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This school year in the Balearics 
has been atypical for many reasons: 
an indefinite teachers’ strike; the 
incidents at the ceremony marking 
the start of the Balearic Islands’ 
university term; the largest de-
monstrations in Balearic history 
due to the implementation of the 
trilingual education plan (TIL: 
tractament integrat de llengües 
(Catalan, Spanish and English); the 
unstoppable green tide protests*. 
Additonally,  teachers’ increased 
need for a B2 English certificate  
resulted in an increased offering of 
English courses at the EOIs (Escola 
Ofi cial d’Idiomes). While qualifi-
cation enhancement is generally a 
positive thing,  there were concerns 
that, given the great demand, 
administrations had sometimes 
employed English teachers without 
all the necessary qualifications. 
New tools to evaluate students’ 
language knowledge (e.g. APTIS) 
have mushroomed and even trade 
unions seem capable of assessing 
potential English teachers. Furt-
hermore, the number of language 
assistants active in schools has 
tripled in the Balearics. It is evident 
that the teaching and learning 
of English is a recurrent topic of 
conversation  nowadays.
Given this situation, APABAL and 
the EOIs launched manifestos at 
the end of September 2013, born 
of the necessity for experienced 
voices to weigh in on the subject 

of English-teaching methodolo-
gy. These associations could not 
remain silent when the education 
community faced such a challen-
ging situation that affected the 
education system and the teaching 
of English. English teachers feel 
that all teaching professionals are  
entitled to speak up and give their 
opinion on EFL teaching and lear-
ning. English teachers have a great 
deal to contribute to help sort out 
the existing chaotic scenario.             
As this turbulent school year draws 
to an end, the debate has been 
reopened about what qualifications 
are necessary for becoming an 
English teacher. APABAL has issued 
a statement reflecting the opinions 
of the  majority of teachers who 
either teach English or use it in 
the classroom. Some of the views 
include:
 --English language teachers should 
either: have a BA in English langua-
ge and literature; or a BA in Transla-
tion; or a BA  and a C2 English level. 
--Teachers who teach a subject in 
English should have a BA and a B2 
English level.
Other events from the past year 
which should be highlighted 
include:
 --David Marsh’s first lecture in the 
Balearic Islands, as part of the II 
APABAL convention (David is an 
international  expert on multilin-
gualism and bilingual education).
--the International Congress on 

plurilingualism and multilingual-
ism organized by the Federació 
d’associacions de Directors i Directo-
res de Secundària de les Illes Balears 
(FADESIB) in April 2014, where 
APABAL played an active role. 
Languages constitute a richness 
of incalcuable value; being bi- or 
multi-lingual has many rewards. 
As we look towards the start of the 
2014 autumn school term, let us 
hope that the lessons learned over 
the 2013-14 school year can help 
the educational community move 
forward to greater consensus.

* Green is the colour being used by 
teachers to symbolize their dissa-
tisfaction with the TIL in its current 
format.

 Montserrat García
President of APABAL

 www.apabal.com/

“Man is the enemy of all he ignores: teach a language and you will prevent a war.
Spread a culture and you will bring peoples together”

 
Naím Boutanos

 Associació 
de professors
d’anglès de les 
Illes Balears
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HOW TO 
EXPLORE 
POETRY 

WITH 
STUDENTS

By Aina Mas
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Poetry is an exciting and special way of using language. 
Poets present ideas and feelings and even stories 
through sound and rhythm to stress their ideas. They 
also try to appeal to readers’ emotions, which is the 
main reason why poetry is more than just words and 
phrases.  
Poets use elements of poetry, such as rhyme, rhythm, 
imagery, figurative language and theme to convey the 
sounds, emotions, images and ideas that they want to 
express.

Understanding Poetry
Form: Poems usually look different from other types 
of writing. They are written in lines which are grouped 
together in stanzas instead of paragraphs. 
Sound: Poetry, more than other types of writing, 
depends on the sounds as well as the meaning of 
words. The sound of a word can help reinforce mean-
ing and create feeling through rhymes. Below are some 
techniques which poets use to create different kind of 
sounds:

• Alliteration: Repetition of a consonant sound at the 
beginning of words.
Live and let live.
• Assonance: Repetition of a vowel sound within a 
word.
Rise and shine.
• Onomatopoeia: Use of words that imitate sounds.
Creak, quack, woof.
• Rhyme: Repetition of sounds at the ends of words as 
in trod and plod. These rhyming words usually come at 
the end of lines of poetry.

• Rhythm: This refers to the pattern of accented and 
unaccented syllables in a line. Some poems have a 
steady and regular rhythm, while in other poems, the 
rhythm resembles the patterns of everyday speech. 
This kind of rhythm is called free verse. 
• Imagery: Poets choose words that help readers see, 
hear, feel, taste and smell the things being described. 
• Figurative language: Language which describes 
things in a fresh new way. It is often used to create 
word pictures. This type of language includes similes, 
metaphors and personification. 

Strategies for reading poetry
A) Read the poem aloud. Listen carefully to the rhythm 
and sounds of the words. 
B) Close your eyes and try to visualize any images in 
the poem.
C) Imagine the source of the voice you hear in the 
poem. Is the speaker a person, an animal, or an object?
D) Think about the words the poet has chosen. Think 
about how to interpret the poem.
E) Find the theme of the poem. 
F) Paraphrase, or put into your own words, the mean-
ing or purpose of the poem.

Study Guide Example:
Objectives: The purpose of this activity is to encourage 
the pleasure of reading and listening to poetry and to 
encourage pupil’s understanding of rhythm, rhyme 
and symbolism.
Development and Resources: In order to develop this 
activity we need the following resources: copies of the 
poem in its original form and an audio format of the 
poem, if possible.

Poem: First Lesson, by Phillip Booth

1 
Lie back daughter, let your head

 be tipped back in the cup of my hand.

3  
Gently, and I will hold you. Spread

 your arms wide, lie out on the stream

5 
and look high at the gulls. A dead-

 man’s float is face down. You will dive

7
 and swim soon enough where this tidewater

Aina Mas Carreras (1988) did Grade 12 in Oklahoma City, U.S.A. In 2007 she obtained her ‘Cicle Superior’ in 
English at the Escola Ofi cial d’Idiomes in Palma. She is currently working on her EDP in ‘Grau d’Enginyeria 

d’Edifi cació’ at the Universitat de les Illes Balears and studying for a ‘Grado en Estudios Ingleses” with the 
Universidad Nacional de Educación a Distancia.
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 ebbs to the sea. Daughter, believe

9 
me, when you tire on the long thrash

 to your island, lie up, and survive.

11 
As you float now, where I held you

 and let go, remember when fear

13 
cramps your heart what I told you:

 lie gently and wide to the light-year

15 
stars, lie back, and the sea will hold you.

Reading Comprehension and Poem Analysis:
A) Read the poem aloud and listen carefully to the 
words.
B) Visualize any images in this poem.
(the sea,  the father and daughter, the fi rst swimming 
lesson)
C) Imagine the source of the voice you hear in the 
poem. Who is the speaker of First Lesson?
(Suggested answer: The speaker of the poem is the father, 
who is giving his daughter two-lessons-in-one: her fi rst 
swimming lesson, and a lesson about life.)
D) Think about how to interpret the poem. How does 
the author create this relaxed and exciting environ-
ment? What techniques or symbols does he use and 
what do they mean?
(Suggested answers: The author uses fi gurative lan-
guage:  

metaphors such as:
• Dive in  try new things, face difficulties
• Swim  survive, cope
• Tidewater  safety of a home
• Sea  life after childhood
• Long thrash  obstacles, difficult times
• Island  goal, success

Personification such as:
• Fear cramps your heart  become anxious and 
scared
And repetition such as:
• Gently
• Float 

E) The writer uses a certain kind of style in this poem. 
Can you guess what style it is?
(Suggested answer: First Lesson is written in a free verse 
style, which is preferred by many modern poets.)

F) What is the theme of this poem?
(Suggested answer: The theme of this poem is that as 
you grow up, mature and face diffi  culties on your own, 
you should not become overwhelmed by the world; 
instead, remember the advice your parents have given 
you, and never give up or look down.)

G) What is the tone of this poem?
(Suggested answer: The tone of the poem is one of pater-
nal care and nurturing.)

H) What message is the father trying to give to his 
daughter?
(Suggested answer: He is asking her to trust him and to 
rely on his guidance.)

I) What is the literal meaning of this poem?
(Suggested answer: A father is teaching his daughter 
how to swim and fl oat.)

J) What is the figurative meaning of First Lesson?
(Suggested answer: He is teaching his daughter how to 
survive in life and make the most of it.)

G) Put the meaning of the poem into your own words 
(paraphrase).
(Suggested answer:  A father is giving his own daughter 
her fi rst swimming lesson. He is giving her instructions 
on how to swim and fl oat successfully. Soon, she will 
begin to swim and will go further out to sea, where her 
father cannot reach her. At times, as she continues to 
swim, she will fi nd it diffi  cult because she will not be 
near her father, who provided her with safety and guid-
ance. However, if she becomes frightened and nervous, 
he tells her that she must always remember his instruc-
tions: “lie gently and wide to the light-year stars, lie 
back, and the sea will hold you.”

For further information, please check the following 
websites:

http://www.webexhibits.org/poetry/explore_famous_
free_examples.html
http://www.poemhunter.com/poem/first-lesson/
http://www.poetryfoundation.org/learning/ 
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David Marsh has worked on multilingualism and bilingual education since the 1980s. He was part of the 
team which conducted groundwork leading to the launch of the term Content and Language Integrated 

Learning (CLIL) in 1994. In 2002, he coordinated production of CLIL – The European Dimension: Actions, 
Trends and Foresight Potential for the European Commission (DG EAC). This overview of the situation in 

Europe was used in the compilation of the 2004–2006 EC Action Plan: Promoting Language Learning & 
Linguistic Diversity. During 2008–2009 he coordinated an international research team (on behalf of the 
European Commission) examining the evidence available concerning the impact of multilingualism on 
the brain. He is currently acting as Strategic Director for CCN (Europe), and handles various educational 

development and research initiatives in the European Union and East Asia.

AN 
INTERVIEW

WITH
DAVID 
MARSH
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• Can you tell us something about 
yourself?
I am based in Finland and for 
many years have been involved 
with educational transformation, 
particularly in additional language 
learning. This has involved assign-
ments across the world, mainly in 
the European Union, Asia, Africa 
and more recently Latin America.

• Finland frequently ranks very 
high in international evaluation 
studies, why is this?
This is mainly through a sustained 
drive to improve the aspirations 
of its citizens and society through 
strengthening its social, economy 
and political security, and doing 
this, partly, through ensuring quali-
ty inclusive education.

• You are known internationally as 
an expert on educational inte-
gration particularly in relation to 
AICLE/CLIL. What is AICLE/CLIL?
CLIL is a dual-focused educational 
approach in which an additional 
language is used for the learning 
and teaching of both content and 
language. AICLE/CLIL describes 
the types of learning environments, 
that need to be created to make this 
type of education successful. 

• Where did the CLIL journey 
begin?
In the early 1990s Europe was 
attempting political integration, 
but additional language learning 
outcomes were far too poor. In fact, 
quite miserable, given the amount 
of time dedicated to language lear-
ning in the curriculum across K-12.  
The European Commission was 
looking for solutions. Finland was 
suffering an economic crisis that 
was a microcosm of the European 
Sovereign debt crisis which has 

now struck Spain.  Finland needed 
to rapidly develop international 
life skills, and my CLIL journey was 
heavily related to this at the time.

 A group of us looked at successful 
language learning movements 
across the world, analyzed these 
according to research, searched 
for commonalities of successful 
practice, and then designed 
models which could be used in 
mainstream schools with broad 
cohorts of learners. There was 
no blueprint we could import or 
export, so we needed to seek and 
suggest solutions in situ. The term 
was launched in 1994, after two 
years of consultation with subject 
and language educators. At that 
time, we recognized that although 
language teaching in some contexts 
was superb, there was often rarely 
enough time within the curriculum 
for teachers to achieve the outco-
mes they desired. So something 
had to be done – politically, socially 
and educationally. The story is not 
unlike that of Canada, although the 
chapters are very different. 

• What are the driving forces 
behind CLIL?

These have evolved over the past 
years. The demand for higher 
proficiency in English language 
has always been significant. But 
as understanding of the potential 
of the methodologies spread, so 
languages other than English are 
increasingly being used for CLIL. 
So, one major driver is additional 
language learning. 

Secondly, there is the question of 
improving the learning of other 
subjects. Counterintuitive as it may 
seem, improving the learning of 

other subjects by learning them 
through a second/foreign language 
is also a significant driver. 

Thirdly, research from the educatio-
nal neurosciences on the benefits 
of having two or more languages 
active in the environment is an 
important player.

Fourthly is the significance of 
literacies in this digital information 
age.  As the Internet generations 
develop Digital (as an additional 
language) so there is a need to 
rethink all subject learning through 
a language-sensitive perspective.

• Are you familiar with the recent 
TIL Decree in the Balearic Islands?

I have read an English translation 
of the Decree.
• How does it compare to any 
other similar legal decrees that 
you have seen?
The depth of detail in the text 
shows that it has been constructed 
by both system-based and prac-
tical educational expertise. The 
objectives are sound. What is weak 
is the description of the delivery 
process.  This description tries to 
accommodate different school-
based resources for embarking on 
this type of trilingual education sys-
tem, but lacks the kind of precision 
and time-frame which is required 
to ensure success.

• Are you aware of the controver-
sies and resistance to this from 
both teachers and the general 
public?
I only have second-hand knowled-
ge of this. On the basis of this, it 
would seem that the delivery plan 
for TIL now needs to be managed in 
an appropriate way. 
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• Managed in what sort of way?
Changing the medium of instruc-
tion and learning in any society is a 
highly sensitive issue.  Stakeholder 
engagement with all parties is 
essential. The objectives have to be 
clear to all key stakeholders.  The 
delivery plan has to be negotiated 
and jointly constructed.  Like all 
good things in life this requires 
people feeling secure, and most 
importantly, giving sufficient time 
for start-up. Innovation like this is 
always messy, and sometimes the 
status quo has to be challenged and 
this may require courageous deci-
sion-making.  I don’t know enough 
to say more about how TIL was 
introduced.  But what I do know is 
that educational innovation usually 
invites a degree of ‘rough and tum-
ble’ in the early days. 
Globally success can be seen where 
a small operating unit is created 
which coordinates communication 
and implementation between all 
major parties involved, especially 
administration, schools and the 
general public.

• What are the key elements requi-
red in what you call ‘the delivery 
plan’?
There needs to be a flow of learning 
assured from early years through 
to the end of secondary education.  
This flow requires a process of 
curriculum mapping  which leads 
to a curricular plan for the three 
languages which accommodates 
age-based learning requirements 
in terms of how much of which 
subjects are taught in which 
languages.  It requires cohesion of 
how the three languages are taught 
as subjects.  It needs to ensure that 
children whose home language is 
none of the three languages are 
fully able to engage in the flow.  It 
needs to accommodate children 
with special or specific needs, the 
proportion of which is often much 
higher than people often think.  It 
needs to ensure coherence through 
the school years so that across the 
islands there isn’t a risk of chil-
dren having different fragmented 
learning experiences.  Finally the 
resources have to be in place, or 

in the case of English, embryonic 
as the plan beds into the system. 
I assume that these have been 
thought through but they are not 
strong enough yet in the original 
decree itself.  What often happens is 
that a detailed delivery plan follows 
a decree, and in TIL this is largely 
school-based.  It would be best to 
have a single strategic road map 
for all of the schools. This is not 
difficult to do.
• Do you think that the Decree is 
actually sound?
An opportunity for the children of 
these islands to experience quality 
trilingual education is admirable.  If 
I were a parent with children in this 
school system I would welcome it. 

• One burning question here is the 
level of linguistic competence in 
English that a teacher should have 
to ensure success in the English 
medium courses. What is the 
minimum level, thinking of the 
European Framework scales?
We are talking here about a pluri-
lingual education experience with 
all the cognitive, linguistics and life 
skills that this entails.  There are 
different ways that teachers who 
have diverse levels of competence 
in English can work together to 
ensure success.  I would look for 
integrated curriculum strands as 
opposed to separate subjects for 
the English medium education – 
the same strands across the schools 
at both primary and secondary 
level.  This then will enable similar 
quality base materials to be shared 
and used across the schools, and 
the same repertoire of activities and 
processes. The minimum level of 
fluency in English language of an 
individual teacher is not the first 
issue to be addressed.  Each school 
will have wide diversity of English 
language skills amongst its staff.  
It is the process that is first and 
foremost the issue to handle. The 
language skills of an individual tea-
cher are in second place. If there is 
initial widespread linguistic deficit 
then the process will be different to 
one where a school has linguistica-
lly able staff. Let me put it this way, 
this is an issue of methodologies 

and blending of languages not just 
language.  It is about AICLE/CLIL.

• So, as you leave the Balearic 
Islands now, what are your 
thoughts? 

This is a window of opportunity for 
the lives of the children in the pre-
sent and future educational system, 
and the autonomous region. I hope 
that polarization of agendas, (poli-
tical, cultural, social and professio-
nal) doesn’t blind those involved to 
what can be achieved. Think additi-
ve, not subtractive. Think of this as 
a catalyst for transforming educa-
tion, not just a matter of Catalan, 
Castilian and English. Think of it as 
education for the 21st century brin-
ging out the best in all the young 
people, the future adults upon 
whom future social and economic 
security depends. And, finally there 
are longer-term aspirations that 
often transcend the shorter-term 
‘realpolitik’ – aspirations that apply 
to citizens of differing political 
interests, and TIL is one of those.  
As Andreas Schleicher of the OECD 
recently said, ‘your education today 
is your economy tomorrow’*. 

Thank you. 

* OCED:
 
Organisation for Economic 

Co-operation and Development. 
Andreas Schleicher has become 
one of the world’s most influential 
figures in education.
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Nowadays, we are always hear-
ing statements such as, ‘There is a 
very high rate of school failure in 
our country” or “Spain: one of the 
worse countries in education in the 
European Union”. 
My question is, do we know what 
we should do to face this problem? 
Do we know the keys and strategies 
to overcome this situation? We 
should start by turning the question 
around, asking ourselves: “If we 
don’t want school failure, we should 
strive towards school success, but…
Does anybody know what exactly 
is meant by ‘school success’, taking 
into account the characteristics of 
present day students, society and 
Spain’s current conditions?”
These aforementioned elements 
can help indicate strategies and 
methodologies to move students 
towards success instead of failure. 
Obviously, this article is not going 
to be a ‘how-to’ manual to resolve 
the problem; rather, is an analysis 
of the current situation in our 
country, with reflections about pos-
sible methodologies and strategies 
for improving matters.  
Most of the time, we tend to talk 
about how education was twen-
ty years ago compared to now. 
Many people feel that previous 
generations of students finished 
their schooling with much more 
knowledge and general culture 
than present day students. But, did 

those students from 20 or 30 years 
ago face the same circumstances as 
our current students? Was society 
at the same point that it is now? If 
we take a deep look at society, we 
realize that the needs of our present 
students differ strongly from those 
of previous generations. 
Sometimes we insist on teaching 
content and more content. Tea-
chers and parents get stressed if the 
textbook is not finished! More often 
than not, teachers are a bit obses-
sed with the curriculum and with 
teaching as much content from the 
textbook as possible. But, is this 
what the students need? 
Most of the time, teachers talk and 
talk in class, especially at the secon-
dary level. Later, we discover that 
the exam marks were not as good 
as expected or that the students 
did not process the information co-
rrectly. But, has there been interac-
tion between teacher, content and 
student? Has the teacher used strate-
gies to keep the students’ attention? 
Has the teacher been sensitive to the 
feelings and the interests of their 
students? In my opinion, what we 
should try to do is to get students 
involved in the class, to make them 
participants, to make them feel 
useful, valued and capable of doing 
the things the teacher wants. How 
wonderful it would be to get stu-
dents to come to class not because 
it is compulsory, but because it is 

rewarding and fulfilling for them!
Nowadays, students have a lot of 
problems with reading and un-
derstanding content; summarizing 
and synthesizing; and practical 
applications of theory. Therefore, it 
might be more useful starting with 
these challenges before working 
on the curriculum requirements. 
For example, in Spanish language, 
oral speaking is often a source of 
difficulties. Students need to get 
used to oral practice, acquiring self-
confidence little by little, learning 
to be relaxed when speaking in 
front of their classmates. Practicing 
real life situations is a good way to 
deal with this obstacle. Let’s imagi-
ne one person needs somewhere to 
stay and is trying to rent a flat; ano-
ther student pretends that he or she 
is the owner of a flat and intends to 
sell or rent it. They have to reach an 
agreement and come to a conclu-
sion by talking and performing in 
front of their classmates. Now, let’s 
imagine another group situation: a 
legal trial in which each student has 
to assume a role (the guilty party, 
the innocent party, a judge, the 
lawyers, the witnesses…) and reach 
a final agreement. Similarly, groups 
can be asked to set up a company: 
calculating the budget, expenses 
and profits; outlining the hierarchy 
and roles (coordinator; treasurer; 
director; public relations, etc.); des-
cribing the type of company to the 

Ana Gonell Monfort was born in Castellon de la Plana (Spain). She has a degree in Physical Activity and 
Sport Sciences from the University of Lleida. Before finishing her studies, Ana spent a year in Jyväskylä 

(Finland) as an Erasmus student. In September 2010, she completed a European Master’s degree in Health 
and Physical Activity at the University of Motor Sciences in Rome (Italy), and spent a two-month internship 
in Germany and Denmark. Her thesis was entitled: “Relationship between Physical Activity, Physical Fitness 
and Cognitive Function”. Since 2012, Ana has been working as a PE teacher in the Balearic Islands. She has 

also been working as a basketball coach and teaches swimming, dancing and aerobics.
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other students. These role plays are 
both more challenging and interes-
ting that analyzing the syntax of a 
sentence again and again!
Another concern is the lack of mo-
tivation that seems to exist among 
current students. We all know that 
once this school-stage is finished, 
life on the outside is going to be 
difficult and hard. Therefore, why 
not start by preparing students for 
the ‘real’ real life? This advice is not 
commonly found in books. Books 
contain information and theory, 
also available on the Internet, in 
encyclopedias, libraries, magazi-
nes, article – but the fact remains, 
that to prepare for the real world, 
you have to live the experience. 
This information is not available in 
books. This is the value of experien-
tial learning. So, let’s try to make 
competent students by exposing 
them to different real life contexts 
and situations. Let’s make them in-
dependent and self-confident. Let’s 
show them (in a positive way) that 
they are capable of achieving things 
and able to improve themselves.
In order to achieve these goals, it 

is important to promote the values 
necessary for real learning and 
improvement: motivation, interest, 
effort and enthusiasm.  And in or-
der to set the stage, teachers must 
start by creating a positive atmos-
phere and a good work environ-
ment. Teachers need to take their 
students’ interests and motivations 
into account, in order to get them 
hooked on the goals and objectives 
being promoted. Likewise, teachers 
should never forget their students’ 
feelings. Sometimes, the only 
thing a student need is somebody 
to smile at them, ask them how 
they are, how the exam went, or if 
they need something. Sometimes, 
students just need to feel loved, 
to feel somebody is worrying and 
paying attention to them. Some of 
our students are involved in family 
problems: they are going through 
a bad moment, with complicated 
home situations  --  sometimes 
a smile from a teacher can mean 
much more than passing an exam 
or a good math mark.  
A good work atmosphere creates 
an environment where students 

are motivated and willing to learn; 
where students feel comfortable, 
self-confident and have the self-
esteem that inspires them to learn 
and improve. 
Teachers shouldn’t forget their 
students’ motivations and interests, 
how they feel and what a teacher 
can do to help and encourage 
students. By objectively examining 
society and its main challenges, 
and facing up to those obstacles 
early in the school process, tea-
chers can incorporate appropriate 
strategies and methodologies into 
their classes and lessons. Let’s try 
to make students ready for the real 
world and aware of what they are 
going to find out there. Let’s show 
them that, with a positive attitude 
towards life and values like endea-
vor, enthusiasm, self-improvement 
and perseverance, many, many 
things can be achieved and become 
a reality!



Visit our website 
www.apabal.com

You won’t regret it!!!!  
Next APABAL events 
on the website.
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A RECIPE 
FOR 

MAKING 
AN 

INCLUSIVE 
LESSON: 

EIGHT PARTS MULTIPLE INTELLIGENCES, A FULL PORTION OF 
WEBQUEST METHOD AND A PINCH OF CONSTRUCTIVISM! 

By Silvia Medina
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Last year, in the Final Project for our masters degree in 
Teaching English as a Foreign Language (EFL), our aim 
was to find out to what extent Howard Gardner’s (1985) 
Multiple Intelligences (MIs) were taken into account in 
the field of WebQuests (WQs). Alart (2007) had already 
worked with this subject, but we couldn’t actually find 
a single analysis that observed how many MIs were 
activated in a single WQ.  For this reason, we decided 
to explore it first-hand1. We analysed one hundred 
WQs, all of them taken from educational webpages. 
The results are revealed below.

Multiple Intelligences, a Key Ingredient in Our Recipe
According to Gardner, each student in a heterogeneous 
group simultaneously develops several intelligences. 
MIs can optimize a student’s learning development 
due to the wide range of intelligences they encompass. 
Gardner first developed the idea of seven different in-
telligences1: verbal-linguistic, intrapersonal, interper-
sonal, visual-spatial, logical-mathematical, musical-
rhythmic and bodily-kinaesthetic. Then, in 1995, he 
added an eighth intelligence: naturalistic intelligence. 
Gardner’s theory also allows for the possibility of other 
intelligences that may be identified in the future; e.g. 
the existential intelligence, recently added to the list 
(Pfeiffer: 2013). However, due to its relative newness, 
this last intelligence has not been included in our 
analysis because none of the WQs studied had been 
designed to promote existential intelligence.

A Full Portion of the WQ Method
In 1995, Bernie Dodge wanted to give the internet a 
didactic use in order to adapt new technologies to the 
teaching-learning system (Capellà i Priu: 2004). The 
WQ2 method fosters the task-based  learning model 
by using a WQ taskonomy3 in which a final product 
is proposed. As a result, this technique encourages 
other cognitive processes such as “thinking, reasoning, 
decision-making and problem- solving”, rather then 
having students memorize texts like parrots (Kridel 
2010: 536). 

Gathering Information: Analysing One Hundred WQs
As mentioned, we analysed one hundred WQs, only 
looking at certain MIs. Two questions arose: Which of 
the WQs analysed incorporated a higher number of 
MIs, thus favouring diversity in class? Which MIs were 
used more than others? The results are presented in the 
following charts. First, we observed that the majority 
of the WQs analysed only employed between four and 
five intelligences. 

Figure 1. Number of MI promoted by every WQ.

Only one WQ out of one hundred worked with all the 
MIs. And, in fact, this was the WQ devoted to MI! This 
means that a considerable number of the students’ in-
telligences were neglected and that intelligence diver-
sity was not properly covered. Regarding the question 
of which MIs were used more frequently, there was a 
tendency to focus mainly on the first three intelligen-
ces: verbal-linguistic; interpersonal; and intrapersonal, 
as shown in the next diagram. 

Figure 2. MIs: percentage of usage.
                                  
We observed a 100% use of the verbal-linguistic MI, 
undoubtedly due to the fact that we were dealing with 
a linguistic subject. Moreover, since the WQ is based 
on teamwork, the interpersonal intelligence is the 
second most stimulated intelligence. In third position, 
we observed the intrapersonal intelligence -- not 
surprisingly, given that a WQ includes the possibility of 
choosing among different roles. 
Conversely, there are also three intelligences which 
seem “invisible” to the EFL teachers’ eye: bodily-
kinaesthetic; musical-rhythmic; and the naturalistic 
intelligence -- a conclusion already reached by Alart 
(2007). In other words, there is a tendency to not 
include tasks or activities which stimulate these kinds 
of MIs. Probably, if we were dealing with subjects like 
drama, gymnastics, music or natural sciences, these 
MIs would be highly stimulated.

Silvia Medina Fornas was born in Palma de Mallorca (Spain). Before getting involved in her university 
studies, she spent two years in the UK where she successfully passed the FCE test at the University of 

Cambridge. Silvia has a degree in English Studies from the University of the Balearic Islands. In June 2013, 
she finished a European Master’s Degree in the Teaching of English as a Foreign Language. Currently, she 

is finishing a second degree in Spanish Studies, as well as completing a first year in Russian language at the 
Official Language School in Palma. In the near future, Silvia would love to attend drama lessons and use 

them in the teaching of English. 
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Nevertheless, not all the data 
collected in this study has been 
negative. There have been very 
interesting proposals which pro-
mote and work with the “invisible” 
intelligences. For instance, the 
WQs called Recycling4 and It Won’t 
Happen to Me!5 involve these three 
“invisible” MIs and cover very re-
levant topics (recycling and AIDS). 
These two aforementioned WQs are 
very comprehensive.

Our Signature Dish: a WQ that 
Includes the Eight MIs: Make it 
Happen!

As mentioned in our proposal, our 
aim was to address diversity in the 
classroom and ensure the acqui-
sition of EFL in a more efficient 
and competent way. This is why we 
created a WQ that tries to embrace 
all the MIs. The final result was a 
WQ that outlines the design process 
for an invention and its promotion 
in an advertisement (advert). This 
can be done by means of a video, a 
computer presentation or a role-
play. In the following chart, we offer 
a very brief analysis of: a) the title 
of the WQ; b) the WQ taskonomy; c) 
the final product; d) the MI stimu-
lated; e) the type of activity with 
regards to scaffolding; f ) a short 
description and selection of some 
activities; and, g) the corresponding 
cognitive process that takes place:

ST=Students; I= Introduction; 

D=Development; C=Consolidation; 

S=Summary; W=Widening

Since EFL is a linguistic subject, it 
seems difficult to avoid focusing on 
the Verbal-Linguistic Intelligence. 
This is not because of a lack of 
resources but because of a design 
that has not taken all the MIs into 
account. The interdisciplinary WQs 
may be more competent in enhan-
cing a higher number of MIs. By 
giving students the freedom to cho-
ose the path that suits them best 
with regards to creating their own 
knowledge, there are more appro-
priate opportunities to develop 
MIs. In short, the match between 
WQs and MIs provides a wide range 
of benefits such as:
interaction between student-tea-

cher, student-student and student-
computer (Coleman 1996 and Alart 
2007); 
scaffolding --  at the heart of the 
WQ --  helps students to get the 
maximum benefits;
learners have a more active role 
separate from the behaviourist 
thinking;
a more inclusive teaching-learning 
method is undertaken.
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1 For a thorough definition of every MI: http://howardgardner.com/multiple-intelligences/  
Another important element worth looking at is the idea of ‘scaffolding’ which is directly connected to the WQ 
method; however, we will not be able to analyse it thoroughly in this article. For further reading check: Siko, K. L. 
(2008).
2 For further information related to the WQ, consult: http://webquest.org/
3 For further reading in relation to the WQ taskonomy look at: http://webquest.sdsu.edu/taskonomy.html
4 Recycling: http://perso.wanadoo.es/cristiarnau/index.htm
5  It Won´t Happen to Me!: http://www.isabelperez.com/WQ/aids/index.htm
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Starting Point

It all began some years ago at a CEP 
Menorca Seminar, when a group 
of Primary English Teachers deci-
ded to take their course one step 
further. They had shared expe-
riences, materials and resources; 
and had collaborated on creating a 
resource pack based on storybooks 
(see https://sites.google.com/site/
englishseminarmenorca).

But the teachers wanted to do so-
mething more. They came up with 
the idea of carrying out a collabora-
tive project among their students. 
The teachers designed a project en-
titled ‘April Fool’s Day’, celebrating 
one of the legacies from Menorca’s 
18th century British past that is 
still very much alive nowadays (el 
Día d’enganar). This project, which 

involved both English language and 
culture, was also a great opportu-
nity to bring Menorcan and British 
culture together. 

The Final Product

The final product was an April 
Fool’s Fair, gathering pupils from 
different schools and ages from 
across the island. There was a clear 
aim: to use English as a communi-
cative tool in a real and meaningful 
cultural context. We wanted our 
students to be able to explain and 
carry out activities related to the 
fun fair and be able to communica-
te in English all the time. The invol-
vement of two British associations 
from the island (Menorca Britannia 
and Menorca Charity Players) 
enriched the project by giving the 
students the opportunity to inte-

ract with native speakers. The fair 
was held at the Recinte Firal in Es 
Mercadal.

The Process
During the 2012-13 school year, we 
designed the project: planning the 
final product; then sequencing the 
activities. The teachers used a di-
gital environment to work collabo-
ratively (https://trello.com). They 
planned two types of tasks: student 
activities leading up to and during 
the fair; as well as the activities 
developed by the British associa-
tions. Pre-fair student preparation 
included investigating the origin 
of April Fool’s; invitations; voki 
presentations, etc. Teachers also 
selected the activities they wanted 
their pupils to present at the fair 
(jokey experiments and humorous 
arts and crafts). We worked on the 

April Fools Menorcan Teachers Article

Pilar Puente has been an Infant English teacher for five years. Previously, she had a twenty-three year career 
as a Primary English teacher at CEIP Ángel Ruiz i Pablo.
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2004, Gemma has taught English at CEIP Francesc d’Albranca in Es Migjorn Gran, where she is also the 

coordinator of PPEP and Seccions Europees Projects.
               

Puri Astol is an Infant and Primary English teacher. She began her teaching career in 2000; in 2003, she 
began to teach at the British Council Project at Mao’s Sa Graduada school, where she has also been the 

coordinator. Puri is also a Teacher Trainer in Assessment for Learning Method.

Marta Sans is an Infant and Primary English teacher. She has been teaching for 2 years. At present, Marta 
teaches English and arts & crafts in English at CEIP Castell de Santa Àgueda in Ferreries.

Cris Gomila is an Infant and Primary English teacher. She taught adults for 17 years and nowadays she 
teaches English at CEIP Sant Lluís.

Elena Serra is an Infant and Primary English teacher. She started teaching Spanish in 2002 at IES Maria 
Àngels Cardona; then she worked seven years at  CEIP Tramuntana. Nowadays, Elena acts as the foreign 

languages consultant the Menorca CEP. This is her 4th year as a pedagogical adviser; Elena was the 
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Noemí Torres is an Infant and Primary English teacher. She has been teaching for eight years. She was the 
coordinator of the Seccions Europees at Mare de Déu del Toro for a year. Noemí has taught English at CEIP 

Pere Casasnovas since 2011.
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activities’ design through several 
lesson plans, paying attention to 
objectives, success criteria, lan-
guage structures, key competences 
and materials. Finally, we got in 
touch with the British associations 
Menorca Britannia (www.menor-
cabritannia.org) and Menorca 
Charity Players to develop activities 
(e.g. the English food snack; and 
the humorous theatrical represen-
tation).

In 2014, we finished planning 
the project and adapting it to our 
students. We focused on a specific 
age group and the activities we 
wanted them to develop. Some of 
the activities were adapted to the 
learners’ level. The introduction 
video was the first step, a kind of 
‘hook’ that got our students enga-
ged and interested in participating 
in the project. Throughout the CEP 
seminar, the teachers created all 
the materials and visual aids for the 
fair, as well as sharing information 
on improving classroom imple-
mentation and follow-up. 

Classroom Implementation

Classroom implementation started 
with the students receiving a video 
which invited them to participate 
in the April Fools’ Fair with other 
schools and British residents on 
the island. They were also encoura-
ged to prepare the activities that 
were to be carried out the day of 
the meeting. We created a virtual 
environment (http://www.wikis-
paces.com) for the students to 
confirm their participation, upload 
and share the activities done before 
April 1st. The first activity was to 
prepare a presentation on each par-
ticipating class and their respective 
school, using a digital tool (http://
www.voki.com).

tool (http://www.voki.com/).

During the second term, the stu-
dents prepared jokey experiments 
and humorous arts and crafts to be 
presented at the fair.

A few weeks before the event, each 
class received a ‘joke invitation’ 
with clues to decipher: this was the 
‘official’ invitation for the celebra-
tion and, importantly, served to 
keep them interested and motiva-
ted about the project.

The Day (April 1st)

Finally, the Big Day arrived!

The morning was full of fun and ex-
citement, starting with the ‘fun fair’ 
prepared by the students, followed 
by a “doughnuts seed workshop” 
with volunteers from Menorca Bri-
tannia and a delicious snack also 
prepared by members of the same 
association. The event was rounded 
out by the Menorca Charity Pla-
yers’ rendition of ‘Old Macdonald’s 
Farm’, with full participation from 
the children and adults alike. This 
was followed by a great version of 
the “Cinderella” pantomime. To 
finish up, everyone joining in on “I 
am the Music Man”.

Finally, the morning ended 
with all the children joining in 
on the song “April Fools Day” 
(https://www.youtube.com/
watch?v=rdlGyWwg5rM).

The teachers also prepared activi-
ties that students could do while 
waiting for the snack or in case the 
workshops were finished earlier 
than expected.

Schedule

9:00h – 9:30h: arrival and welcome.  
9:30h - 10:30h: activities prepared 
by the students: 
Slime Time
Foaming Monster
Spinning Helicopter
Walking Marbles
Under Pressure
Springy Things
Fishbowl Spinner
Magic Matchbox
Magnetic Fields

These ideas were taken from:
- Gilpin, Rebecca and Lacey, Minna. 
Usborne Activity Cards: 50 things 
to make and do. London: Usborne, 
2005. Print.
- Gilpin, Rebecca and Pratt, Leonie. 
The Usborne Big Book of Science 
Things to Make and Do. London: 
Usborne Publishing Ltd, 2007. 
Print.
- Andrews, Georgina and Knighton, 
Kate. 100 Science Experiments. 
London: Usborne, 2009.

Students took turns so that they all 
had the opportunity to be ‘teachers’ 
for their own workshop and ‘stu-
dents’ of another one.
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11:10h – 12:10h: English snack by 
Menorca Britannia and playtime.

Students had to ask for food and 
drink tickets to be able to get their 
snack. 

12:10h – 12:50h: English theatre by 
the Menorca Charity Players
12:50h: Farewell

Feedback

Both teachers and students agreed 
that the event was a great success. 
It was a real opportunity to use 
English to communicate in a real 
context (outside of school) with 
real native speakers. As teachers, 
we feel that we fully accomplished 
our aims. Our students assessed the 
project through several assessment 
tools (the ‘2 stars and a wish’ tech-
nique; and a ‘feedback sandwich’). 
All the students really enjoyed the 
experience and asked to repeat it!

Participant Menorcan Schools

•CEIP Angel Ruiz i Pablo, Es Castell
•CEIP Sa Graduada, Maó
•CEIP Sant Lluís, Sant Lluís
•CEIP Francesc d’Albranca, Es 
Migjorn Gran
•CEIP Castell de Santa Àgueda, 
Ferreries

•CEIP Pere Casasnovas, Ciutadella

Total number of Participants: 209 
children (from ages 6 to 12)

The Menorca CEP was also an 
essential participant in this project; 
all the CEP members helped at 
some point during project deve-
lopment: preparing materials and 
visual aids; taking photos; and 
recording the activities.
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In 2004, the European Framework 
made it clear: if Europe wants to get 
ahead, all European citizens need 
to be lifelong learners; and to be a 
lifelong learner, you need to have 
competencies such as the ability 
to learn to learn or to be digitally 
competent.

Often digital competence has been 
mistaken for technical competence. 
Digital competence is not about the 
technical part, it’s about communi-
cation.

But let’s start from the beginning. 
What is digital competence? Every 
time I ask this question in a training 
session, there’s an awkward silence. 
We are immersed in a digital world, 
but we don’t really know what the 
necessary skills are that will allow 
us to drive and not be driven by 
technology.

Digital competence means that you 
are able to:

SEARCH, ORGANISE, CREATE, 
PUBLISH & SHARE

SEARCH for Information

Has this ever happened to you 
--  you start looking for interesting 
resources and you end up buying a 
beautiful pair of shoes? Searching 
for information effectively is a 
necessary skill. Some weeks ago, I 
was at a very interesting talk where 
Alfons Cornella was saying that 
nowadays, the challenge is not as 
focused on the searching but on 

Marta Cervera is an English teacher and Certified Education Consultant, presently working as a Teacher 
Trainer at Pearson. She has been involved in education since 1991. Marta has taught English to young 

learners for more than 15 years in private, public-funded and public schools, running bilingual programmes 
in different autonomous communities. She has collaborated with different private and public institutions, 
consulting and creating workshops, seminars and courses for teachers. The objective is always the same: 
to help and guide schools and teachers to find the best solutions for the digital challenges that they face 

nowadays.

By Marta Cervera  
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the finding. So, now we know how 
to search for information but we 
need to be more efficient in finding 
the information. In class, I used to 
play “Internet Hunting Games”: 
students had a limited timeframe 
to answer some concrete questions 
(I would give them the information 
sites). The result? The students lear-
ned to find the information quickly.

ORGANISE Information
 
We can divide information organi-
zation into two groups:

1. Organising a certain amount 
of information so as to give it the 
correct form.

Imagine that we have asked our 
students to prepare a presentation 
about a famous painter, and they 
have chosen Miro. They look for 
information on the Internet, but 
how can they organize all this data? 
Mind maps are a great help, but 
in this case, a Timeline would be 
the appropriate tool to put all the 
information in chronological order. 
I used to like Dipity, but then I dis-
covered Line.do. (http://line.do) a 
great, free and easy-to-use timeline 
that allows you to embed YouTube 
videos, pictures and sounds.

2. Organising a collection of sites 
and interesting resources.

Another scenario is when you want 
to save a great resource that you 
might need in     the near future. 
My favourite is Symbaloo (http://
www.symbaloo.com): it’s free, 
easy, visual and can be embedded 
into your site/blog. You can also 
upgrade it and customise it for your 
school.

CREATE New Information 

Let’s go back to the Miró example. 
So our students have the informa-
tion and they have got it more or 
less organized. Now we want them 
to create something new out of it 
(e.g. a cartoon, an interview, a film 
or a presentation, etc.) so they use 
the content that they have learned 
and they mobilise it by adding 
their personal touch or point of 
view. Tablets or mobile devices 
can be great allies here, since they 
make technology invisible and you 
can focus on the creative process. 
Some examples: with Morfo (IOS 
app) you could animate Miro’s face 
and give him a voice.  Tellagami 
(Android) allows you to animate an 
avatar and choose a Miro picture as 
a background, 

And then there’s the latest trend: 
augmented reality! Now, with 
programs like Aurasma, Layar or 
Aumentaty, you can create your 
own layers of augmented reality, 
thus offering endless possibilities 
for an augmented ELT learning 
experience.

PUBLISH Information

This skill is not just about the site 
where you can publish content 
(blogs, webs, social sites, etc.) -- it’s 
about knowing that there is an 
appropriate behaviour, language 
and etiquette to be aware of before 
publishing. In the following great 
TED talk about ‘digital tattoos’, the 
speaker talks about the importance 
of knowing about digital citizenship 
and how we can be empowered 
users, not just passive readers 
(http://www.ted.com/talks/juan_
enriquez_how_to_think_about_di-
gital_tattoos). 

It’s also crucial to be aware of 
copyrights, copylefts*, and the 
different types of licences used to 
create documents.

SHARE Information 

There is a sentence that I love:  “If I 
give you an apple and you give me 
an apple, we each have one apple; 
but if you give me an idea and I 
give you an idea, we both have two 
ideas.” 

A great way to share and find rele-
vant information is by having and 
nurturing a PLN (Personal Lear-
ning Network). A PLAN enables 
you to be in contact with people 
that share the same interests as 
you, and you all share the relevant 
information that you encounter. 
Social media is a great place for 
this. Linkedin, Twitter, Pinterest 
or Facebook are some teacher 
favourites. Want to see for yourself? 
Just go to Twitter and type #CLIL, 
#ESL or #ELT, and you’ll be able 
to find a huge amount of related 
content that would have taken you 
weeks to find.

*Copyleft (a play on the word 
‘copyright’): the practice of using 
copyright law to offer the right to 
distribute copies and modified 
versions of a work. Copyleft is a way 
of denoting that a creative work is 
modifiable, while requiring that all 
modified and extended versions of 
the creative work also be free. 
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AN APT TOOL FOR TACKLING INCREASING 
GENDER INEQUALITY IN EDUCATION.

THE 
LADY 
CAFE:

DECONSTRUCTING FEMINISM IN 
ADULT EDUCATION SCHOOLS

By Magdalena Balle
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The European Education Grun-
dtvig project ‘Lady Café’ coordi-
nated by CEPA Son Canals aims 
to encourage and support women 
over the age of forty-five in beco-
ming  more educated and publicly 
engaged; and in gaining access to 
information. Project participants 
consist solely of women in this age 
range from Spain, Slovenia, Latvia, 
Bulgaria, Romania, Ireland and Tur-
key. The rapid ageing of European  
citizens and women’s eagerness 
to participate in cultural activities 
demonstrates the necessity of this  
postitive practice two-year project 
(2012-2014) for European society. 
As a whole, European society needs 
to revitalize cultural activities 
addressed to this target audience, 
who would not otherwise have 
access to formal education nor 
have had the time in younger years 
to take advantage of any type of 
informal education.
Polishing Rough Diamonds
The Lady Café education project 
has exposed  female learners to a 
wide range of training experiences 
(e-training; cross-curricular trai-
ning; biblio-therapy; book clubs 
focusing on female literature; asser-
tive behaviour training; theatrical 
techniques for building improved 
self-image; self esteem manage-
ment; ICT courses; slow food; reiki; 
making eco-products and natural 
cosmetics).  Communicative prac-
tice and ICT literacy have been cru-

cial in this project. Communication 
skills are developed in the theatre 
workshops. Female learners work 
on spoken and written expression, 
but they are also provided with 
drama-based tools to improve their 
self-esteem, interpersonal relation-
ships and to develop their critical 
sense. Training different skills in a 
holistic way is crucial in making the 
most of these learners who are true 
‘diamonds in the rough’.
Gender Discrimination: A Univer-
sal and Current Problem
What makes these different Euro-
pean women so similar?
In spite of belonging to geographi-
cally distant countries, most of the 
learners show a similar past and 
they cope with similar anxieties, 
lack of formal education, etc. Mo-
reover, nearly all the female lear-
ners show great enthusiasm and 
motivation for learning. They are 
convinced they have learned from 
their past and that they have con-
tributions to make to help change 
the gender inequalities still present 
in new generations.  Two official 
reports published by UGT (Union 
General de Trabajadores, one of 
the main Spanish labour unions) 
in February 2014 and by the Spa-
nish Institute of Women’s Affairs 
in March 2014 reveal that women 
are nowadays faced with a double 
burden in the area of employment, 
all the more stressed due to the 
current recession.  Furthermore, 

there are higher levels of unemplo-
yment among women, with lower 
salaries than men. As well, domes-
tic violence is increasing because 
of the cohabitation of many family 
members in the same house. This 
cohabitation is sometimes the 
consequence of forced evictions.

Implosion and Explosion
 The Lady Café’s introspection and 
reflexion process that the women 
learners  go through is related to 
the psychological and personal part 
of the project. The activities inclu-
de:  assertiveness and self-esteem 
training; self-image awareness 
group therapy; emotional opening; 
entering the public sphere; as 
well as adjustment to present and 
future life stages. The other part of 
the project is more academic (e.g. 
knowledge transfer; international 
aspects; expansion of educational 
offerings, etc.) Thus,  this stepwise 
improvement evolves from initial 
self-image reinforcement to the 
acquisition of public speaking 
skills.
 The culmination of the project’s  
public sphere training is the speech 
presented by the women learners 
in the project’s second year. After a 
year attending motivating activities, 
the women  are able to speak about 
different topics linked to gender 
issues such as the glass ceiling, 
labour inequality, lack of economic 
resources for independence, etc. 

OVERCOMING VICTIM MENTALITY THROUGH EDUCATION, 
EDUCATION AND MORE EDUCATION!
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They preform like professional 
speakers!
Why This Project, Why These 
Countries?
In recent years, domestic violence 
has increased significantly in most 
European countries. Practices like 
the Lady Café are now more ne-
cessary than ever and contribute a 
great deal to society’s democratiza-
tion in terms of changing opinions 
on gender relations and learning 
about women’s situation in other 
European countries. It is essential 
to know what makes us different 
but also what makes us similar; the 
necessary conquest of the public 
sphere needs to go hand in hand 
with improving of various compe-
tences.  
The Lady Café project attempts to 
ensure  ‘equal access’ to the public 
sphere. All the participating coun-
tries take it for granted that not all 
parts of society have equal access 
to education or to a public voice. 
It is certainly worth fighting for 
this equality, which is the point of 
“Lady Café” project. The countries 
involved in the project are Medite-
rranean (Spain and Italy); or, they 
are former communist countries 
like Slovenia, Latvia or Bulgaria 
and lack a long tradition of gender 
issues. Though Turkey is still not 
yet part of the European Union, the 
rise of a global civil society and the 
internationalization of women’s 
organizations has enabled Turkish 
women to access foreign funds. 
As a result, the number of Turkish 
women’s organizations and respec-
tive projects has increased. None-

theless, the current Turkish Prime 
Minister’s party is based on tradi-
tional Islam, meaning that gender 
equality is still a future utopia. All 
the participating countries in the 
project contribute an added value 
to the project.
The majority of evolved societies 
have developed their own coope-
rative practices in terms of social 
rights and gender equality. There-
fore, the Lady Café does not aim 
to simply make women’s world a 
reverse photocopy of the men’s 
world. This would imply women at 
the centre and men simply as satel-
lites, which is not desirable eithe. 
The true battle is making freedom 
an tangible reality for all. Women 
need to decide what their own 
identity will be like. Women need to 
work together. so that women and 
men can share an equal world.
Reinventing of the Project
The objective of the Lady Café is to 
overcome, via training, the feelings 
of victim-hood found among a 
selection of women aged 45+ from 
the target countries. The process of 
identifying and recognizing these 
feelings is the necessary starting 
point of the introspection process. 
Concurrently, an important aspect 
of the project is the sharing of the 
participants’ knowledge and ‘know 
how’, both among themselves 
and for the project’s benefit. This 
transfer of knowledge has been put 
into practice through the public 
speaking activity undertaken by the 
group members at the end of the 
project

A new development is that the 
project has expanded to include 
learners between the ages of 17 to 
19. This means that current and fu-
ture sufferers of gender violence are 
include in the sharing of knowled-
ge. In recent years, domestic 
violence has increased significantly. 
Paradoxically, the most vulnerable 
groups, in terms of violence against 
women, are young people from 
ages 18 to 25 years old. This fact is 
surprising, given that this group has 
been raised in a context of equal 
education and democratic values.

As a result, in some of the target 
countries the Lady Café has invol-
ved two groups: women 45+ years 
old, who are eager for training and 
involvement in the dynamics of 
school organization; and a second 
group of younger unemployed 
students, from unqualified pro-
fessional backgrounds. This latter 
group normally exhibits biased 
behavior in gender relations. One of 
the main project aims is for women 
45+ to train the younger group and 
change their outlook on gender 
relations. 

In conclusion, it is self-evident that 
many women aged 45+ are true 
‘diamonds in the rough’; despite 
sometimes lacking basic formal 
qualifications, they have consi-
derable skills to offer society. The 
benefits of projects like the Lady 
Café include:
- Fostering new methods for tea-
ching adults (women 45+).
- Promoting the training of women 
aged 45+ so that they play an active 
role in the 
public sphere.
- Assisting participants in finding 
jobs in the current recession and  
increasing their participation in 
the labour market (unemployment 
among women 45+ has increased 
greatly in the last six years).
-Enabling women 45+  to acquire 
and develop critical thinking skills.
-Empowering women to be aware 
of their roles and rights.
-Benefiting from the skills, 
knowledge and ‘know how’ of 
women aged 45+.
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INTER-
NATIO-

NAL 
A MULTILINGUAL PARADIGM

CONFERENCE: 

By Francesca Mesquida
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An international conference on 
plurilingualism and multilingual-
ism was held at the UIB (Univer-
sitat de les Illes Balears) this past 
April 2014. The event, organized 
by FADESIB, was attended by a 
number of CLIL methodology ex-
perts; CLIL teachers from different 
Majorcan schools; and about 200 
people interested in the topic. The 
conference speakers addressed the 
theoretical implications of CLIL as 
an educational approach; they also 
put forward recommendations for 
dealing with the challenges of CLIL 
instruction within our particular 
Balearic context.
The acronym ‘CLIL’ (Content and 
Language Integrated Learning) 
was first coined in 1994. Before its 
emergence other terms such as 
‘Mainstream Bilingual Education’ 
or ‘Immersion’ were used instead. 
However, these terms were rejected 
in favour of CLIL as a more neutral 
term. At a time when all seemed 
to indicate that students were not 
capable of using foreign languages 
successfully for communica-
tive purposes (even after several 
years of formal instruction), CLIL 
emerged as a possible or potential 
solution for this unsatisfying reality.
Even though CLIL instruction can 
be undertaken in any language, 
English is the most popular target 
language within the European con-
text, where it serves an increasingly 
important role as a lingua franca. 
Similarly, any non-language subject 
can be taught using the target 

language as a medium of instruc-
tion. However, there is a tendency 
to move from less academically 
demanding subjects (e.g. maths) to 
subjects that are more cognitively 
complex (e.g. biology, geology, 
history).
CLIL implementation should be 
viewed as a long and gradual proc-
ess that cannot be fully achieved 
within a period of five or ten years 
due to a number of reasons. Im-
plementing high quality CLIL not 
only requires setting up a general 
framework and getting support 
from all stakeholders (e.g. parents, 
politicians, education authorities, 
etc.); it also implies a total change 
in teachers’ mindset. CLIL teachers 
are normally content specialists 
rather than foreign language ex-
perts. However, they need to be suf-
ficiently competent in the language 
used as a medium of instruction 
– at least a B2 level in primary and 
a C1 level in secondary – or hold 
dual teaching qualifications, both 
as language teachers and as subject 
matter teachers. If the level is below 
B2, it is absolutely impossible for a 
teacher to interact in that particular 
language.
CLIL instruction is much more 
than simply employing a foreign/
additional language (e.g. English) 
to teach a content subject (e.g. 
biology). Consequently, CLIL teach-
ers need to be properly trained in 
order to face this challenge. Apart 
from the fact that they are giving 
a lesson in a language other than 

their mother tongue, CLIL teach-
ers should avoid teaching non-
linguistic subjects using the same 
methodology that they would use 
if the lesson was taught in their 
mother tongue. Thus, they have 
to invest a considerable deal of 
time in adjusting and/or creating 
teaching materials that suit both 
their particular context and their 
educational or curricular needs. 
Furthermore, CLIL teachers are no 
longer the only providers of knowl-
edge. Instead, their basic role is that 
of guides, allowing students more 
room to participate in their own 
learning process.
Another fundamental requirement 
for the successful implementation 
of CLIL is teamwork. CLIL teachers 
need to collaborate with foreign 
language teachers and language 
assistants -- this cooperation 
and coordination is absolutely 
crucial when designing and plan-
ning lessons or specific thematic 
units. Team-teaching may even 
be present in the course of a given 
lesson as both teachers (the lan-
guage teacher and the content 
teacher) work together in the same 
classroom to support each other. In 
spite of being an expensive op-
tion, we must keep in mind Hugo 
Baetens’* words: “We have to invest 
our money in education if we want 
it to work”.

*Hugo Baetens Beardsmore, an 
expert in bilingualism, has written 
many books on the subject.
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SCAFFOLDING
USING 

SCAFFOLDED 
INSTRUCTION 
TO IMPROVE

LEARNING 
ACQUISITION

By Montserrat Garcia

“WHAT A CHILD CAN DO WITH SUPPORT TODAY, HE CAN DO ALONE TOMORROW.” 
VYGOTSKY
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If we, as teachers, ask ourselves 
what the ultimate academic goal 
for our students is, the answer 
might be: to become independent 
lifetime learners. It is important for 
students to continue to learn on 
their own with limited support; one 
of our roles as teachers is to facilita-
te that student independence. 

Bruner (1975) was the expert who 
used the term “scaffolding” to 
specifically describe an educatio-
nal strategy. Bruner was basing 
himself on the work of Vygotsky, 
who stated that with assistance, 
children could fulfill tasks that they 
ordinarily could not accomplish on 
their own. Traditionally, the word is 
commonly used in the construction 
industry. When there is a building 
in progress, workers erect a series 
of temporary structures (called 
scaffolds), which permit workers to 
carry out their work in high places. 
Scaffolds are removed when the 
work is finished. The term is a use-
ful metaphor to explain an effective 
method of temporary support for 
our students. Like the physical 
structures supporting construction, 
educational scaffolding is tempo-
rary and adjustable, mainly to help 
students to bridge the gap between 
their current abilities and the inten-
ded goal.

Understanding scaffolding
But scaffolding is not at all new. 
If we go back to the beginning of 
human history we can see that 
tailored assistance has been used 
widely used, but perhaps without 
much reflective practice as to its 
action, purposes and effects. For 

example, parents routinely use 
this strategy when they teach their 
children to ride a bicycle. They may 
start by adding training wheels to 
the back of the bike and remove 
them as soon as the child gains 
confidence. Parents may also show 
the child how to use all the safety 
equipment and the importance 
of wearing it when riding a bike. 
Parents monitor the child as s/he 
takes the first rides on their own; 
parents provide positive feedback, 
making suggestions, extra expla-
nations or, simply, offering positive 
reinforcement when the child falls 
off the bike. Furthermore, parents 
can do some modeling by riding 
with the child. There can be other 
experiences such as tandem riding 
which implies that the child works 
with the other person in perfor-
ming the task and has immediate 
peer observation, modeling ins-
truction or feedback to readjust the 
action in process. The child may 
also ride with a group and learn 
in cooperation with others and 
within a particular context. Finally, 
the end product is an independent 
rider who makes their own deci-
sions; to ride alone, with a group, or 
just with a partner; riders that take 
responsibility for their performan-
ces in a more autonomous way.

Vygotsky’s Zone of Proximal Deve-
lopment (ZPD)
When students have to address 
complex real-world tasks that are 
not in their repertoire of abilities, 
they may be unable to fulfill them 
successfully, leading to frustration 
or demotivation when trying to 
accomplish the task. Lev Vygotsky 

(1978) introduced the concept of 
a ‘zone of proximal development’ 
(ZPD), i.e. the notional gap bet-
ween the learner’s current zone of 
development (including an inde-
pendent ability to solve tasks) and 
the area of the learner’s potential 
level to solve problems under adult 
guidance or collaborating with 
more knowledgeable peers. The 
ZPD is where learning takes place. 
Students develop new cognitive 
abilities when a teacher leads them 
through tasks in the cognitive 
region.  

The idea is to help the student 
to move to the zone of proximal 
development by providing different 
types of scaffolds such as demons-
trating, explaining a prompt, mode-
ling, summarizing, thinking aloud, 
planning compositions, mind 
maps, etc. 

Scaffolding as a Means of Cons-
tructing Knowledge
The construction of knowledge 
starts on the foundation of what 
is already known and what can 
be done. It is important to avoid 
simply making the task easier. We 
should not alter or water down 
the task in order to make it more 
comprehensible. Opportunities 
for independent practice ensure 
that knowledge is contextualized 
and that scaffolding has helped 
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the learner to apply new skills and 
strategies on their own. Scaffolding 
should be concrete, external and 
visible; beginning from what is near 
to the student’s experience and 
moving to what is further away.

“A meaningful learning context is 
crucial. Learning is purposeful and 

situated.”
Brown, Collins and DuGuid (1989)

Scaffolding also involves “doing so-
mething” with what has been lear-
ned; which means putting concepts 
into practice. This stage demands 
more thinking skills than just re-
membering facts. We have to train 
students for what it is called “real 
world thinking”: a combination of 
using knowledge with skill-based 
techniques. Students develop their 
cognitive abilities when the teacher 
helps them through task-oriented 
interactions. 

Vigotsky inspired a new model in 
the educational scene, one comple-
tely different from the two domi-
nant models of the era, i.e. teacher-
centered and student-centered 
models.  His sociocultural-based, 
learning-centered model offers a 
two-sided perspective: it demands 
mutual effort and responsibility on 
the part of learners as well as tea-
chers. Whereas the other dominant 
models placed the responsibility for 
learning with the teacher or the stu-
dent, this two-sided vision genera-
tes a close interaction that requires 
a completely different classroom 
definition of what teaching is.

Vigotsky suggests that a communi-
ty of learners involves both active 
learners and expert teachers in a 
unique experience that provides as-
sistance and support to the student 
as they engage in a community 
of practice that tries to generate 
meaning and solve problems in real 
contexts. Rogoff, Matusov, and Whi-
te (1996, 389) write that learning is 
not about ‘transmitting’ knowledge; 

it is about ‘transformation’. The 
‘MKO’ (More Knowledgeable Other) 
interacts with the student and brid-
ges the gap between what is known 
and the new demanding tasks.

 Scaffolding has also been found 
effective in teaching higher-order 
cognitive skills. Rosenshine and 
Meister (1992) described six com-
ponents that they believe comprise 
the successful teaching of higher-
order cognitive skills through 
scaffolding: 

(i) presenting a new cognitive 
strategy;
(ii) regulating difficulty during 
guided practice; 
(iii) varying the context for practice;
(iv) providing feedback;
(v) increasing student responsibi-
lity; 
(vi) providing student responsibi-
lity.
 
It is essential to integrate context 
and situation within a learning 
task. Students need to be engaged 
in real life activities that imply 
purpose and meaning. 

Guidelines for Implementing 
Scaffolding
Here are some elements to take into 
consideration before starting to use 
scaffolding: 

It is the teacher’s responsibility to 
set shared goals.
The learner’s interests must be 
enlisted beforehand. 
The teacher needs to acquire an 
understanding of the students’ 
prior knowledge as well as their 
abilities.
The teacher has to develop the 
ability to communicate with the 
learner and achieve a certain inter-
subjectivity; through perceptions, 
feelings and intentions.
The teacher must do some pre-
assessment of the students.
When objectives are being plan-

ned, the teacher must consider the 
needs of each student. 
Sharing a goal may enhance 
intrinsic motivation in the student, 
which may lead to developing hig-
her esteem for the learning process 
and the development of new skills.
Select suitable tasks and adapt 
them to the students’ level.
The teacher must present the task 
as an entire process, to be per-
formed as a whole, not as a set of 
individual sub-skills. Each exercise 
or activity is learned as it relates to 
the whole task. 
The teacher or the MKO (Most 
Knowledgeable Other) must show 
an immediate availability for help 
and an intention to assist the stu-
dent in different ways and through 
varied scaffolding strategies.
It is important to provide a wel-
coming and caring learning envi-
ronment that challenge students 
through deep learning and disco-
very.
The teacher must bear in mind that 
all the efforts engaged in generating 
scaffolds can be “recycled” for other 
learning situations.

Lange (2002) states that there are 
five different methods in instructio-
nal scaffolding: modeling of desired 
behaviors; offering explanations; 
inviting students to participate; 
verifying and clarifying student un-
derstanding; and inviting students 
to contribute clues.

Planning to Use Scaffolding
There are different types of 
scaffolds; as students progress 
through a task,  the scaffolds can 
be adapted, partially removed 
or adjusted to different levels of 
student knowledge. For example, 
when writing a research paper, the 
following are possible scaffolds: 
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There are some other interesting 
scaffolds that can be used as ways 
to provide extra help or support: 
cue cards, hints, prompts, question 
cards, stories, question stems, han-
douts, advance organizers, pausing, 
pre-teaching vocabulary, etc.

Summary
When assessing the benefits of 
scaffolding, the context in which 
the scaffolding takes place plays 
a relevant role. When examining 
the implementation of scaffolding 
in a CLIL (Content and Language 
Integrated Learning) context, we 
will see that it is not a luxury but 

a great need. Any teacher, faced 
with teaching a subject in English, 
must assess the students’ needs. At 
the same time, the teacher has to 
bear in mind that they will have to 
combine content and language in 
a dual-focused way. By welcoming 
useful strategies such as scaffol-
ding, as well as allowing planning 
before implementation and reflec-
tive practice after it, teachers pro-
vide the best educational oppor-
tunities for all of their students in 
the process of constructing  a very 
personal learning experience.  
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ROBERT GRAVES’S 
POEM: 

‘THE FACE 
IN THE 
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Poetry can sometimes be a challenge for stu-
dents, with its metaphors and complicated 
imagery. It certainly helps if there is an audio 
version of the poem – and all the better if the 
poem is read aloud in the author’s own voice!

La casa de Robert Graves in Deià is certainly 
blessed in this respect: one of the exhibits 
at the museum is a 1959 film clip of Robert 
Graves looking in the bathroom mirror of Ca 
n’Alluny, his Deià house, reciting his poem 
‘The Face in the Mirror’. The poem describes 
a man’s thoughts while he shaves – and the 
film clip shows Robert carrying out the same 
process. For added authenticity, the origi-
nal bathroom mirror and Robert’s shaving 
brush are displayed next to the museum 
video screen, increasing the tangibility of the 
experience. In the film clip, you may notice 
that Robert doesn’t give himself a very good 
shave – that is because he is looking at the 
camera lens. The image of the mirror has 
been superimposed.

This happy coincidence of visual, auditory 
and physical elements creates a compre-
hensive learning package for students that 
can be prepared in the classroom ahead of 
time; then reinforced during a school visit 
to La casa de Robert Graves. Teacher Sam 
Thompson at the Àgora School was the first 
to explore this idea with his students and has 
kindly allowed La casa de Robert Graves to 
develop the idea for school visits. 

A copy of the poem ‘The Face in the Mirror’ 
and its accompanying worksheet are availa-
ble on the Conselleria d’Educacio’s resource  
‘weib’ website in the ‘recursos’ section: click 
on ‘per àrees’; select ‘llengua estrangera’ and 
then choose the .pdf entitled ‘La casa de 
Robert Graves’: 

http://weib.caib.es/Recursos/casa_robert_
graves/inici_.htm 

(Other educational support for a visit to La 

casa de Robert Graves on the weib page 
include the text and worksheet for Robert 
Graves’s short story ‘School Life in Majorca’; 
a Student Visit Worksheet (gymkhana-style); 
and a School Visit Information Sheet for 
teachers (logistics, etc.). There is also contact 
information for La casa de Robert Graves.)

A Bridge Between Today’s Adolescents and 
the Teen-Aged Robert Graves

In order to provide a point of connection 
between today’s teenagers and the adoles-
cent Robert Graves, and to help decode ‘The 
Face in the Mirror’ poem, it is interesting to 
explore some of RG’s biographical informa-
tion:

Bullying, a common phenomena in today’s 
schools, was something Robert Graves faced 
as a fifteen-year old student. His parents 
had sent him to boarding school, where 
he was teased for his foreign middle name 
and for his earnest, studious manner – he 
didn’t fit in. The bullying, both physical and 
psychological, was so severe that Robert 
took to walking about with straw in his hair, 
feigning insanity in an effort to convince 
his tormentors to leave him alone. Robert 
also started writing poetry -- an outlet that 
probably saved his sanity. Not surprisingly, 
this teenage experience lead Robert to later 
declare, “Since the age of 15 poetry has been 
my ruling passion and I have never inten-
tionally undertaken any task or formed any 
relationship that seemed inconsistent with 
poetic principles; which has sometimes won 
me the reputation of an eccentric.”1

In a further effort to protect himself from 
bullies, the adolescent Robert took up the 
‘pugilistic art’, i.e. boxing. He also held his 
own in rugby (a variation of football), though 
he did suffer a broken nose from a tackle 
(an offence football manouvre) during one 
of the games. Inadvertently, all of this was 
preparation for the trials of World War One: 
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1 This quote 
is from the 
preface of The 
White Goddess; 
a reference to 
this quote can be 
found online, in 
the 12th para-
graph at: http://
www.poetryfoun-
dation.org/bio/
robert-graves
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Robert volunteered at the age of 19, immediately upon 
finishing school, postponing his university entrance. 
Robert’s poetry writing accompanied him into the 
battle field and the trenches, serving as therapy for all 
the horrors that he experienced.

One of the constant themes in Robert Graves’s poetry 
is an exploration of the source of poetic inspiration. 
To answer this question, Robert gradually refined 
the idea of a muse, a female deity, to whom the poet 
should address his poems. This idea is fully explored 
in Robert’s landmark book, The White Goddess, itself 
used by many subsequent poets as a source of inspi-
ration.

The Face in the Mirror Poem

The poem ‘The Face in the Mirror’ by Robert Graves 
was first published in the New Yorker magazine, 1957. 
For this APABAL magazine, the first third of the poem 
is reproduced for educational purposes with the kind 
permission of the Robert Graves Copyright Trust.  For 
the full three-stanza poem, consult: http://weib.caib.
es/Recursos/casa_robert_graves/inici_.htm).
‘The Face in the Mirror’ by Robert Graves

Stanza 1:

line 1: Grey haunted eyes, absent-mindedly glaring
line 2: From wide, uneven orbits; one brow drooping
line 3: Somewhat over the eye
line 4: Because of a missile fragment still inhering,
line 5: Skin-deep, as a foolish record of old-world 
fighting.
. . . . 

(For the remaining other two stanzas of the poem, 
consult: http://weib.caib.es/Recursos/casa_robert_
graves/inici_.htm).

‘The Face in the Mirror’ Poem Worksheet

(This worksheet is reproduced with the kind permis-
sion of La casa de Robert Graves.
It is available at: http://weib.caib.es/Recursos/
casa_robert_graves/Poem_Face_in_Mirror_Text_
class_work.pdf )
 
1. Each student reads the story silently, making note of 
any vocabulary questions. 
2. They listen to the teacher slowly read the poem 
aloud.
3. They can see/listen to an internet audio clip of 
Robert Graves reading the poem in his own voice.
4. The class checks the various meanings of English 
words in a dictionary; and discusses vocabulary and 
comprehension with the teacher. 

5. Now, the class is ready to do the worksheet:
 
Worksheet Questions: 
 
The teacher can decide which of these elements can be 
discussed by the class at large. 
 
1. List the adjectives used to describe the poet’s face.  
 
2. Are there any words/phrases that create tension in 
any of the stanzas? 
  — Is the tension resolved? 
 
3. Based on the biographical details you’ve learned 
about Graves’s life, what events do the 
 following phrases refer to: 
 
A)  “Because of a missile fragment still inhering, 
                  Skin-deep, as a foolish record of old-world 
fighting.” 

i. What episode of ‘old-world fighting’ is the poem 
referring to?

 B) “Crookedly broken nose — low tackling caused it;” 
 
i. What sports event is this referring to?

4. Describe the life events that the poet is reflecting 
on; 
—what words in this poem convey images of violence, 
lack of control? 
 
5. Explain what kind of ‘presumption’ a boy or young 
person typically has? 
 
6. Who or what do you think is the ‘queen’ in the lines: 
 
“He still stands ready, with a boy’s presumption 
 To court the queen in her high silk pavilion.” 
 
7. What is the author’s opinion of himself? 
 
8. What does this poem say about growing old? 
 
9. Reflect on faces and mirrors as poetic devices, and 
how they are used in this poem. 
 
Assignment: 
 
Study your own face in the mirror; look for distinguis-
hing marks. 
 
—Write your own personal version of ‘The Face in the 
Mirror’. 
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Websites and Emails
to access the poem & worksheet:
http://weib.caib.es/Recursos/casa_robert_graves/inici_.htm
http://weib.caib.es/Recursos/casa_robert_graves/Poem_Face_in_Mirror_Text_class_work.pdf

To see the 1959 film clip of Robert Graves shaving and reciting the poem “The Face in the Mirror” (on YouTube, 
the poem title is incorrectly identified as “Man in the Mirror”:
http://www.youtube.com/watch?v=JcJXrfwUiS4
Biographical information to help decode the poem: http://www.lacasaderobertgraves.org/index_eng.php
info@lacasaderobertgraves.org -- to contact La casa de Robert Graves.
http://www.facebook.com/lacasaderobertgraves -- La casa’s engaging FaceBook postings are regularly updated 
with reports of school visits, interesting photos, sound bites, anecdotes, information, etc. In English and Spanish.
Other Robert Graves Related Web Sites:
http://graves.uvic.ca/graves/site/index.xml -- Robert Graves’s 1935-39 diary written in Deià. View scans of the 
original pages and transcriptions of the text.
http://histories.serradetramuntana.net/en/robert_graves_in_deia/ --English version of the Consell de Mallorca’s 
webpage for the Serra; a summary of Robert Graves’s life as a cultural figure who lived in the Serra, with a focus 
on Deià.
http://www.serradetramuntana.net/en/noticies/vista/177/ -- in English: the 2011 announcement that the Serra 
has been designated a world heritage site.
http://whc.unesco.org/en/list/1371 -- in English; the official UNESCO world heritage site page for the Serra de 
Tramuntana

A 18 year old Robert Graves at Charterhouse school in 1914

Photo kindness of William Graves
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“Well, let’s get started!” exclaimed my First 
of ESO student, hands on his hips as he 
walked into the hall for our five-minute 
English session. He is one of 350 students 
that I help every week with English spea-
king skills in two of Palma’s schools, Joan 
Alcover and Nuestra Señora de Montesión. 
While speaking with me has become 
standard practice for most students, I still 
occasionally hear the “Why aren’t you in 
class?” question from teachers. They in turn 
receive my awkward Spanish responses as I 
attempt to explain what I am doing in their 
school. It raises a valid question: what am I, 
an American English teacher, doing in these 
Spanish schools? 
For a number of reasons, the Balearic 
school systems are putting English at the 
forefront of their curriculum plans as well 
as putting themselves on the charts for 
innovative teaching practices concerning 
TESL (Teaching English as a Second Lan-
guage). The North American Language and 
Culture program is one of the sources that 
pumps English into the Balearic school 
system. In fact, just this year, this associa-
tion has tripled the amount of assistants in 
the Balearics, adding over 150 assistants to 
the school system. In funding this program, 
the Spanish Ministry is not only attempting 
to provide students with native speakers 
who can improve student pronunciation 
and fluency, but also help broaden stu-
dents’ minds about other cultures and the 
English language as a whole. The funny 
thing is, I think my mind as both a teacher 
and learner has been broadened more than 
anyone else’s!
A second and more controversial reason for 
this influx of English is the new government 
plan to create a better ‘balance’ between 
English, Catalan, and Spanish.  While this 
change has come with great controversy, it 
has also come with many positive effects 
including giving students more opportuni-

ties to use their English in different con-
texts. Their use of English is pushed beyond 
practical grammar and writing into other 
content areas such as history, math, health 
sciences, and technology. In other words, 
this plan provides opportunities for stu-
dents to expand their connections in which 
English is used. More specifically, if diffe-
rent content areas are presented in English, 
the instructors can collaborate to build 
stronger bridges for their students to see 
the interconnectedness between content 
areas. While it may be difficult to imple-
ment, the plan has clear gains, starting with 
the Balearic students.  
This push for a third language is mind 
boggling to me as an American. Coming 
from the United States where the language 
of power is the national language, it seems 
inconceivable that one would need to know 
two, let alone three languages. With this in 
mind, I was quite surprised to see how ex-
cited my new students were to master their 
English. The 11-year old I mentioned earlier 
is just one example of the positive respon-
ses I have received from my students. I 
suppose I am also surprised at their zeal for 
knowledge. That is, I normally teach litera-
ture and composition to apathetic 17 and 
18 year olds and this little boy had enough 
English knowledge to snap me to attention 
and simultaneously impress me. Indeed, 
this anecdote covers many of the surprises 
I have found over the past year teaching 
English language learners. 
Not only have student levels of English 
inspired me; the fact that most instructors 
teach their English classes completely in 
the target language (a major difference 
from American language classrooms) is 
very impressive. In many ways, this year has 
been a great opportunity to understand the 
intricacies of a new school system, new age 
groups, and new ways of teaching English. 
It goes without saying that the challenge 

Amy Marquardt graduated with an English Education degree in 2012. She taught 9th-12th 
grade during 2013 in Minnesota. Amy started teaching ELL (English Language Learner) 

students in the Balearics during the 2013-2014 school year.

By Amy Marquardt
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has had its difficulties, but most of 
all, it has been incredibly exciting 
and exhilarating to see this new 
world of English education.  
For example, my first challenge 
was getting over my own nerves. 
When first starting to teach spea-
king lessons, I was just as nervous 
as my students. Of course, I had 
taught high school English before, 
but I had never taught non-native 
speakers. When my students came 
out of their classrooms to meet me 
one on one, it was and still is, very 
intimidating for both parties. Their 
first words are full of stutters and 
painful looks pleading with me to 
let them speak in Spanish. Fortuna-
tely, I have also mastered my “con-
fused American” look when spoken 
to in Spanish and their version of a 
work-around ensues.  The learning 
process was extremely exciting; 
each day I found better ways to get 
the students talking and using the 
grammar constructions they were 
working on in class, better ways 
to communicate the direction of 
the conversation, and better ways 
to improve their pronunciation 
without making them turn into 
themselves. 
To move on from this initial he-
sitation stage, I have since added 
a “warm up” conversation to get 
them transitioned into speaking 

in English. Maybe they talk about 
their day, what they did last wee-
kend, or a movie they watched, 
whatever their level permits. The 
beauty of working one on one is 
that I can adjust to their level ver-
sus using the cookie cutter appro-
ach often seen when class sizes get 
too large. For instance, one student 
may need more help with listening 
comprehension and, in this case, 
I might ask him or her to read the 
prompt to me and fill in the blank. 
Another student might be more 
comfortable finishing the sentence 
as I say it to him or her. A third may 
be able to create her or his own 
construction of the sentence. These 
examples of differentiation are all 
executed within one on one gram-
mar specific conversations. While 
one on one conversation may be 
the most productive form of speech 
practice, there are many other ways 
language assistants are attacking 
speaking mastery.
 Concerning whole group instruc-
tion with the cooperating teacher, 
the majority of content that I teach 
is vocabulary, occasionally assis-
ting with grammar lessons. Other 
assistants describe their expe-
riences more broadly. Laura, an 
assistant from Santissima Trinitat 
and San Josep Obrer schools, for 
instance, describes that she, “often 

takes groups of five to ten primary 
students out of class for small 
sessions including games, songs, or 
discussion topics that work on the 
skills the students are covering in 
the current lesson.” Topics include 
vocabulary, grammar, speaking, or 
listening. Another assistant, Tanya 
from primary schools in Sineu 
and Lloret, says she “always assists 
the teachers in the classrooms 
by creating and executing group 
activities that focus on grammar, 
listening comprehension and oral 
skills, such as pronunciation”. 
One commonality between each 
school’s use of their assistant is that 
each assistant plays an active role 
in and out of classrooms.  
Watching ESL students throughout 
the past year struggle to get those 
first few words out has shown me 
the difficulties involved in new 
language acquisition. With this in 
mind, I cannot think of a better 
way of looking at the target lan-
guage from a non-native speaker’s 
point of view than by learning a 
new language oneself. As a result, 
I dove head first into the Spanish 
language, and have gained an 
incomparable empathy for my 
students that has also helped me 
capture the specific struggles of 
learning a new language. This job of 
teaching English language learners 
has certainly provided me with a 
new and interesting perspective 
on teaching. It has brought to light 
questions such as how students 
learn languages fastest; which me-
thods produce the best results; and 
the most intriguing in my opinion, 
why is it that speaking comprises 
the smallest portions of grades and 
classroom practice? After this past 
year as a language assistant, I truly 
believe speaking in a new langua-
ge is not for the faint of heart. It 
is terrifying, full of struggles, and 
when one progresses, it can be 
immensely rewarding and exciting; 
I sincerely hope to one day bring 
this sense of accomplishment to 
my future students.
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Over the last four years of the 
successful publication of APABAL’s 
magazine, you have no doubt 
noticed the eye-catching cover 
design and creative use of fonts and 
layout. This is all thanks to Dúctil, 
the design studio with whom 
APABAL collaborates to produce 
the magazine.

In fact, the APABAL magazine 
has been the vehicle by which 
Dúctil has received international 
recognition for its innovative design. 

The 2012 edition of the APABAL 
magazine (our second publication) 
was judged to be an outstanding 
example of design, worthy of 
being featured in Index Book’s 
2013 yearbook of notable design, 
entitled Selected D. 

Index Book, based in Barcelona, is 
a publisher specializing in graphic 
design and visually creative books; 
it is a leader in the design field 
and has world wide distribution. 
Each year, Index Book publishes a 
collection of the best book designs 
(Selected) in Spain and Europe from 
the previous year. 

Dúctil is a design studio comprised 
of various departments: graphic 
design; architecture; and web 
and typeface design. Not only is 
‘dúctil’ a very appropriate name 
for a company that deals in shapes 
and forms -- it also translates 
well: ‘ductile’ in English means 
‘malleable; easily molded or 
shaped’. Which is why APABAL is 
always so happy to leave the artistry 
of our visual presentation in the 
very competent hands of Dúctil!

http://www.ductilct.com
www.indexbook.com

APABAL 
MAGAZINE’S 
DESIGN WINS 
INTERNATIONAL 
RECOGNITION!
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Digital Literacies by G. Dudeney, 
N. Hockly and M. Pegrim (2013) 
is a timely book, published just as 
interest in the use of digital tools in 
education is reaching new heights. 
The authors are well-known in the 
world of Edtech (Education Tech-
nology) and their articles and posts 
can frequently be found in the ETp 
(English Teaching Professional) 
magazine (http://www.etprofes-
sional.com) as well as in blogs on 
the main ELT (Enhanced Language 
Training) websites like Teachin-
gEnglish or Onestopenglish.

They have written a book which 
covers the in’s and out’s of why the 
use of tech tools is increasingly 
important, how to go about im-
plementing tech-related literacies; 
and even a chapter on professional 
development and research.

Chapter One provides a back-
ground to the theory and principles 
underpinning education technolo-
gy and is written in clearly defined 
sections that are easily accessible to 
those of us who are not yet ‘tech-
savvy’. Teachers will learn much 
about the possible implications 
involved when using these types of 
activities.

Chapter Two looks at how to 
integrate content and pedagogic 
knowledge with tech knowledge; 
through the use of a clearly explai-
ned grid, this chapter highlights 
(in a very effective way) the topic, 
lesson aims and even the functio-
nal language expected  for each of 
the suggested tasks. 

Unbelievably, the authors have ma-
naged to pack no less than 50 acti-
vities into Chapter Two; and what’s 
more, they have given alternative 
‘high-tech’, ‘low-tech’, ‘no-tech’ 
versions for most of the activities. 
Readers are spoilt for choice. Each 
activity is clearly laid out with level 
and time included, so that teachers 
can easily adapt the tasks to their 
classroom needs.

Even though Chapter Two makes 
up the main bulk of the book, 
Chapter Three (dealing with the in-
tegration of digital tools into stan-
dard teaching situations) is no less 
important. Titled “Application to 
Implementation,” it succinctly sets 
out different possible approaches 
for implementing the proposed 
activities. It also provides different 
contexts that teachers can relate to, 
thereby helping the reader envisage 
how their newly gained abilities 

with tech tools could play out in 
their own teaching environment.

Chapter Four takes things a step 
further for those who wish to 
develop their skills or even do 
action research in digital litera-
cies. It provides useful ideas to aid 
teachers in collating and collecting 
their ‘digital’ work. Chapter Four 
encourages readers to be pro-active 
in their professional development, 
through the use of PLNs (Professio-
nal Learning Networks) and blog-
ging websites.

Whether or not you have experien-
ce using digital tools in the clas-
sroom, this book is just too good 
not to invest in. I can assure you 
that this is one book that will not 
gather dust on the staffroom shelf. 
Rather, it will become an invaluable 
resource as you develop your skills 
in implementing digital literacies in 
a principled way.  

Sheona Smith is a British Council Teacher in Palma de Mallorca. Sheona writes: “I have been teaching English 
in Majorca for the last fifteen years. I work with two companies: Eurolang, a company which specialises in both 

General and Business English; and the British Council where, as well as teaching exam courses to young learners 
and teens, I am also the Cambridge YLE Speaking Examiner Team Leader. I am a qualified Cambridge examiner 

for all Upper and Lower Suite exams and have recently completed Cambridge Delta Module 1 and 3.” 

Digital Literacies by Gavin Dudeney, 
Nicky Hockly and Mark Pegrum. 
Pearson Education Limited 2013






