objection: Even though this is a simple add-on to the current curriculum,
and much of the work may be done
outside the school, the program is
simply too difficult to organize. How
can we coordinate students moving
from school to school, and advancing
year by year, and somehow keep control of all these portfolios they are
accumulating?
Response: Well, at one level, these
pragmatic concerns are absolutely
important in considering any new
program in schools; but also, of
course, one doesn’t want to let the tail
of administration wag the dog of education. That is, the prior question is
whether LiD is of educational value.
And if it is of greater value than some
of the things we might currently be
doing, then we should take the necessary steps to implement LiD. Oddly
enough, the pragmatic objection that
the program is unworkable in normal
classrooms has not yet proven to be
the case. Nearly all early year timetables have some space for what in
some places is called “exploration
time”; or, in schools lucky enough to
have such facilities, “library time.” In
all cases to date, it has proven quite
easy for schools to accommodate LiD.
Whether this ease will continue
remains to be seen. Perhaps a sign of
things to come occurred at a school in
Victoria, British Columbia: a teacher
thought LiD might make a good oneyear project for his difficult year six
class. At the end of the year, the students demanded that he make
arrangements with the year seven
teacher so that they could continue
working on their LiD portfolios.
Objection: The students will become
bored with a single topic. What will
you do when they learn all they want
to know about that topic? Can they
then move on to another? Shouldn’t
there be a point, say around year five
or six, when they can all change their
topics?

Response: One problem with this project is that it is
designed to create conditions in schools which no one has
seen before. Nowhere has there been a focused element in
the curriculum designed to build accumulative expertise
of this kind. So, firstly, it might be worth some effort of
imagination to anticipate some of the changes such a program may bring about. It certainly seems unlikely that we
will see students continuing indistinguishably from today,
if the LiD program works as it should — and as it indeed
seems to be working in many countries. Boredom is a
product of ignorance, not of knowledge. The expectation of
boredom is based on our experience of present day students who only learn many things superficially. The way in
which to really engage their imaginations is too rarely realized in class; teachers have to keep moving across the
surface level of mandated curricula just to ensure “coverage.” Typically, the more we know about something, the
more interesting it becomes. After students have spent five
or six years building portfolios about, say, birds, they will be
extremely reluctant to give their topic up and move on to
something else. In this case, time will tell; there will no
doubt be significant variability among students in this, as
in other regards. But boredom seems the least likely product of Learning in Depth.
Objection: Because the program is entirely voluntary, students can drop out at any time, for any reason; after the first
few years, during which children tend to do whatever is
expected of them, some students will begin to drop out.
Surely this will lead to a stampede to the exit? Why should
the students—and teachers—take on a program and do
work that is not required, assessed, rewarded or punished,
nor has any coercive power?
Response: This, too, is an empirical question that only time
will conclusively answer. So far (though it is early days—as
of this writing, only the fourth year of implementations is
coming towards an end at the schools that have been doing
it longest) no child has asked to drop out. Indeed, more
common have been unexpected requests of siblings being
allowed to drop-in. Also, unexpectedly in many schools,
teachers themselves have taken on topics and started their
own portfolios. If students drop out, nothing is lost from
the current schooling situation. There may also be good
reasons for a pupil to drop out for some months and then
pick up their portfolio again later. If one thinks of the LiD
topic as something like a hobby, some of the mechanisms
that hold children to hobbies will, for a few years, also be
active in keeping them actively building their portfolios.
But the primary reason why I anticipate that this objection
will have little force for most students is that human beings
enjoy learning. Rather bizarrely, we have created in our
main educational institution—the school—conditions in
which virtually no learning is un-coerced: all is subject to
some form of assessment. Students are consistently
graded and sorted, based on formal or informal tests of one
kind or another. It is as though we simply do not believe
that people will learn unless we compel them to do so by
gentle persuasion or harsh high-stakes testing. LiD would
be one of the few learning activities in schools that is
entirely un-coerced. Similarly, most teachers get their
greatest rewards from the experience of students eager to
learn, but we have created such pressures on teachers that
we have consistently reduced the possibilities for this
rewarding experience. The teachers who have taken on

LiD report that it does indeed take some extra time—
though, once underway, much less than they had
anticipated. Quite quickly, the students largely work independently. Teachers find that they want to continue with
LiD, because of the delight in helping children who are passionate about eagerly exploring their topic. It is as though
LiD reestablishes the teachers’ faith that children love to
learn; a faith that school can too often undermine by its
overt or covert coercive practices.
Many of the initial objections to the LiD program centred
on claims that it would be impossible to implement, for
one reason or another. These objections have been vitiated
by the experience of the past few years. Perhaps some version of these objections might have validity if these initial
LiD implementations begin to fail, but we will have to wait
on those failures to examine what went wrong. So far,
teachers have only experienced remarkable success, much
of it no doubt due to the Hawthorne effect* and the enthusiasm of those ‘early adopter’ teachers. At this stage, it
seems pointless to examine arguments that conclude that
the program would be impossible to undertake.
Conclusion
While we will have to wait on the completion and more
detailed analysis of LiD research results before saying anything convincingly about the program, the dominant
sense after a number of school visits is that something is
working—out of all proportion to what one might expect. I
retain images of groups of students eagerly carrying their
“LiDKiD” folders; one boy setting to work with a particular
girl, not a usual friend, because they have discovered
something their topics have in common that they can both
add to their portfolios; a girl asking her father to buy two
birds so she could study them over the summer holidays
and release them afterwards; a group of five year olds asking me what my topics is—as though it is everyone’s
birthright to ‘have a topic’. But mainly, I have been struck
by teachers bemusedly saying they have not seen anything
like this before.
*‘Hawthorne effect’ refers to the tendency of people to
work harder and perform better when they are participants in an experiment.
K. Egan (2011). Learning in Depth: A
Simple Innovation That Can Transform
Schooling. Chicago: University of
Chicago Press.
“This is a fascinating, provocative, utterly
visionary and courageously speculative
imagining of an educational future that
is simultaneously elite and egalitarian,
deeply intellectual yet utterly connected to passion and
identity. A most audacious proposal from one of education’s most audacious thinkers . . . an inspiring challenge to
those who aspire to deep understanding for their students.”—Lee S. Shulman, President Emeritus, The
Carnegie Foundation for the Advancement of Teaching.
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Summary: eTwinning is a virtual exchange that allows
teachers to share material, information and experiences
using web 2.0 tools. It opens schools to a European dimension and helps teachers from different subjects work
together on a topic.
Key words: COMENIUS, European community, twinspace,
interdisciplinary work, collaborative working, web 2.0.
What is ‘eTwinning’?
eTwinning is part of the European Union’s school programme. Specifically, eTwinning is a project which
encourages schools across Europe to collaborate using
Information and Communication Technologies (ICT). Two
or more schools agree on a topic, and set to work developing their project. eTwinning is part of the Lifelong Learning
Program and is an example of the COMENIUS programme
in action. COMENIUS’ aim is to help students better
understand the range of European cultures, values and
languages, as well as developing basic life skills. eTwinning
is supervised by the National Support Service (NSS) and
coordinated by the Central Support Service (CSS) in Brussels. eTwinning started in 2005; since then, it has been
increasing more and more among schools. Due to the
growing number of registered teachers and projects, in
2009 the position of ‘Ambassador Teacher’ was created.
Ambassadors undertake activities to spread the concept of
eTwinning in their community: speeches, talks, courses or
offers of help. eTwinning is a safe site where teachers and
students can upload pictures with no worries about being
seen by a third party.
What is an eTwinning Project?
An eTwinning project consists of teachers from all over
Europe working together on collaborative projects. They
share ideas, creations and working methods via the eTwin-

ning Desktop or the ‘twinspace’. On the eTwinning desktop, teachers leave messages, ask for partners or write
progress reports. As eTwinning is a virtual exchange, teachers and students can work at school or at home. Both
education professionals and learners practice their skills
online via the twinspace.
To start an eTwinning project, at least two schools from different European countries are needed. However, other
schools can get involved in the same project. ICT (Information and Communication Technologies) is used to carry
out the project. Since there are no face to face meetings, no
travel grants are necessary.
An eTwinning Project, Step by Step
Step 0
The first step is to visit www.eTwinning.net. Browse
through the various sections: ‘news’; ‘inspiration’ (giving
ideas); ‘professional development’ (learn from experienced teachers); ‘tools’; ‘awards’; and ‘help’. This initial
overview is very important, as it gives teachers many ideas
for starting a new project. In ‘inspiration’, there are ‘kits’,
with already planned projects that teachers can join. This is
a very good way to start getting involved in eTwinning. The
‘modules’ are examples of ideas teachers can use in their
first project — very useful for eTwinning beginners. If
teachers have any doubts, they can contact the NSS for
help.
Step 1: Registration
Teachers must register at www.eTwinning.net. Then, they
must fill out the required personal and school data. The
NSS checks the teacher’s information and gives them a
password to log in the eTwinning Desktop, in order to fill in
a profile description. The Desktop is a very important
because it displays the teacher’s presentation. The eTwin-

ning Desktop is a platform that allows teachers to communicate, exchange ideas, create or be part of a group. It has a
variety of tools, e.g. learning events, forums, etc.
Step 2: Finding Partners and Tools
1.The Groups
The Desktop has eTwinning teacher groups that help
teachers share different information, subjects, methodologies, material and experiences. This collaborative
environment is a virtual meeting place where curriculum
teachers and foreign language teachers can work together
on projects. It’s not only the teachers involved in an eTwinning project who learn and benefit — the collaboration
also benefits the school community.
Teachers can join different related subject groups. These
groups are a good way to find a ‘twin partner’. Once a
teacher is a member of a group, they can get join a discussion group, a good tool for enriching their teaching
syllabus.
2.Teachers’ Blog
The Teacher’s Blog is a platform created to share European
teachers’ experiences, comment on their work or discuss
their eTwinning experiences. With this tool, teachers can
view projects and give their feedback, as well as asking
experienced teachers for advice about possible new projects. This is a good tool once you have already worked on a
project.
3.The eTwinning Desktop
This is the teachers’ protected area. Once they register, they
can write about their preferences, discuss ideas, talk about
related topics or express their feelings. A teacher’s eTwinning Desktop wall or diary is often the catalyst for a
collaboration between teachers. On the Desktop, teachers
post profiles about themselves and their school, which
other teachers can view. The more information you give,
the easier it will be to find a partner. There is a “finding partner” search based on teachers’ profiles. Moreover, there are
forums where you can post threads or reply to other teachers’ comments. A ‘mailbox’ allows teachers to
communicate via messages.
Step 3: Start a Project: eTwinning Tools
After finding a partner, the project has to be registered. The
NSS gets in touch with the school director, to verify the
teacher’s information. Then the project starts.
The Twinspace
Once a teacher has set up a project, they develop it through
the ‘twinspace’. This ‘virtual classroom’ is a collaborative
working tool, where teachers and students learn from
other teacher and students from different schools. The
space is divided in such a way that teachers involved in one
project can discuss or talk about the project’s progress as
well as prepare project activities in the ‘teachers’ room’
(off-limits to students). The students have their ‘pupils’
room’, where they can keep in touch. Teachers can access
the pupils’ room, just in case they need to supervise.
Twinspace is a safe space: it is protected by a password;
only people admitted by the administrator (usually
founder teachers) can gain access. Moreover, before any
teacher gets involved in a project, each country’s administration checks that that particular teacher really works at
the school. Teachers can rest assured that strangers cannot
access any document, comment or photo that students
have uploaded.
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The activities can be done in many different ways:

All content can be either public or private. The teachers
control access by giving different levels of permission to
their students via the ‘participants role’.
Application of Other Web 2.0 Tools
Using web 2.0 tools in the classroom helps students
achieve digital competence and gain skills and abilities
that will be valuable in many school subjects.
eTwinning projects use the internet as the ‘place’ where
everything occurs. A web page is no longer seen as simply a
tool used for research: it is also for meeting people;
exchanging ideas, projects and experiences; and for
demonstrating teachers’ and students’ creativity.
The twinspace provides some of the web 2.0 tools available
for a potential project. The eTwinning homepage also contains other tools, e.g. videos, wordclouds, board makers,
video conferences, voice recording, collaborative video
slides or story sharing.
Once you are an eTwinning teacher, you can participate in
the ‘eTwinning 2.0’ course which teaches Web 2.0 skills and
helps you create projects.
Why Get Involved in an eTwinning Project?
eTwinning Works via the Interdisciplinary Approach
According to Jacobs1, connecting curriculum via the interdisciplinary approach is an efficient way to help teachers
deal with knowledge that grows by exponential proportions. This approach gives students a more relevant, less
fragmented, stimulating experience.
The collaborative aspect of an eTwinning project makes it
perfect for interdisciplinary assignments. eTwinning projects deal with a topic, not a subject; an eTwinning project is
wide open to interacting with different subject matter from
various teachers.
In primary education, it is common to link a project to different subject areas, whereas in secondary schools
teachers tend to teach separately, with no linking knowledge or sharing of experiences. The interdisciplinary
approach closely links many educational aspects, especially teamwork. As eTwinning serves to coordinate a
project between different schools from different countries, the interdisciplinary approach is the best
collaborative manner for undertaking the task.
Adapting secondary education syllabus to the interdisciplinary approach is easy because a project is focused on a
topic, not a subject. The topic can be chosen by the teacher,
students or a combination of the two groups. The project
design usually involves teachers from different counties
who teach different subjects. Teachers, and sometimes
students, design activities related to the chosen topic. At
this point, another subject teacher can get involved so that
the interdisciplinary applications are relevant to the
immediate school.

Getting Recognition
Finished eTwinning projects can receive two types of
labels. The National Label is awarded by the National Quality Agency. The European Quality Label is awarded by the
Central Support Service. Teachers must apply for the
National Quality Label; the European Quality Label is
handed out automatically once a year.
Integrate eTwinning in the Secondary and Primary Education Syllabus
Integrating an eTwinning project into a course syllabus is
easier than any other kind of project. First of all, it is online:
students can work in class and at home. Also, topics are the
teachers’ choice, allowing the use of syllabus points. Projects can be short or long term. eTwinning deals with many
key competences (digital, linguistic, learn to learn, social
and citizenship, culture, art, and autonomy).
Project Example
Professions Through Photography (awarded the
National Quality Label)
Schools: IES Porreres (Mallorca) and Lefkara Gymnasium
(Cyprus)
Students: 4th ESO students
Subjects: English, social sciences, art and computing.
Description: students, guided by their teachers, will gather
and exchange information about 10 traditional professions in their region (5 for each school). They will
specifically look into the history and evolution of those
professions through time. To make the project more interesting, students will take photographs of real people
practicing these professions (where possible).
Twinspace tools: forum, mailbox, photo gallery, document file, chat.
Syllabus adaptation: in English, students learned the
appropriate grammar and vocabulary in class. The oral
course presentations were done on the project topic. In
Computing, they learned about Twinspace tools. In social
sciencies students worked on the differences and similarities between the two islands. In Art, they dealt with
photography.
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