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Foreword to a Guerrilla Literacy Manual
Patricia Huion

Being a learner can be a fascinating journey. A few years ago I was asked to devise a way of teaching trainee teachers who had
repeatedly failed their basic literacy tests. It was a remedial course: a meeting place for all those who did not know how to
read, write nor speak their mother tongue at a proficient level. It was a scheduled course and every student who entered that
classroom at that particular time had already been branded as a failure. I don’t think I have ever entered a more down-trodden group of learners: silent, heads down, tense. It was also a now or never atmosphere: if they did not succeed this time
they would never be allowed to become teachers.
I swallowed. For me it was a long time since I had been teaching languages. I also wondered why they had so much difficulty
with these basic skills. Language had never been too difficult for me... So I felt incompetent, not knowing what I had to do.
It was a blended course. There were a lot of documents on Toledo: an excellent course, a lot of examples and tests. And there
was a limited amount of face-to-face monitoring classes.
I had to start with assessing their entrance level which included a three minutes’ interview. During this interview I had
to write down all their pronunciation errors on a pre-printed assessment document. On top of that I had to record these
conversations and post them so they could re-listen and link to this error page. I remember vividly thinking how artificial
and discouraging I found this set-up. To ease this ordeal I suggested three questions in advance, one of which was «what
happened in these basic literacy classes?»
To my utter surprise most students chose this question. Time and again I was treated to confessional narratives where students owned up all their sins: «I don’t know anything about grammar», «Interpunctuation doesn’t make sense to me», «I
have never ever used these words!», «If I were to speak like that they would laugh at me!». They all ended with something
like «I probably haven’t learnt enough». I had huge difficulties with writing down my error analyses. They all looked so defeated. I decided to start teaching about punctuation which seemed to me the easiest part. I showed them the page on which
the rules were explained and asked them to explain these to their peers.
Absolute chaos. «How do you know when a sentence begins?», «How do you recognize a main verb?», «What’s the subject of a sentence?»
I was baffled. But I also found myself at a loss. I didn’t have the appropriate language to teach them.
I despaired: I couldn’t understand how and why they came up with their very surprising answers. After 90 minutes we were
looking at each other in utter bewilderment. My students were panicking and I felt utterly ashamed: I had only made matters
worse.
The next class I apologized to my students. I told them I didn’t have a clue about how to teach them these skills. I asked them
if they were willing to help seek ways to tackle these problems. After all they were all on the verge of becoming teachers.
I asked them if they were willing to think aloud while making exercises. They were not too keen on that. Until they saw I
merely analyzed what was happening.
And that is how we discovered these fail patterns. We joked, encouraging each other to «please, make mistakes!» And in
true underdog style we looked for a nickname and that is how we started to call ourselves Guerrilla Learners!
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Guerrilla Literacy Learning: A definition
Patricia Huion (UCLL)

Grammatical rules are points of orientation. You can get there by mistake.
Het is de persoonsvorm.
Tegenwoordige tijd.
Derde persoon enkelvoud.
De stam is infinitief min en, dus lev.
De v staat niet in ‘t kofschip.
Dus is het hij leefd met een d!
Literacy in its basic definition is the ability to read and write. As easy as this may seem there is currently a global learning crisis, where 250 million of the 650 million primary school children worldwide are not taught basic literacy skills. In Western
Europe 96% reach grade 5 level reading skills. Yet 1 in 15 of 15 year olds still cannot read properly. Europe is confronted
with a very large group of students who are unable to acquire basic literacy. Students continue to fail tests and many quit
studying although they could have become very good professionals in different fields. As a consequence, teachers and researchers are looking for new ways of teaching basic literacy skills.
Furthermore, present day society allows citizens to move freely between different countries. This opportunity has created
a new kind of illiteracy where highly qualified and literate people in their native language become NEET people (not in
employment, education or training) in their new countries.
All these changes provide challenges to literacy learning and thus call for a new didactical approach.
Guerrilla Literacy Learners (GuLL) is a student-centred approach which helps language learners improve their language
acquisition skills. GuLL switches from how learners should learn to how they actually learn thus embracing the European
recommendation that if students fail to learn, teachers might want to teach in a different way. GuLL asks learners to reflect
upon the unorthodox links (Guerrilla patterns) they make and then remediate it. The patterns we have observed so far are:
◆ guessing;
◆ mixing rules unorthodoxly;
◆ applying correct rules in wrong contexts;
◆ applying mathematical logics to solve linguistic challenges;
◆ translating literally from one language into another;
◆ relying on body language to correct the mistakes.
An example of a Guerrilla pattern is knitting correct rules together in a wrong way:
*did he gave
In “did he gave” we have a student who knows the past, how to ask questions in the past and he knows his irregular verbs, but
he knits together two pasts rather than the past of the auxiliary and the infinitive of the main verb. We have observed that
asking students to describe their Guerrilla patterns helps them to improve their language level. As such Guerrilla Literacy
Learners empowers learners by coaching them into autonomous learners.
GuLL also aims to expand teachers’ repertoire of language teaching. Languages are quite often taught within a linguistic
frame. In GuLL, however, design research, user-centred spaces and narrative approaches will be added to allow learners
to make sense of their own attitudes. Traditionally most languages are taught through drill exercises focusing on one right
way of doing things. Guerrilla learners on the other hand first gain insight into their fail patterns through thinking aloud
exercises. They are also challenged to think up new ways of teaching their peers these Guerrilla linguistics which travel from
fail patterns to the correct use of language.
In this manual we develop a “Guerrilla” Flipped Class, on the model of “guerrilla gardening/knitting movement” intending
to improve public spaces through citizens’ creative contribution. The target audiences are individual learners, teachers, community-builders, librarians, and teacher training departments seeking learner-centred ways to improve basic literacy thus
decreasing the number of early school leavers. This manual empowers teachers to facilitate Guerrilla learning.
The manual consists of six main chapters: language-focused teaching approaches, learner-focused language acquisition,
case-studies of learner engagement, personal reflections on language learning, the GuLL approach, ways of evaluating the
GuLL approach.
The first chapter starts with a historical perspective of language teaching from structuralism/behaviorism, rationalism and
cognitive psychology, to social constructivism, from drill to conversation so to speak. Teachers are focused on the right
answers and errors are merely mistakes. They become the focal point in the next part: error analysis. Based on the test
results of Italian university students of English, a frame is suggested to categorize these mistakes using English grammar as
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meta-language. So far these approaches focus on language itself, on what students have to learn.
In the second chapter we move towards the agents (teacher and learner) and towards how mistakes are part of language
learning: Freinet’s self-correction and moral education, Roger’s self-assessment and student-centered, nonthreatening, and
unforced learning, Montessori’s desire to learn where mistakes become your friend.
Next we move towards Dalton schools featuring Helen Parkhurst’s reflective learning and self-correcting responsibility,
gamification and authentic learning, tapping into learners’ prior knowledge to increase motivation, and body, voice, hands
to deal with migrants’ difficult emotional baggage. We conclude with leaving the classroom for technology-enhanced oneto-one learning in libraries and discovering the possibilities of leisure time education.
Gull moves away from language-focused teaching practices where the teacher indicates the mistakes learners have made and
where grammar is used to describe these errors. Gull aims at recreating the desire to learn languages through user-centred
design, narrative coaching and art of hosting. It aims at creating proud students self-assessing their use of language among
a community of peers through graphic facilitation. It aims at creating learners who are in control of their own learning trajectory: meeting in on-line communities of practice and innovating their learning path in knowledge clips. They design new
identities and describe their mistakes in a non-specialist language that makes sense to non-linguists. They too use stories,
games, songs, authentic learning contexts to bridge towards a new way of learning in which mistakes become windows of
opportunities. In GuLL it is not important which mistakes they have made; it is not important whether they can self-assess
or prefer to rely on their community; but it is important that they understand how they created a mistake and how they can
correct it. The unorthodox ways in which they construct mistakes are called Guerrilla patterns. If we combine these with the
way towards the correct use of language we call it literacy. This manual teaches teacher, teacher trainees, librarians, community workers ways to unearth this Guerrilla literacy.
Of course we also need ways to validate this new approach. We therefore refer to European frameworks, European teacher
identity, and a European multicultural tool. However, as we feel that much of the talents Guerrilla learners have to use are
not mentioned in these assessment grids, we developed a GLAT:
Guerrilla Learner Assessment Tool and open badges to digitally reward learners’ input. We also propose a reflective learning
diary, peer assessment and ways to improve motivation as self-evaluation.
Now there is one thing left to introduce which is an intermezzo. Many teachers disconnect from their learner identity once
they become teachers. So we have written stories about our own learner experiences.
We hope you enjoy the manual and you are also invited to learn more in our MOOC. Of course we are eager to learn from
you. You can contact us through our website: http://www.pleasemakemistakes.eu/contact.html
References
EFA Global Monitoring Report. Teaching and Learning. Achieving Quality for All. Unesco 2013/4. Web. 4
April 2016. < http://unesdoc.unesco.org/images/0022/002256/225660e.pdf>
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OUTPUT I

BEFORE GuLL: THEORIES AND STORIES
CHAPTER I - BUILDING BRIDGES
I.1 Language acquisition
Guido Cajot (UCLL)
1. Language and Schools of Thought in first or second language acquisition
A definition of a concept or construct is a statement that captures its key features. So, a definition of a term may be thought
of as a condensed version of a theory. Conversely, a theory is simply – or not so simply – an extended definition.
A synthesis of standard definitions out of introductory textbooks could be: «Language is a system of arbitrary conventionalized vocal, written, or gestural symbols that enable members of a given community to communicate intelligibly with
one another». I want to add (a) the creativity of language, (b) the presumed primacy of speech over writing, and (c) the
universality of language among human beings.
A consolidation of a number of possible definitions of language yields the following composite definition:
1. Language is systematic.
2. Language is a set of arbitrary symbols.
3. Those symbols are primarily vocal, but may also be visual.
4. The symbols have conventionalized meanings to which they refer.
5. Language is used for communication.
6. Language operates in a speech community or culture.
7. Language is essentially human, although possibly not limited to humans.
8. Language is acquired by all people in much the same way; language and language learning both have universal characteristics.
Yet with all the possible disagreements among applied linguists and researchers, some historical patterns emerge that highlight trends and fashions in the study of language acquisition. These trends will be described here in the form of three different schools of thought that follow somewhat historically, even though components of each school overlap chronologically
to some extent.
1.1 Structuralism/Behaviorism
In the 1940s and 1950s, the structural, or descriptive, school of linguistics, with its advocates (Leonard Bloomfield, Edward Sapir, Charles Hockett, Charles Fries, and others) prided itself in a rigorous application of the scientific principle of
observation of human languages. Only the publicly observable responses could be subject to investigation. The linguist’s
task, according to the structuralist, was to describe human languages and to identify the structural characteristics of those languages. «Languages can differ from each other without limit and that no preconceptions could apply to the field»
(Twaddell, 1935).
The structural linguist examined only the overtly observable data. Of further importance to the structural or descriptive
linguist was the notion that language could be dismantled into small pieces or units and that these units could be described
scientifically, contrasted, and added up again to form the whole.
Typical behaviouristic models were classical and operant conditioning, rote verbal learning, instrumental learning, discrimination learning, and other empirical approaches to studying human behaviour. You may be familiar with the classical
experiments with Pavlov’s dog and Skinner’s boxes; these too typify the position that organisms can be conditioned to
respond in desired ways, given the correct degree and scheduling of reinforcement.
1.2. Rationalism and Cognitive Psychology
In the decade of the 1960s, the generative-transformational school of linguistics emerged through the influence of Noam
Chomsky. Chomsky was trying to show that human language cannot be scrutinised simply in terms of observable stimuli
and responses or the volumes of raw data gathered by field linguists.
The generative linguist was interested not only in describing language (achieving the level of descriptive adequacy), but
also in arriving at an explanatory level of adequacy in the study of language. That is, a ‘principled’ basis, independent of any
particular language, for the selection of the descriptively adequate grammar of each language (Chomsky 1964).
Cognitive psychologists asserted that meaning, understanding, and knowing were significant data for psychological study.
Instead of focusing rather mechanistically on stimulus-response connections, cognitivists tried to discover psychological
principles of organisation and functioning.
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Cognitive psychologists, like generative linguists, sought to discover underlying motivations and deeper structures of human behaviour by using a rational approach. That is, they freed themselves from the strictly empirical study typical of behaviourists and employed the tools of logic, reason, extrapolation, and inference in order to derive explanations for human
behaviour. Going beyond descriptive to explanatory power took on utmost importance.
Both the structural linguist and the behavioural psychologist were interested in description, in answering what questions
about human behaviour: objective measurement of behaviour in controlled circumstances. The generative linguist and cognitive psychologist were, to be sure, interested in the what-question; but they were far more interested in a more ultimate
question, why: What underlying reasons, genetic and environmental factors, and circumstances caused a particular event?
1.3. (Social) Constructivism
Constructivism is hardly a new school of thought. Jean Piaget and Lev Vygotsky, names often associated with constructivism, are not by any means new to the scene of language studies. Yet constructivism emerged as a prevailing paradigm only
in the last part of the twentieth century.
What is constructivism, and how does it differ from the other two viewpoints described above?
Constructivists, not unlike some cognitive psychologists, argue that all human beings construct their own version of reality,
and therefore multiple contrasting ways of knowing and describing are equally legitimate.
This perspective might be described as «[…] an emphasis on active processes of construction [of meaning], attention to
texts as a means of gaining insights into those processes, and an interest in the nature of knowledge and its variations, including the nature of knowledge associated with membership in a particular group» (Spivey 1997). Constructivist scholarship
can focus on «individuals engaged in social practices, […] on a collaborative group, [or] on a global community» (Spivey
1997: 24).
A constructivist perspective goes a little beyond the rationalist/innatist approach and the cognitive psychological perspective in its emphasis on the primacy of each individual’s construction of reality. Piaget and Vygotsky, both commonly described as constructivists, differ in the extent to which each emphasises social context. Piaget (1969) stressed the importance
of individual cognitive development as a relatively solitary act. Biological timetables and stages of development were basic;
social interaction was claimed only
to trigger development at the right moment in time. On the other hand, Vygotsky (1978), described as a ‘social’ constructivist by some, maintained that social interaction was foundational in cognitive development and rejected the notion of
predetermined stages.
Researchers studying first and second language acquisition have demonstrated constructivist perspectives through studies
of conversational discourse, socio-cultural factors in learning, and interactionist theories. In many ways, constructivist perspectives are a natural successor to cognitivist studies of universal grammar, information processing, memory, artificial
intelligence, and interlanguage systematicity.
2. The study of first language acquisition (FLA)
In principle, one could adopt one of two polarised positions in the study of first language acquisition.
Using the schools of thought formerly outlined, an extreme behaviouristic position would claim that children come into the
world with a tabula rasa, a clean slate bearing no preconceived notions about the world or about language, and that these
children are then shaped by their environment and slowly conditioned through various schedules of reinforcement.
2.1. The Behaviouristic Model of Linguistic Behaviour
This model of linguistic behaviour was embodied in B. E. Skinner’s classic, Verbal Behavior (1957).
Skinner was commonly known for his experiments with animal behaviour, but he also gained recognition for his contributions to education through teaching machines and programmed learning.
Skinner’s theory of verbal behaviour was an extension of his general theory of learning by operant conditioning. Operant
conditioning refers to conditioning in which the organism (in this case, a human being) emits a response, or operant (a
sentence or utterance), without necessarily observable stimuli; that operant is maintained (learned) by reinforcement (for
example, a positive verbal or nonverbal response from another person).
2.2. Cognition and Language Development/Social Interaction
At the other constructivist extreme is the position that makes not only the rationalist/cognitivist claim that children come
into this world with very specific innate knowledge, predispositions, and biological timetables, but that children learn to
function in a language chiefly through interaction and discourse.
In recent years it has become quite clear that language functioning extends well beyond cognitive thought and memory
structure. Here we see the social constructivist emphasis of the functional perspective: the function of language in discourse.
Conclusions
All three positions must be seen as important in creating balanced descriptions of human linguistic behaviour. Consider for
a moment the analogy of a very high mountain, viewed from a distance. From one direction the mountain may have a sharp
peak, easily identified glaciers, and distinctive rock formations.
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From another direction, however, the same mountain might now appear to have two peaks (the second formerly hidden
from view) and different configurations of its slopes. From still another direction, yet further characteristics emerge, heretofore unobserved. The study of language acquisition is very much like the viewing of our mountain: we need multiple tools
and vantage points in order to ascertain the whole picture.
If one considers language study as the memorisation of some vocabulary and sentence structures with “good” pronunciation, the entire effort is doomed to failure from the beginning.
Language is a complex whole: syntax (sentence structure), phonology (sound system), lexicon (vocabulary), semantics
(meaning), and pragmatics (usage). The mastery of all this requires thelearner’s total commitment for life, especially if the
standard sought is the educated native speaker.
Language learning is a process that takes time under the best of circumstances, when the learner is motivated and has everything available to help him to reach his goals.
Language practice must take place in a relevant and safe context while the learner is executing a task and having support
by the teacher. In other words, the learner will not only learn about the language but he will learn the language by using it.
This is what we want in GuLL: we empower the learner in a narrative coaching by letting him explain the way he is dealing
with his linguistic problem. The environment is safe, he talks about his Guerrilla technique and we try to understand and
support him. In fact, we make him aware of the way he is thinking. This awareness should help him to deal with the linguistic
problem in the future.
References
Brown, D. (2000), Principles of Language Learning and Teaching, Harlow, Longman. Chomsky, N. (1964), “Current issues
in linguistic theory”, in Fodor, J. A., Katz, J. J. (eds.),
The Structure of Language: Readings in the Philosophy of Language, New Jersey, Prentice Hall.
Piaget, J., Inhelder, B. (1969), The Psychology of the Child, New York, Basic books.
Skinner, B.E. (1957), Verbal Behavior, Boston, Copley.
Spivey, N. N. (1997), The Constructivist Metaphor: Reading, Writing, and the Making of Meaning, San Diego, Academic
Press.
Twaddell, F. (1935), “On Defining the Phoneme”, Language, 11, 1, Language Monograph N. 16, pp. 5-62.
Vygotsky, L. (1978), Mind in Society: The Development of Higher Psychological Processes, Cambridge, Harvard
University Press.
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I.2 Error analysis
Alba Graziano, Anna Romagnuolo (La Tuscia)
Error analysis (EA) is the study of deviations from target-language norms in second language acquisition (SLA). Indeed,
it developed in the field of SLA from the ‘60s onwards thanks to the work of Stephen Pitt Corder (1967). Formerly, Contrastive Analysis (CA), under the influence of behaviourism, aimed at identifying interlingual differences by predicting
and describing patterns that were likely to cause difficulty and could be “cured” with drill exercises (see Fries 1945; Lado
1957, 1964). By elaborating the idea of Interlanguage (IL) as an inevitable phase of language transfer from first to second
language and by appreciating it as progress making in language learning, Pitt Corder was able to distinguish between errors
and mistakes and to consider the former as a natural developmental stage.
Prior to identifying, describing and categorising errors, samples of learner language had to be collected; therefore, only
when computer sciences started to be applied to linguistic research and made quantitative analysis possible, EA was set on
scientific basis by relying on huge Learner Corpora. These are searchable computerised collections of language learners’
written or spoken production, and contain authentic language data produced by learners of a foreign/second language.
In terms of research, they can offer an opportunity to compare and actually describe what students can (and cannot) do
linguistically in quantifiable terms.
Computerised Language Corpora Research (CLCR) started in the late ‘80s and early ‘90s by basically combining Computer-aided Error Analysis (CEA) and Contrastive Interlanguage Analysis (CIA). It relies on the principles and methodology
of Corpus Linguistics (Firth, Halliday and Sinclair), which draw no distinction between form (grammar) and meaning
(lexicon), but consider them interdependent and indeed look for patterns associated with grammatical features and the
tendency of words to co-occur. The philosophy of this research methodology is undoubtedly statistical, based on recurrent
patterns (frequency→past observations / probability→future predictability).
Learner Corpora (LC) have played different roles in the linguistic and pedagogical research around language acquisition:
◆ as a research tool for the analysis of the features of IL (e.g. International Corpus of Learner English-ICLE: see Granger
2002, 2003, 2012; http://www.uclouvain.be/en-cecl-icle.html);
◆ as a pedagogical tool: to assist IL development (e.g. Longman Learner Corpus: see
http://www.pearsonlongman.com/dictionaries/corpus/learners.html);
◆ as a valuable resource for curriculum design: through selection and sequencing of grammatical phenomena;
◆ as teaching methodology: exploiting the corpus in class for inductive learning and planning assessment and self-assesment. Learners compare their IL and NL data-driven learning by using concordances from reference and smaller corpora
( Johns 1986). In this way, as James (1998: 258) maintains: «The way learning proceeds is by learners doing their own
error analyses, something that learners are naturally inclined to do but often need teacher guidance in doing effectively».
Through the analysis of learner corpora it has become possible to identify recurrent patterns of error in spelling, parts of
speech, morpho-syntax and lexicon, while the reference to native speakers’ corpora allows comparing under- and over-usage of expressions, identifying strategies of avoidance and describing the level of “natural” written production and the degree
of deviance from the “standard” norm, i.e. from the expectations of a literate adult native speaker.
All this might also result in an intrinsically theoretical limitation and in a practical drawback on the side of the EA approach
to teaching/learning:
1. It implies revitalising the “native speaker” model, which, particularly in the area of English as a second language, has given
way to a much greater tolerance as to accuracy, provided communication happens, to the point of appreciating the contribution of “foreign” speakers as one more form of linguistic creativity.
2. It does not seem to be enough to measure some of the problems foreign language students may have to face, which are at
the root of the most serious communication failures but are not strictly grammatical, rather connected to context experience, in the sense of lack of both experiential and socio-cultural knowledge.
Bearing pros and cons of EA in mind, the Tuscia team carried out an actual experiment in EA as a canonical starting point
for a project like GuLL, which deals with students’ errors, learning strategies, loss or lack of literacy and (pedagogical) retention and retrieval strategies. Our conviction is that EA should be part of teachers’ educational background since it can help
them contrast language systems, identify errors due to the IL phase and locate mistakes at the correct linguistic level. On the
other hand, we are just as persuaded that it cannot be proposed to students as a learning method just as much as grammar
(the scientific description of a language system with its metalanguage) cannot be presented to them but with an inductive
and a posteriori approach.
The LC we set up was based on first year exams of Tuscia University students of English in the BA degree of Foreign Languages in the years 2009-2012, the vast majority of whom were italophone but with some of different origin (either Erasmus
students or Romanian and Russian). The choice of using tests is justified by other experiences in EA, although we do not
undervalue the specificity of both the psychological impact and even more the “inauthentic” situation. However, the main
aim was to elaborate a corpus-driven error tagging system: i.e., after collecting the products of 112 students, we proceeded
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to apply the ICLE grid of error categories, verifying its validity but subsequently adjusting and adapting it to the reality of
our own corpus. So, we provisionally tagged 2451 mistakes and grouped them into 41 error categories, which seem to be
enough to describe this corpus even if it were to be enlarged (see Appendix). Since the texts used to compile our corpus
were just sentences to be completed, rephrased or contextualised by students, the corpus was not tagged, but an excel sheet
was compiled which might make both samples and data easily accessible.
Before illustrating the results of this research, a few words must be dedicated to refining the description of both the students
and the aim of the assessment following the course contents.
1. Just like most Italian children, these students have received at least 8 years formal schooling in English (in a few years they
will have had 13 years and more). Yet, the majority of them reaches at most levels A2 and B1 at the Placement Test. A questionnaire reveals different teaching methods, although the majority remembers very traditional grammar/translation and
textbook-driven approaches with some extreme cases of school teachers speaking Italian most of the time. Only few declare
some learning abroad and some informal learning, and not all of them seem to be digital natives, although the situation is
rapidly changing. As a consequence, what these (but one could say most Italian) students suffer from is little speaking capacity (aggravated by serious problems of pronunciation), limited lexical patrimony (especially in the field of collocations and
colloquialisms), no idea of language culture-boundedness, and above all NO AWARENESS of what they have been learning
(meta-cognitive competence), of how English really works (meta-linguistic competence) and of what can be done with a
language (performative and communicative competences).
2. The first year course held by prof. Alba Graziano is supposed to deal with theoretical subjects; still, given the circumstances, it tries to reconcile some meta-linguistic awareness with the practice of the general language.
It mainly attempts at
◆ inducing a communicative image of the language, by demolishing false notions about English grammar and enforcing
more flexible “rules”;
◆ contrasting Italian and English, by systematising the verbal system, the modality, the concepts of countable/uncountable
and defining/non-defining, pre-modification and word formation;
◆ making learning more fun, interactive and autonomous through the use of digital tools.
The verbal system in particular is practiced and tested through imagining “stories” behind single short utterances where only
the verbal form changes, so as to contextualise them in mini dialogues or meaningful pieces of discourse and showing what
the different use/meaning of the English tenses is. This is the part of the test that has been chosen to form our LC since it is
the most autonomous task and so one that might tell us something about learning strategies even from the observation of
the final product and not of the process.
The quantitative order of errors was in the following categories (see Appendix):
1. spelling and capitalisation (*My boss is always asking me to read his correspondence it seems that he wants to let my know
something.);
2. verbs (both use and morphology: *Yesterday I’ve had only a banana for lunch; *had invite; *can’t came, etc.);
3. lexical choices (*Have you got your lunch today?)
4. communicative efficiency in general (*My husband didn’t want to go to New York to do better his studies, but however
my husband had trained as an architect.);
5. word formation (*A: Will you have lunch with your boss tomorrow?? B: Yes i will, i’m so exciting!);
6. tense sequence (*Someone’s slept in my bed when I was studying.)
7. word order (*Why you aren’t in your bedroom?).
No wonder there are lots of spelling and punctuation mistakes (although these are students running for a Degree in
English!), since the prevailing use of fill in the gaps or multiple choice exercises in the practice of Italian teaching leaves
small or no space to practice writing or even copying whole texts. Errors on the verbal system, which are the scope of the
testing, are also expected (although not really welcome since they are the main target of the course!), but the greatest hindrance to communication is represented by the errors rubricated under n. 4, which at times reveal lack of imagination (ex:
*A: Have you had fish? B: Yes I’ve had fish for a long time yesterday.), at times a disproportion between inventiveness and
the requirements of the test (*The plumber has asked the neighbours of a block of flats: Are you having the water? The an
old women is answering: No, we aren’t!).
The majority of errors can be traced back to interference of the mother language and indicate that the main strategy to solve
communicative problems remains literal translation from the mother tongue, thus confirming what also emerged from
other research studies carried out in Italy (Prat Zagrebelski 2004). In our LC, they mainly affect verbal forms (*I call you
later; *Do you have lunch today?; *My husband has trained as an architect two years ago; *It’s the first time I see; double
future, and in general the whole of the future periphrastic, etc.) or produce lexical and syntactical calques (*all the day; *for
all; *what you eat?; *a lot of time ago; *to home; *give the permission; *people was saying; *this night; *for buy; *go in;
*houseworks / homeworks;*to have notice; double negation, etc.). Otherwise, you can notice examples of IL, which result

10
into “neither meat nor fish” language (*after I’m studied; *I was find; *I have hungry; *I would drink; *have you had already
bought; *I think will be difficult so; etc.), which might be considered as strategies of gradual familiarisation with the foreign
structure. A special case might be the so called duration form, which moves from a realisation with present tense following
the Italian use (*It’s this morning since I don’t eat nothing) to the use of present continuous (*Josh must be late, is two hours
that we are waiting for him, *Are you still having a snack? You are having it for two hours!), before reaching the standard
form with present perfect continuous.
As a provisional conclusion to our experiment, we are induced into believing that most errors are somehow absolutely “orthodox” in the sense that their culture-boundedness makes them predictable (even in the case of non-italophones). Possibly
their common origin can be traced back to a very traditional (grammar-translation) approach to the teaching/learning of
English and to the application of a Latin meta-language to a still fundamentally Germanic grammar. That is why we call for a
different LT approach/methodology which avoids teaching grammar in a traditional way and calls students to identify their
errors with their own personal labels and the causes of these errors with individualised stories.
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APPENDIX
Category

Total number of Tag
errors/category
(F) Form
533
FM
FS
(G) Grammar
873
GAW
GAM
GAR
GADJCS
GADJN
GADJC
GNN
GNC
GPW
GPM
GPR
GVAUX
GVMO
GVN
GVTA
GVTS
GVV
GADV
GWC
GWM
GWR
(X)Lexicogrammar 203
XCO
XPRW
XPRM
XPRR
XNUC
(S) Syntax
78
SWO
(L) Lexicon
222
LC
LP
LS
LFF
LNE
(P) Punctuation
118
PW
PM
PR
(C)Communicative 325
CU
efficiency
CI
CR
(S) Style
25
S

Total number
of errors/tag
136
397
6
36
42
7
1
6
35
12
22
35
8
28
15
29
308
136
3
27
28
57
32
17
101
25
35
25
78
14
48
122
8
30
16
119
53
195
122
8
25

Description
morphology (word formation)
spelling and capitalisation
article wrong
article missing
article redundant
adjective comparative/superlative
adjective number
adjective concordance
noun number
noun case
pronoun wrong
pronoun missing
pronoun redundant
verb auxiliary
verb modal
verb number
verb tense/aspect/finite/non-finite
tense sequence (consecutio temporum)
voice (active/passive)
adverb wrong
word class
word missing
word redundant
wrong complementation (dependent verb clause)
preposition wrong
preposition missing
preposition redundant
nouns uncountable/countable
word order
conjunction/connector
lexical phrase (chunks/collocation/phrasal verb)
lexical single
false friend
not English (calques/invented words/foreign words)
punctuation wrong
punctuation missing
punctuation redundant
unclear/wrong
incomplete
register
style
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CHAPTER II. TAPPING INTO LEARNING EXPERIENCES
II.1 The pedagogy of error
Carolina Purificati, Alessandra Smerilli (Asinitas)
1. Celestin Freinet
Freinet (1896-1966) was a French educator and creator of new teaching methods and techniques based on the creative
work of students. He based his research on pedagogical style and methods that are grounded in personality theory and
individual initiative, and on his experience of teaching in the public schools in France.
His concept of «natural learning», based on observation and experimentation, new techniques and cooperative learning,
sets him apart from many modern educators.
Freinet’s method of developing his own pedagogical style was based on intuitive search, selfeducation, practice, and experimentation. In L’histoire d’une pédagogie populaire (1974), he stressed: «Pedagogy is created by people who very often
don’t have teaching experience or they taught long, long ago, but who have plenty of time and the authority necessary to
speak in the name of educators» (p. 278). This conviction led him to search for his own methods and strategies of teaching,
appropriate to his abilities, skills, and beliefs. In the book Les dits de Matieu (1959), he describes his search for the natural
methods which can link school with the environment by likening the role of a teacher to that of a shepherd, gardener, or
breeder.
In Freinet’s vision the teacher is a fighter for societal change in the areas of democracy, freedom, peace, and the return of
ethical values. One goal of teaching is to impart values by creating an atmosphere of warmth, confidence, support, and hope.
The climate in the classroom influences all work and it must be an encouraging one. Freinet advises teachers to: «Show your
belief in children and goodness, and help, but be firm» (1969, p. 106). He believes that children should learn moral behaviour. He observes that an artificial atmosphere exists at school; the discipline that comes with notes, exams, and competition
teaches egotism, not moral behaviour. Morality at school should develop in the direction of help and cooperation. A new
method, a new role for teachers, and new organisations of teaching and educating can change the model of the traditional
school.
His school helps children prepare for life by teaching socialisation through independent work and self-discipline. This is reinforced by such devices as the school journal, where children write their remarks about school; work plans, where children
learn to design their own school work; and by «slip problems», which provide self-correction. This school is a place where
children feel empowered as a result of accomplished work. Marking and grading are provided by awards for achievements.
Freinet believes that such an approach to education helps children learn to overcome their own weaknesses.
In the process of development, human beings encounter different obstacles. If these obstacles are successfully overcome,
the fight provides stimulation, power, and satisfaction as well as direction for activities. The feeling of power, which can be
found in family, society, nature, or people, is very important for human development. The shock of defeat causes regression,
then action for the recovery of balance. If balance is not recovered, the result is “psychic deviation”, the influence of which
is felt throughout an individual’s life.
In these new premises, schoolwork is organised in a different way to that in traditional schools, where time is allocated according to the syllabus and subjects taught in accordance with an official curriculum that imposes a monthly apportionment
of time by subjects and a repetitive daily timetable. The importance of unscheduled activities arising from chance occurrences in the environment, and the concern to develop pupils’ independence, led Freinet to envisage a more flexible timetable,
composed of broad segments of time for work by the whole class and individual work plans. These plans are drawn up by
each pupil at the start of the week and are considered to be commitments, personal work contracts. Within this general
framework, ad hoc groupings can be set up. Evaluation remains a constant necessity but takes a different form. Collective
tests, administered at regular intervals as the pupils work their way through the syllabus, are replaced by techniques of
self-evaluation in the form of grids to be filled out each time new skills are acquired. The traditional compulsory syllabus for
arithmetic, spelling and grammar is presented in the form of more specifically defined skills in which the pupil tests himself
each time he/she completes a given “unit”. For this purpose “self-correction files” are created for use by the learner, either of
his own accord or following the teacher’s advice as difficulties arise.
Fifty years after its appearance in 1920, Freinet’s theory is still practiced in the thirty eight countries which are members
of FIMEM. In Canada, the Mouvement Freinet was introduced in 1966 in Quebec during Les stages d’entrainement aux
méthodes d’éducation actives (SEMEA); in Italy it is still practiced by the Cooperative Learning Movement.
2. Carl Rogers
Carl Rogers, best known for his contribution to client-centred therapy and his role in the development of counselling, also
had much to say about education and group work. Carl Rogers applied his experiences with adult therapy to the education process and developed the concept of learner-centred teaching. He had them following five hypotheses regarding learner-centred education (Rogers, 1951):
1. A person cannot teach another person directly; a person can only facilitate another’s learning. This is a result of his personality
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theory, which states that everyone exists in a constantly changing world of experience in which he or she is the centre. Each
person reacts and responds based on perception and experience. The belief is that what the student does is more important
than what the teacher does. The focus is on the student. Therefore, the background and experiences of the learner are essential to how and what is learnt. Each student will process what he or she learns differently depending on what he or she
brings to the classroom.
2. A person learns significantly only those things that are perceived as being involved in the maintenance of or enhancement of the
structure of self. Therefore, relevancy to the student is essential for learning. The students’ experiences become the core of
the course.
3. Experience that, if assimilated, would involve a change in the organisation of self, tends to be resisted through denial or distortion
of symbolism. If the content or presentation of a course is inconsistent with preconceived information, the student will learn
if he or she is open to varying concepts. Being open to consider concepts that differ from one’s own is vital to learning.
Therefore, gently encouraging open-mindedness is helpful in engaging the student in learning. Also, it is important, for this
reason, that new information is relevant and related to existing experience.
4. The structure and organisation of self appears to become more rigid under threats and to relax its boundaries when completely free
from threat. If students believe that concepts are being forced upon them, they might become uncomfortable and fearful. A
barrier is created by a tone of threat in the classroom.
Therefore, an open, friendly environment in which trust is developed is essential in the classroom. Fear of retribution for not
agreeing with a concept should be eliminated. A classroom tone of support helps to alleviate fears and encourages students
to have the courage to explore concepts and beliefs that vary from those they bring to the classroom. Also, new information
might threaten the student’s concept of him- or herself; therefore, the less vulnerable the student feels, the more likely he or
she will be able to open up to the learning process.
5. The educational situation which most effectively promotes significant learning is one in which threat to the self of the learner is
reduced to a minimum and differentiated perception of the field is facilitated. The instructor should be open to learning from the
students and also working to connect the students to the subject matter. Frequent interaction with the students will help
achieve this goal. The instructor’s acceptance of being a mentor who guides rather than the expert who tells is instrumental
to student-centred, nonthreatening, and unforced learning.
In this perspective Carl Rogers places self-assessment at the start and heart of the learning process.
Traditional assessment methods do not usually evaluate the potentiality and the processes at the base of each individual.
Instead they stimulate competition and performance anxiety, reducing cooperation and confrontation, so impeding any
changing in the learner. In a context of significant learning these obstacles can be removed if the teacher shifts the attention
from the contents to the relation.
Rogers believes that self-initiated learning becomes responsible learning when one evaluates one’s own learning. Goals and
criteria are established by the individual, who decides to what extent he or she has achieved them. Self-evaluation must thus
be part of experiential learning.
There are various ways to incorporate self-evaluation into learning: mutual discussion between teacher and students, written evaluations and self-grading, demonstration of fulfilment of a contract; self-analysis in comparison with standards or
norms or in discussion with other students. In a democratic education approach teachers and students share the criteria of
evaluation, the objective of learning, correction and self-correction techniques. The students periodically evaluate themselves in a collective discussion or a confrontation with the tutor. Mistakes are detected, shared with the class so that they
become source of collective learning which prepare and open to self-evaluation. In this way the class is set upon empathy,
mutual understanding and affective climate.
3. Maria Montessori
Maria Montessori is famous worldwide for her theories about the developmental needs of children, and applied them in
educational settings. Montessori’s focus on the “whole child” led her to develop a very different sort of school from the
traditional adult-centred classroom.
Montessori believed that the goal of early childhood education should not be to fill the child with facts from a preselected
course of studies, but rather to cultivate the child’s own natural desire to learn. She believed that real education comes from
within oneself, and is not taught by any other person, and that a truly educated person continues learning long after the
hours and years they spend in the classroom, because they are motivated from within by a natural curiosity and love for
knowledge.
Therefore, the Montessori method of education is designed to accommodate a child’s natural desire to think and discover
for him/herself (hence the motto Help me to do it myself). It is based on the principles of respect and independence where
young children are respectfully regarded as full and complete individuals in their own right, capable of developing a meaningful
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degree of independence and self-discipline, in following their natural urge to learn and explore their environment.
Montessori is designed to help children discover and develop their own unique talents and possibilities. Each child is treated as a unique individual learner. Children learn at their own pace, and learn in the ways that work best for them as individuals. This method teaches the child to think, not simply to memorise, feedback and forget. Learning becomes its own
reward, and each success fuels a desire to discover even more.
The prepared environment of the Montessori class is a learning laboratory in which the child is allowed to explore, discover,
and select their own work. The independence that the child gains is not only empowering on a social and emotional basis,
but it is also intrinsically involved with helping the child become comfortable and confident in their ability to master the
environment, ask questions, puzzle out the answer, and learn without needing to be spoon-fed by an adult.
Children learn by doing, and this requires movement and spontaneous investigation. Many exercises are designed to draw
the child’s attention to the sensory properties of objects within their environment: size, shape, colour, texture, weight, smell,
sound etc. Gradually the child learns to pay attention, seeing more clearly small details in the things around them. They have
begun to observe and appreciate their environment. This is a key in helping the child discover how to learn.
Montessori Education emphasises “active learning” and the process undertaken rather than the end product. The learning
environment reinforces the child’s independence and urge towards self-development.
This is achieved in three ways – beauty, order and accessibility. The Montessori materials are beautifully handcrafted and are
displayed on low, open shelves. Each piece of material has a specific place and they are arranged in sequence from the simple
to the more complex. It presents one concept at a time to the child and has a built-in “control of error”.
In a Montessori classroom concepts such as textbooks, grades, exams, punishment, rewards, and homework are rarely embraced or applied. Unlike traditional methods of instruction, the progressive approach focuses on cooperation rather than
competition and on personal growth rather than peer evaluation.
Students are assessed based on a descriptive summary of the child’s daily interactions and performance on independent and
collaborative tasks. A child’s individual and group creations are organised into a portfolio and progress report for parents
to be evaluated during specific periods of the year. It is the responsibility of the teacher to individually assess each student
through critical observation so that individual plans can be devised to help students overcome specific areas of deficiency.
The Montessori approach to assessment and reporting derives from the nature of Montessori’s philosophy and pedagogy
which facilitate targeted and personalised learning and development experiences for each child, the timing of individualised
lessons being determined by the detailed observation of each child by the teacher. The materials provide feedback to child
and teacher as to where the child is at any time on these developmental milestones and in mastery of skills and concepts.
There is a strong emphasis on individual choice and individualised teaching, based on the understanding that children do
not achieve those developmental goals, nor master those skills and concepts, in lockstep, but rather need to work at their
own pace, benefiting from the opportunities the three year age range provides to learn from and to teach each other, to be
inspired by others, and to value helping others.
Montessori education is specifically non-competitive, and eschews rewards and punishment in order to encourage the development of intrinsic motivation for learning in children. Children take ownership of their own progress through their
daily work journal, weekly individual conferences with their teacher, by requesting specific lessons as need arises, and by
maintaining portfolios of completed work. These materials, together with detailed daily observation of each child by the
teacher, form the basis of reporting to parents.
Such reporting is individualised, highly detailed, and focused on the strengths of the child as well as areas where further
development is needed. In Montessori multi-aged classrooms, all students are aware of each others’ abilities and are comfortable with working at their own pace.
The achievements of others are not seen as threatening, but rather as something to which to aspire.
Children are able to see that it is normal for individuals to achieve mastery in certain areas at different times and in different
ways. As a result, they are encouraged rather than discouraged, and ready to continue to tackle, rather than to avoid, learning
challenges. It is obvious that freedom of learning in the Montessori approach exposes the learner to mistakes, so the teacher
does not give prizes or punishment but stimulates fantasy and curiosity.
This does not mean that the students are left alone or that mistakes are left without being corrected, but usually the teacher
observes the class and their actions so that when finding a mistake she proposes the same situation again and the students
find the right way and the correction by themselves. Montessori believes that «it is not important to correct, but to check
the mistake». The focus is set on the individual, because each learning process is private, defined by the student himself.
It is impossible to cope with students in a standard way, valid for all of them. What is useful for everyone is the logic that
stands behind the educational practice and that has to be applied in case of a mistake. The child has to perceive that making
a mistake is natural and correct, does not have to fear it before it happens, and has to be satisfied anytime he can detect a
mistake and correct it. This is the best reward for any student: to be able to re-elaborate his/her actions.
Someone makes a mistake when experimenting with something new, and only who tries and experiments shows that autonomy and intellectual curiosity, which are necessary in the learning process. The more you take the risk the more you make
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mistakes. The fundamental ability is to understand what has driven you to make that mistake so as to find the right procedure. In this way the student’s mind can be reorganised, his/her sense of adaptation to new circumstances and situations improves. That’s why Montessori suggests: «we should have a positive attitude towards mistakes, consider them companions
and friends that live with us with a precise aim».
4. Building a mixed method
Our research follows the tradition of active education, educative cooperation and libertarian pedagogy, all those approaches that are person-centred and change-centred. Each person comes to school with a body and a story: this is the
motto of the Cooperative Education Movement in Italy, which has inspired us since the beginning of our work.
This means that anyone engaging in a teaching process has to put relationships at the centre of his/her approach. We believe
that one learns only within an authentic relationship, when bodies and stories can meet. At school, teachers and students
can grow up through encountering each other.
Learning a new language is a process of “spoliation” on the one hand and identity enrichment on the other. It means the
person is finally ready to accept a change, acquiring presence in the new country. The Italian language school serves as a
means to rediscover the word and to facilitate communication. For migrants the school is an ideal place of hosting and
caring because it guarantees continuity in relationships and uses the group as a means of individual learning and care. In
the western school tradition learning is only cognitive, separated from its bodily and affective aspects. The active education
methodology invests the whole person. In our school we use different and integrated channels of expression so that all the
multiple intelligences are involved: expressive labs, singing, playing, narration and writing.
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II.2 Dalton Plan: responsibility, independence and cooperation in a young learners’ classroom
Magdalena Galaj (36.6 Competence Centre)

What does a pupil do when given, as he/she is given by the Dalton Laboratory Plan, responsibility for the performance for such and
such work? Instinctively he seeks the best way of achieving it. Then having decided, he proceeds to act upon that decision… Discussion helps to clarify his ideas and also his plan of procedure. When he comes to the end, the finished achievement takes on all the
splendour of success. It embodies all he had thought and felt and lived during the time it has taken to complete. This is real experience.
It is culture achieved through individual development and through collective co-operation. It is no longer school—it is life.
Helen Parkhurst, Education on the Dalton Plan (1922)
Inspired by the intellectual ferment at the turn of the century, educational thinkers, such as John Dewey, began to cast a bold
vision of a new, progressive, American approach to education. Helen Parkhurst caught the spirit of change and created the
Dalton Plan. Aiming to achieve a balance between each child’s talents and the needs of the growing American community,
Helen Parkhurst created an educational model that captured the progressive spirit of the age. Specifically, she had these
objectives: to tailor each student’s programme to his or her needs, interests, and abilities; to promote both independence
and dependability; and to enhance the student’s social skills and sense of responsibility toward others. Parkhurst developed
a threepart plan that continues to be the structural foundation of a Dalton education: House, Assignment, and Lab.
Today, as in the early days when ABIS School4Child (Łódź, Poland) became a Dalton School, ABIS is committed to educating students in accordance with the Dalton Plan developed by Helen Parkhurst. This unique philosophy of education,
along with fine facilities and a dedicated staff, continues to enhance the school’s reputation as one of the most innovative
and successful educational institutions in the Łódź region.
Students at primary school ABIS School4Child begin using the Dalton Plan from a very young age. At the first grade, children are presented with opportunities to make educational choices about their learning and in the process discover how to
identify their interests and take responsibility for pursuing them. Over the years of their education, ABIS students learn
how to take responsibility for their own education. ABIS graduates frequently comment on how well prepared they were for
further stages of education (gimanzjum) because the
Dalton Plan taught them how to budget their time, seek out faculty, and take control of their own educational destinies.
How is work organized in ABIS?
House
An important pillar of the Dalton Plan for building community and attending to the needs of every child, House is the home
base in school for each ABIS student, and the head teacher is the parent’s key contact with the school. In the early grades and
later, the students’ body is comprised of students of the same age. In all grades the teacher guides and assists each student
in the learning process.
Assignment
The Assignment represents a contract between student and teacher. In addition to defining common obligations for daily
class work, long-term projects, and homework, Dalton Assignments are uniquely structured to promote the internalisation
and refinement of time-management and organisational skills, while offering students opportunities to develop their individual strengths and address their specific needs. The Assignment is introduced in the first grade and increases in scope and
complexity through later grades when the student moves forward in their education.
Lab
The Laboratory is integral to the educational culture of ABIS School. The word Laboratory refers to the one-to-one and
small group sessions between students and teachers which increase the traditional classroom instruction, combining study,
research, and collaboration. Students and teachers schedule these Labs at specified times throughout the school day to
discuss Assignment projects, expand upon questions of interest that arise in class, clarify issues, and explore new facets of a
topic they want to pursue. Usually it is Friday.
In grades 4-6, there are special rooms for each subject area that give emphasis to this independent interaction between
teacher and students.
The role of formal education in shaping students’ self-reflection on their learning process
A school cannot reflect the social experience which is the fruit of community life unless all its parts, or groups, develop those intimate
relations one with the other and that interdependence which, outside of school, binds men and nations together.
Helen Parkhurst, Education on the Dalton Plan (1922)
The task of developing good human beings and responsible social citizens requires empathy, deliberative reasoning, and the
moral imagination of all members of the ABIS community. The school remains committed to Helen Parkhurst’s original
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goals to create not only academically strong graduates but also those who will become informed, intuitive, and responsible
citizens.
The ABIS School is committed to providing an education of excellence that meets each student’s interests, abilities and
needs within a common curricular framework and reflects and promotes an understanding of, and appreciation for, diversity in our community as an integral part of school life. ABIS challenges each student to develop intellectual independence,
creativity and curiosity and a sense of responsibility toward others both within the School and in the community at large.
Guided by the Dalton Plan, the School prepares students to “Go Forth Unafraid.”
As an innovative school guided by the Dalton Plan, ABIS is an intentionally diverse community committed to a tradition
of life-long learning and educational innovation. The following are major principles that inform the daily learning environment at ABIS:
1. Valuing all dimensions of each child – intellectual, social, emotional, aesthetic, physical and spiritual.
2. Cultivating values of respect, integrity, compassion and justice to encourage community responsibility, combat prejudice
and engage students as participants in a democratic society and global community.
3. Developing intellectual independence and risk-taking through inquiry, direct experience and collaboration.
4. Valuing all disciplines – the arts, sciences, humanities and physical development in an interdisciplinary curriculum, mindful of our historical emphasis on music, dance, theatre and visual arts.
Within a defined but flexible curriculum, the formal Dalton education in the primary school ABIS School4Child individualises learning for children at different levels of development. Teachers vary the pace of instruction in the basic skills, enabling
each child to achieve both personal and academic success. Learning takes place either on a one-to-one basis, or in small
groups, or as part of whole class activities. Opportunities are provided at all levels to encourage children to become active
and independent learners, aware of their progress and flaws. Mistakes are a part of the process.
ABIS language learning builds on the children’s existing knowledge and rich linguistic experience and focuses on developing an increased competence in the use of the language arts: speaking and listening, reading and writing. Through careful
assessment, literacy skills are developed and supported starting in the earliest grades. Having been exposed to 7 hours of
English and 4 hours of French weekly, children in ABIS primary school receive formal instruction on a daily basis from their
language teachers and native speakers.
Students are taught to develop strategies using both phonemic awareness and syntactic cues.
Students are also exposed to a variety of language learning methods and techniques. The program enriches students’ language and vocabulary development through read-aloud stories, dialogues, poster creation etc. ABIS believes that reading is not
only a tool for learning that helps children to make sense of their world but also an excellent vehicle for opening up dialogues
about diversity, ethics, and values in a personal and meaningful way.
Through exposure to a rich array of multicultural literary themes, values such as respect, sharing and giving, empathy, community, and harmony are systematically explored and integrated through the curriculum at all grade levels.
The foreign language programme emphasises the interconnectedness between reading and writing, listening and speaking.
Writing instruction, which takes place daily, is an expressive, meaningful activity for the children. Beginning in kindergarten
(a pre-schooling program at ABIS), children are encouraged to put their own voices into print: their thoughts, ideas, illustrations, findings, and discoveries. Teachers work to create an environment of respectful “give and take” in order to nurture
the developing potential of young writers and speakers while simultaneously introducing them to conventional spelling and
grammar, through
On-going practice and review of these skills.
The children record their own stories, keep journals, write group poems, dialogues, and do individual research and which
they present in the form of project, poster or digital presentation. They learn how to edit, revise, and rewrite their own work.
Students’ own handmade books of their original stories and reports are carefully kept as part of the library collection. They
participate in projects where they create their own work (AMORES – cookery book according to Jan Brzechwa’s “Mr. Blot’s
Academy”). All their work encourages errors and mistakes which students commit in the process of their written and oral
activities. Still their responsibility, awareness and self-reflection allow them to self-control errors made. A lot of mistakes
and slips of tongue or typos are avoided thanks to peer work and work sharing. Students one-to-one sessions with teachers
are very fruitful, too. Students are guided into error correction and they are given responsibility for learning from their own
mistakes.
Conclusions
Dalton plan pedagogy allows teachers to adjust the pace of teaching and learning to the real possibilities of the child. It teaches self-reliance and develops initiative and independence in action and thinking of learners.
It inspires students to seek the best and easiest methods of work, it helps them to master the sense of responsibility for the
execution of the tasks undertaken. It implements individual learning of a child and it implements a harmonious cooperation
between the teacher and the student. It individualises students tasks and sets great store by using each student’s potential.
The process of education is visualised, allowing children to better understand and remember the principles of their functioning in an institution. Days of the week are assigned with one colour, and the plan of the day is illustrated. The name or
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symbol of the child is placed next to the illustration of operations for which he or she is responsible for- the children are
responsible for the tasks and commands they perform, for the teaching aids, which they use and the order in the room, as
well as for other children in their class. An array of tasks posted weekly, is set at the beginning of each week by the teacher.
Every morning the child chooses from among his/her tasks and implements them at his/her own pace. Children work in
pairs, every week they work with different students, even those whom they do not like much. This enables better cooperation of the group. The group consists of children of different ages, which gives the opportunity to learn by modelling from
older friends, older children learn to help younger ones. Although in formal education (primary they are more or less the
same age). This is used to implement the rule that the child should try to do tasks on its own (self-reliance). If they cannot
cope with the task, they should ask for help someone who already knows how to do the task (cooperation), and at the end
of the chain there is a teacher.
The fact that children are at different level of competence in the Dalton plan is an advantage as it gives teachers the ability
to guide children on the basis of tutoring. In Dalton education, children have the opportunity to experience and learn on
their own according to the principle “what does not pass through the hands of a child is not really understood by them”. The
teacher does not play the main role – he/she is present in the classroom as an observer and “comes in” only when he/she is
really needed, or to create the framework for the children’s activities.
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II.3 Learning with social disadvantage
Carmen Rădulescu (Ion Ghica)
Every learner has experiences that influence his/her understanding of the world. These unique experiences form the building blocks of learning and the avenues that provide opportunities for personal connections with new content. Though our
own unique experiences influence our understanding of the world, to what extent are individual differences reflected in
classroom instruction or in a school curriculum?
Often in the classrooms the student’s voice is silent. Perhaps many kids drop out because teaching and learning do not fit
into their range of experience and because their voices are unheard.
In Dâmboviţa region–Târgovişte municipality, the context is characterised by cultural and social diversity. There are Bulgarian and Roma ethnic groups, students with parents working abroad, teenagers coming from social services or students with
a good social and financial condition.
Although, as a rule, the term “disadvantaged” is associated with “special needs”, in the terms of the United Nations it includes
children from poor families or belonging to ethnic minorities. In this context, we speak more often about “social inclusion”
or “inclusive education”, thus defining the effort that schools make in order to remove barriers to education and to ensure
participation of the vulnerable to exclusion and marginalisation (UNESCO, 2000). The first requirement of inclusion is to
reduce or eliminate all forms of exclusion, therefore, inclusive schools are open and friendly, having a flexible curriculum
and high quality teaching practice, promoting partnerships in education (OEDC, 2007 ). From this point of view we believe
that the Economic College is an inclusive school.
The challenge for our teachers is to engage these students from the
outset so that they feel their ideas and experiences are honoured and
believe that they have a stake in their own learning.
A good teacher starts by being a diagnostician. She finds out what
students know about a particular domain or what experiences students may have had that will impact their understanding of a certain
topic, and builds upon such knowledge.
By accessing students’ “funds of knowledge” – the knowledge acquired from the students’ communities, socialisation patterns, and
non-school experiences, the teacher engages the students and allows
them to connect their own experiences and beliefs to the ideas and
notions being studied. For example, nowadays within the students’
interests we can find: playing games on computer, reading, drawing,
writing poems, singing or composing, cooking, sport. Considering that “learning is developmental”, which means we make
sense of our world by assimilating, accommodating or rejecting new information, we, as teachers, can design a motivating
and inspiring lesson only if we build a safe and attractive environment. Games are the best resources that comply with all
what we need: engagement, spontaneity and enjoyment, three essential requirements to make learning easier. Even more so
language learning: learners engaged in a motivating game want to participate and in so doing they need to understand what
others are saying and they need to communicate their own viewpoint creating a bridge among them. When playing, all the
learner’s attention is directed towards the outcome of the game and in this unconscious effort of being in action, inhibition
vanishes. Moreover, rules have to be interpreted, accepted and finally respected by all the participants during games, and
consequently the development of cooperative behaviour is guaranteed.
Below are some examples both from language classes and general classes, in which we tried to access the students’ experience in order to motivate them to learning.
Ex.1 Game: Word Brick – a popular game used for “building” sentences in English.
Content: The choice of word or topic category can make the game more or less challenging. (Basic Word Categories: nouns,
verbs, adjectives and adverbs, articles and pronouns, prepositions...; More Challenging Word Categories: countable nouns,
non-countable nouns, irregular verbs…; or topics like globalization, climate, media…)
Tap into: Students use the “bricks” to build complete sentences in English while they talk and play in small groups. At the
start of the game, each group receives a handful of Word Bricks and
engages in the activities that the teacher introduces to them. In order
to play more than one round, the teacher can call out a new category
or topic. The time limit can be adjusted.
All Word Bricks do not need to be made of the same materials.
Pictures or cut-ups can be used and in groups students can make
posters. Whatever material Word Bricks are made from, their name
reflects their use for building – which is what students do with Word
Bricks. Teachers can use anything that can be written on.
Pieces of paper will work, cardboard cut from boxes, flat stones,
large uncooked beans, smooth pieces of wood or shells.
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Students respond and interact by using their personal experience, imagination, and/or critical thinking skills to form answers. Because there are no fixed answers, each player responds according to his or her level of proficiency in English. Games
are suitable for all learners. Playing opens a crucial pathway to language learning not only because it grants the opportunity
to use the language in a flexible and meaningful way but also nourishes both the intellect and the soul.
Ex.2 Content: Applied economics lesson - Loans
Tap into: The teacher begins by asking the students what they know about loans: Are they familiar with loans? Are your parents
taking loans? To which purpose? Some students answer they know from their parents that if you need a huge amount of money to get some important things you can take a loan. That’s right. But, how many of you know exactly which are the steps, the
documents and the criteria a bank uses in order to give loans? The class is probably silent. So, we have to find out by researching.
The teacher asks the students to suggest whom they should contact in order to get this information, which should be the
approach, the questions, and the steps. The students brainstorm as the teacher notes these ideas on the chalkboard. The
students choose the bank they want to visit and record their reasons for it.
For some students, it is a parent’s job or working place, for others their future job interest or an opinion influenced by a
favourite TV serial. The students then e-mail the various banks for information on loans; interview people who have loans
(parents, relative, friends); use spread sheets to calculate their budget for food and lodging in order to establish the needs
and the revenues every month; they plan the loan; and word process daily journal entries about the documents they need in
order to get a loan. All the information is assembled in a portfolio and shared with the others in the class. Creating a song, a
drawing or a presentation about loans can be suggested in order to increase the retention of the information.
In this example, the teacher still presents a curriculum-based lesson but students have choices in determining the focus of the activity. The teacher initially hooks the students by finding out what
they know about a subject in particular, and by assessing their
general interests. While adhering to the curriculum, the teacher
encourages students to make choices based on their interests and
experiences and builds upon that knowledge.
It is true that many of our teachers would protest, saying that this
kind of activity is too time consuming, that it is far more efficient
to present them with the information, and they are right in a way,
since student-centred activities, particularly those involving technology, certainly require more time than the traditional lecture.
All teachers face major time constraints (time to plan, to grade, to cover the curriculum and prepare students for the exams),
but we should reflect on the goal of education for once. Is education a continuous preparing for exams and university? Or
should education be varied according to the individual and don’t children learn best by doing and adjusting to their aptitudes and interests?
Educational research and common sense tell us that we learn best when we are engaged with the material and when we see the
material as meaningful. Think back onto a wonderful learning experience you had as a student. Did the experience centre on a
great lecture or a workbook exercise? Or did it most likely involve a project, an activity in which you were engaged, excited,
and got a chance to show off some of your talents, knowledge and experiences? Do you still remember much of what you
learned?
By tapping into their knowledge about a particular topic we allow students to make connections between ideas, facts and
concepts. These connections may provide the hook to get students interested in a subject or topic (Hey, I didn’t know that I
knew that!) and allow them to shine in front of the teacher and their peers.
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II.4 Learning and working with migrants
Carolina Purificati, Alessandra Smerilli (Asinitas)
ASINITAS Onlus is a not-for-profit organisation founded in 2005. It is active in the field of education and social work. Its
mission is to promote the care, education, training, sheltering and testimony of Italian and foreign adults and minors. Its
primary work focuses on promoting processes of inclusion for subjects perceived by society as non-equals, in order to bolster their social presence. Active education, person-centred care, story-telling, and gathering of biographies and testimony
are the privileged methodologies. As an interdisciplinary working group it focuses on second language acquisition research
with students who have a low level of literacy in their L1 by adapting several methods, from M. Montessori to Freinet, to the
Italian experience of active learning with Cemea and the Movement for cooperative learning.
The organisation coordinates two schools of Italian as a second language for foreign women and mothers, refugees and asylum seekers, and migrants in Rome. The schools also include workshops on manual expression; listening spaces for Italian
and foreign women and families; theatre workshops; orientation on health services, culture, education and training; training courses for teachers, educators, sociocultural operators. The association promotes community participation through
different activities and social labs in cooperation with local institutions, local NGOs and communities to raise awareness on
the issue of international migration and inter-cultural exchange.
1. The two schools of Italian: who do we meet?
1.1 The school of Italian for asylum seekers, refugees and migrants
The school of Italian with asylum seekers, refugees and migrants welcomes each year about 200 men and women from the
countries of Western and Eastern Africa, Afghanistan, Pakistan, Turkish Kurdistan, Bangladesh, Morocco, Egypt, South
America. The environment is extremely heterogeneous both in terms of nationality and age.
Many of them are asylum seekers and join the school with a heavy baggage of complexity: the emotional burden of nostalgia
of their country of origin and the difficult situation it is going through; pending or interrupted emotional ties; a travel experience that sometimes takes years and involves a series of traumas, including the risk of life itself crossing the desert or the
sea; uncertainty about their fate linked to obtaining a residence permit; great bewilderment about their permanence in inadequate or chaotic migrants/refugees’ centres or anyway in precarious living situations, immersed in an incomprehensible
language and a different culture. The asylum seeker lives in a suspended time and in prolonged conditions of existential insecurity and uncertainty about the future. The text of this young Sudanese is an emblematic description of their experience:
The time has stopped for me when I entered Italy, the 05/05/2011. But I did not see anything, life has stopped when I entered Italy, you
cannot do anything, no documents, no work, no phone card to call the family, no clothes, clothing, there is not even good food, when
I am sick there is no medicine. I sleep no more during the night, every moment I’m worried, always worried. Night and day I walk
into the city. What do we do? There is no solution. There is not a person in Italy who speaks more about the luck immigration, not
a minister, not the president, not a man, not a woman, even the old people, no, no ... I’m sad, very, very sad. But I want the Italian
language, but when I think: “what do Italians do for me” I don’t understand any more Italian, so ... because my heart is tired, very
tired. My life has totally stopped in Italy. My life is blocked here, totally blocked. I say it’s so all over Europe, so not only in Italy.
(Karamoko Djawala – Sudan)
1.2 The school for women in Torpignattara
To better understand the kind of women we encounter at the school of Torpignattara, it is important to briefly describe the
neighbourhood where the school is located. Torpignattara is a district South-East of Rome. It is no suburban area: the central railway station is just 20 minutes away. It is perceived as such because there are many foreign residents, the institutions
are almost absent and the level of social conflict is very high.
Nevertheless Torpignattara is also a “lab” for intercultural coexistence and a ground where an important match for the future of Italy is played. It has always been an area of immigration: only that for the past 30 years immigration from Southern
Italy has been replaced by sizeable flows of immigrants mainly from Bangladesh. After the Bangladeshi, the other main
minorities are the Egyptian, Chinese, Romanian and Peruvian.
In most cases, the women we meet at school have not chosen to migrate. Often their marriages to men already living in Italy
for several years were combined between families, by proxy or by phone, causing in many cases the interruption of individual paths. If for some of them their departure was desired and seen as a synonym of opportunity, for many others it is suffered.
In both cases, however, there is a clash with an unknown context, about which they have received no previous information,
if not their husbands’ own stories – often untrue. That is why many women are not aware of their migration: they know that
they are going to Rome, in Italy, but they do not know the history, the food, the traditions, the culture, they do not know the
life conditions in wait for them. In a sense, those women never arrive in Italy, nor even in Rome.
They get to Torpignattara and remain there, locked in that corner of Bangladesh or Egypt their communities have reproduced for themselves.
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They live in a dimension of great loneliness for years: their husbands are mostly absent, totally engaged in underpaid occupations for the maintenance of the family. The numerous and close pregnancies are also lived alone and with great difficulty. Giving continuity to educational and professional careers started in the original country is almost impossible given
the hurdles implied by requesting recognition of their diplomas and qualifications and the difficulties with the language. Let
alone family and cultural conditioning.
Through its schools Asinitas has created welcoming and meeting contexts addressing the most vulnerable groups of the
migrant population. Its action-research has become a reference for the social and pedagogy world, foreign communities, and
is nowadays a point of intercultural exchange in the city.
2. Methodological research: our teachers
Our methodological research on the construction of educational contexts and teaching of Italian L2 follows the trail of movements and intellectuals who, in Italy and elsewhere, carried out important theoretical/practical research on methods of
active education: from Maria Montessori to Lamberto Borghi, who in turn drew its theoretical formulations from thinkers
of libertarian education such as J. Dewey and C. Rogers; from the Centres for Active Education (CEMEA) to the Movement of Educational Cooperation (MCE), who brought the thought and techniques of C. Freinet to Italy.
In the Western tradition of education, learning is almost exclusively cognitive and keeps bodily and emotional aspects separated. Active education, on the contrary, argues for an integrated individuality, in which every aspect of the person should be
welcomed and encouraged. In our schools we value the diversity of languages, and engage people in their entirety to stimulate multiple intelligences and capacity: bodily and playful activities, singing, crafts/hand workshops, storytelling and writing.
2.1 Body and voice
Body in its entirety is the main vehicle of learning: it is in the body that sensitivity and rhythms and most of our memories
lie; it is with the body that we enter the world as people and citizens.
Every morning, after breakfast with coffee, tea and cookies, we start with a circle. It is the initiation rite of the day, our good
morning and our call: we do not have attendance lists: in a circle we look at each other, who is there and who is not. We join
hands, we hear the neighbouring bodies, their warmth, support, sometimes the embarrassment. Those are our attendance
lists.
When we talk about migration the concept of presence acquires an essential value in relation to the double feeling of absence that the migrants carry with them: not only the physical absence from the country of origin, but also absence in the host
country. If praesentia means to be “in front of ”, does the simple fact of being in front of someone imply existence for that
person? Sharing the same city, the same streets, the same bus, the same neighbourhood does not necessarily mean being
present and visible to oneself and others.
Moreover, as Miguel Benasayag writes, in order to achieve true presence it is necessary to suspend judgement and especially
get rid of all those labels and superstructures which give us the impression of knowing who is in front of us, but actually
prevent the real encounter with the other.
To begin this long process, our first act of presence is the one concerning the body.
During the circle we stop our thoughts for a few minutes, as well as the difficulties of everyday life – the papers that are not
yet ready, the feeling of nostalgia for the family, the uncomfortable bed in the refugee centre. Often we start with a song, a
song from the Italian folk tradition: we listen to the melody, the sound of words, then we read them together and sometimes
we try to associate them with gestures to fix them more easily in our minds. Singing is good for the body: it activates senses
and facial expressions; it connects, excites, amuses.
Furthermore, in choral singing there is no need of individual performance, there is a collective voice in which you can feel
invisible and protected or, if you wish, you can show.
Other times we suggest to the students that they sing traditional songs in their own mother tongues.
Sometimes it is hard to begin, but most of the times the group picks it up and encourages it. The mother tongue evokes and
returns memory and dignity; singing discloses each and everyone to others by engaging the body and the senses without
demanding full comprehension. We also propose presentation games, bodily activation exercises, dances, trust games, cooperation and opposition games, sensory games.
The playful dimension leaves freedom to personal participation and allows mutual understanding within the group, breaks
up relational rigidity, puts emotions into play, and encourages laughing about oneself and others.
2.2 Storytelling
Stories set the inner life into motion, and this is particularly important where the inner life is frightened, wedged, or cornered. Story
greases the hoists and pulleys, it causes adrenaline to surge, shows us the way out, down, or up, and for our trouble, cuts for us fine
wide doors in previously blank walls, openings that lead to the dreamland, that lead to love and learning, that lead us back to our
own real lives… Clarissa Pinkola Estés, Women who run with the wolves
Most people who come to our schools have arrived in Italy and in Rome only recently. They are men and women who have
made long journeys through deserts, mountains, and seas. They run away from wars, persecution, poverty, and drought.
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Some of them bear deep inner dramas. For others it is rather the desire to travel, to learn, to study that pushed them to leave.
What unites these people is the inevitable fracture of life that migration brings along. What brings these people together is
the inevitable rift of life caused by migration. Knotting again the threads of memory from the places of origin to the places
of the present is a fundamental process for migrants, as well as re-locate and re-signify the personal story within the collective history of the world. The first act of appropriation of presence is, therefore, learning the language of the host country
without which one can only remain in a state of nostalgic closure.
But the language that normally is taught in L2 Italian courses as well as the one used in textbooks ignores the history of
these persons; it is a language that reflects only the practical needs of migrant integration, a language related to bureaucracy
and services. On the contrary, we care for the language of memory, ideas and feelings, the language of self-expression, of
relationship with the others and the world, the language that builds bridges and creates imaginaries. For this reason telling
and self-telling becomes a central practice of our didactic.
In order to do that, we use images of art, illustrated books, tales, mythological and traditional stories, poetry, films and stories concerning the real life brought in by our students. Stories about roots and identity, loss and suspension of sentimental
relationships, personal and cultural disorientation, travel, escape, change, adventure: these are all the cross-cultural anthropological aspects which do not speak directly about me nor about you, that do not ask nor intrude, but within which you
can recognise yourself and somehow also understand each other better.
In tales the hero, often poor and sad, leaves his original place and passes several tests before living cheerfully in a new
kingdom. Often myths also tell about metamorphosis and exile. After listening, reading, comprehending, discussing, we
propose narration on the subject, written or oral, for individuals or pairs. In pairs students address their stories to each
other, then they return to the group and everybody narrates in the first person the story they have just heard, as if it was their
own. When structuring a story, the sense of an experience is also revised and reconstructed according to the listener and the
context. The story and the exchange of experiences are meta-cognitive operations of highly effective training. Connecting
self-experience with experiences heard from others allows a glimpse into different possibilities, stimulates other meaning
processing, allows a better comprehension of one’s own story by giving it new meanings.
People are free to tell a story, decide whether to put themselves on the line or not. We do not care about the objective truth
of the events, we care about the “story of feelings”, if and how each person has the desire or need to express it. During the
writing we intervene as little as possible, in the conviction that correction and accuracy at this stage may impair the thought,
the language, the hand.
The restitution of the stories within the group is an important moment, it is made in a circle, in cosiness and silence, without
interruption, questions, judgements. Narrations then become traces to hang on the walls of the classroom, testimonies to
be included in the booklets that we publish each year at the end of school.
2.3 Learning by Doing
Creare è una forma di maternità; educa, rende felici e adulti in senso buono. Non creare è morire e, prima, irrimediabilmente
invecchiare. Anna Maria Ortese
Beside the use of body and voice, of narration and memory, it is essential to use the hands. This implies working on two
different dimensions: one is the use of didactical materials from the Montessori tradition (and therefore movable alphabets,
grammar boxes, language games, materials for logical analysis, etc.), which have the power to make the linguistic structures
tangible and promote experience before the revision at a cognitive level; the second dimension is the one of expressive/
manual workshops. We take good care of the “doing” – manual work – as we believe that learning firstly comes through
experience.
Approximately once a month, all the classes of the school get together in one area where various materials are provided,
which will be used to carry out a composition: students work together, regardless of how they can read, write, or apply
grammar rules.
We organise workshops at the end of thematic blocks: for days we work on a story, its contents, the suggestions and reflections it evokes. Then, during the workshop, the theme is brought to an interior and individual dimension throughout
a manual production. As with writing, everyone has the freedom to get more or less involved, to build what they want and
need to express, but without the language obstacle.
The workshop methods are always meditated and experimented first by the teachers’ team. That is important for the choice
of materials, which normally include recycled materials, fabrics, wools, yarns, natural elements, papers, colours and glues. It
is important that the materials are beautiful and diverse, orderly arranged in the classroom, and that the proposal is clear and
reassuring. The creative part is always followed by a more intimate moment of writing production.
We think that the ability of verbal expression can be strongly supported and conveyed through manual, graphic or painting
activities. It should be the hands to search for self-expression, because hands use a language that will generate new words,
new expressions and new communication. Creation reveals its author, sums up their expressive desire in the here and now
of the creative situation. The dimension of “doing” makes relationships easier through the use of shared materials and tools,
creates convivial moments, allows for everybody’s active participation, encourages mutual help and discussion. Despite the
anxiety it can generate at the beginning because of using manual skills that you might think you do not have, “concretely
doing” provides great relief because it shows that you can afford more than useful learning.
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It is fundamental that each participant feels reassured and sustained in case they refuse the creative proposal; they need
to feel that their work has been valued, and each one should be satisfied with their results. No one is allowed to leave the hall
feeling that they have failed. At the end of the day, students show and share their own work with the rest of the group, then the
final artefacts will be hanged on the walls or exhibited on the tables in the school, becoming the final trace of a common path.
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II.5 The Aleholm Model of Diversity

Elisabeth Mueller Nylander (Sävsjö kommun)
At Aleholm, the entire teaching staff works to assist marginalised groups with literacy. The immigrant students (about ⅓ of
the student population) face a number of difficulties as newcomers to Sweden, especially acquiring new languages (Swedish, and in many cases basic English as well). Many of the adult students who attend the school also struggle with mastering
the basic literacy skills required to pursue further education. Moreover, a number of the upper secondary students show
signs of decreasing interest and ability in language skills in both their mother tongue and foreign languages (English, French,
Spanish).
In keeping with the school mission to provide the foundation for lifelong learning, it is essential to encourage the student
population to empower itself through practice with the many forms of literacy that exist today, including language fluency
and digital tool use. Currently, the school is implementing a form of pedagogy known as one-to-one, in which each student
has access to WiFi and a personal laptop or iPad. The teachers are encouraged to attend courses so that they can aid students
in mastery of these digital tools.
However, there is a strong desire from both students and staff for improvement in this area. In short, the current model relies
too heavily on the individual energy of devoted teachers and there is a lack of systematic work on the ICT and literacy front.
In order to remedy this situation, one idea is to use the school library as a learning hub where both informal and formal
learning can take place. This is in keeping with the current trend that suggests libraries can be seen as a dynamic meeting
place for learning. The argument is that libraries should be seen in terms of the opportunities for activity they provide and
not just as a collection of books. Moreover, the aim of schools should be to ensure the presence of a school librarian, «if
students are to become critical thinkers and not just information gatherers» (Mueller Nylander 2014).
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II.6 Leisure time education

Alena Jůvová, Ondřej Duda, Adéla Antlová (Palacky University Olomouc)
1. The concept of leisure time
For humans leisure time has become a means of freedom and life fulfilment and its value keeps increasing for both an individual and society: leisure time gains an axiological dimension. In general, leisure time is defined «as a unique human activity
that derives from the personal and free decision of an individual and is dependent on the good will amongst all people. It is
a means to achieve a happy and contented life and is consistent with the objectives of environmental stability» (The World
Leisure organisation). Opaschowski (2006, p. 35) characterises leisure time primarily as a period of time in which an individual can do what he/she wants and what brings him/her joy and amusement. The German educator also defines the main
principles of leisure time education:
1. leisure time as a means of character development,
2. subject activity and development of creativity to overcome passive consumption,
3. focus on social contact and common experience of leisure time,
4. spontaneity, looseness and openness,
5. fun, joy and experience,
6. release and relaxation.
The theories of leisure time were an academic concern of the sociologist Joffre Dumazedier (19152002), who studied the effect of leisure time on culture, social relationships and lifestyle and laid down the conditions under
which leisure time can emerge. According to him free time is the time we have when we leave out all our duties (work, study,
family) and after we satisfy all our physiological needs.
Contrary to the positive view on leisure time we get after reading its definitions, scientists as well as parents speak of ill use
of leisure time by youngsters. Leisure time is both a great gift and a big risk at the same time. It provides opportunities for
development of child’s personality, but there is also a risk of social pathology. The problems associated with the use of leisure
time can be basically divided into two. Firstly, problems connected to a total lack of leisure time, and, secondly, problems
connected to the ability to use it really effectively. Children and young adults are mostly related to the latter: they cannot use
their time effectively (Žumárová in Kraus, Poláčková et al. 2001, pp. 161-162). The quality of individual use and experience
of leisure time can be influenced by:
◆ Social status: gender, age, health condition, marital status, influence of family environment, traditions and culture.
◆ Socio-economic status: place of residence, education, profession, qualifications, economic and material security, share of
power.
◆ Personality characteristics: value orientation of the individual, mentality, temperament, structure of interests.
Veselá (1999, p. 28) speaks of endogenous and exogenous factors influencing the way a particular child experiences its spare
time.
◆ Endogenous factors are the personal characteristics such as age, sex, health condition, physical and mental condition,
personality traits, interests, etc.
◆ Exogenous factors such as the environmental characteristics and social groups in which the individual lives (family, peer
group). What is important is the action of schools and educational institutions, as well as the local environment and the
society. And finally, we mustn´t omit the strong influence of the mass media.
Measuring by ways of experiencing leisure time, the family is the first model. A child receives and imitates the lifestyle of
parents and brings it into his/her adulthood (Pávková et al. 1999, 29-30). Parents bear the responsibility for education in
leisure time, as well as the education toward leisure time of their children.
Spending a quality leisure time with family is very valuable and it is a kind of a litmus test of its functionality.
2. Functions of leisure time
The functions of leisure time resulting from human needs, as determined by Opaschowski (1987 in Vážanský, Smékal, 1995,
pp. 30-31), are as follows:
Recreation: need of refreshment, recovery from everyday life stress, mental relaxation, sense of liberation from erroneous
and excessive demands, rest and sleep, good health condition (“mental health”), feelinggood;
Compensation: balancing the need for unilateral load and shortcomings, removing strain (doing nothing, laziness), waiver
regulations, rules and constraints, release from the set objectives and purposes, desire of nature, being unencumbered, carelessness and generosity, conscious enjoyment of life;
Education: need for knowledge and new learning experience, stimulating orientation and desire for experience, curiosity
in the behaviour and conduct of the tests, exchanging roles and learning to act in roles, the need to uphold and reaffirm
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oneself, the art of developing strong self and personality change, need of learning and activating one’s own possibilities of
action, cooperative life;
Contemplation: need for peace, meditation, self-reflection and self-esteem building, having and being able to buy time for
oneself, desire to get some distance from self, longing for a reasonable (spatial and internal) standoff, freedom from hustle
and nervous tension, independent life, sense of one’s own individuality, finding identity;
Communication: need for communication, contact and sociability, desire to be alone, wishing diverse social relations, intensification of quality leisure time spent with others (community), discovery of time for other things, increased perception
of feelings and intentions, empathy, love, tenderness, sex, sexual contacts;
Integration: need for society, collective respect, inclusion, sense of belonging to a group, common experience, need for
support and group atmosphere, search for emotional security, social security and stability, sense of connection with others
and interaction, work and play with others, recognition, social consciousness, family relationships, group feelings, positive
social commitment (readiness to help, respect, tolerance), social learning in a group and with the group;
Participation: need for participation, involvement and social self-esteem, opportunities for self-initiative, engagement,
participation and interaction at events, promotion of common goals and implementation of joint projects and aims, joint
decision and responsibility, readiness for cooperation and solidarity, shaping environment by social events;
Enculturation: need for creative development, productive application and participation in cultural life, need for independent growth of personal abilities and talents, promoting one’s own ideas and different solutions to problems, desire to one’s
own creative application, ability of expression, imagination, spontaneity, developing and expanding aesthetic feelings and
abundance of ideas, self-motivated and committed performance, game productivity, cultural activities and initiatives, active
participation and contribution.
3. Leisure time and education
As mentioned above, leisure time is time during which an individual’s process of education continues, though in different
context and under different rules. However, its positive impacts on learners will be not less important if he or she uses the
time well.
Education in leisure time differs from education in schools because:
1. it has an autonomous character (based on the interests, needs and abilities of the pupil),
2. it is based on a voluntary basis,
3. it is strongly present in the positive emotion, immediacy and spontaneity,
4. the relation of the educated person toward the educator is less formal,
5. education is indirect, functional, runs through the environment and children’s groups, so that children do not even realise
that they are being educated.
We distinguish upbringing in leisure time and for leisure time, i.e. leading individuals to the proper use of leisure time. Experiencing quality leisure time is one of the primary tools for prevention. Starting in childhood, the individual acquires habits
in leisure time (how to plan efficiently or how to relax properly).
Also the individual needs to navigate him/herself and develop their interests that might be a source of fulfilment and satisfaction in the adulthood (Pávková et al. 1999, p. 20). Education in leisure time targets the four following main functions:
educational, health, social and preventively developmental. Its implementation is defined by a series of requirements, such
as a requirement of voluntary activities, self-realization, diversity and attractiveness, sensitivity and sensibility or social contact navigation (Pávková et al. 1999, pp. 41-44 and 48-49).
All this makes leisure time a valuable tool in the hands of a teacher or a parent, through which it can be used to develop a
wide range of skills and personality traits of children and young adults. At the same time it is a valuable tool for an individual striving for his/her development. The range of activities in which an individual may be engaged in his/her spare time
is wide. There are leisure-based educational facilities such as youth centres, after-school centres and school clubs. Besides
these organised ways, unorganised activities also exist, which anyone can choose freely and spontaneously. Čech (2002)
mentions these activities as most popular among children: stay outside, doing sport, computer and videogames, games, TV,
artistic activities, reading a book, pet, stay in the countryside, sleep). In recent years, there is a growth in the use of ICT and
mass media. The increase in the use of internet is crucial, not least for our project.
4. Leisure time and GuLL
What we are most interested in is the part of free time which is devoted to communication. Most activities are somehow
connected to communication. Key is the question: How can we use our free time to improve our language learning? More
exactly, what opportunities does free time give us to help understand where mistakes come from?
Before we attempt to look for the answers to this question we should stress that only those who are really motivated to
learn a language and to try to understand it will be ready to devote part of their free time to study a language. They might be
intrinsically motivated but more probably teachers and parents will be engaged to find reasons why this extra activity might
be profitable to them (especially, when we think of young learners). Adult learners of a language will undoubtedly be more
self-motivated.
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What can a teacher or any educator (e.g. parent) do?
1. Prepare children to become more sensitive to any language traces they encounter during their free time (mother tongue
or foreign language): e.g. notices, newspaper titles, other people’s talk… and motivate them to pay attention to all
the mistakes they notice.
2. Make them bring these mistakes to mutual, group discussion. By these steps learners realise that other people make
mistakes, too. Through mutual discussion they become more sensitive and willing to analyse mistakes, and doing it in a
group of people might help them find inspiration before they do it individually.
3. Motivate learners to be linguistically productive and to be willing to analyse their mistakes (write texts, poems, songs,
comics, jokes, blogs, communicate through FB, orally… and during this think of the mistakes, they made and
analyse them).
4. Offer learners tools for self-correction (library, self-access material, internet connection…).
What can an individual do?
Be linguistically productive and reflect upon their products (utterances, pieces of writing). When they communicate they
can use spelling checkers, dictionaries, grammar books, online help, ask friends, google it (write the phrase to see whether
it exists) and check what they wanted to write/say. They can even analyse mistakes they have not made yet but which they
would most probably make in cases of doubt or absence of checking facilities.
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CHAPTER III. MY LANGUAGE LEARNING
During the creation of the Guerrilla literacy basics we all felt the need to talk about how we learnt a language. We realized
that prior to developing this Guerrilla Literacy, we should listen to our own language learning experiences. If Guerrilla Literacy draws on personal language acquisition, we should be its first learners. Secondly, we also questioned whether national
ways of teaching might have a dominant influence. So we share our testimonials per country.

III.1 Belgium, Flemish community - Patricia Huion
Going multilingual
I’m Patricia Huion and I’ve studied Flemish, Dutch, French, English, German, Norwegian. To me language has always
been a symbol of connectivity. I was taught Flemish at school but my father was Dutch and I spoke Dutch with my paternal
grandmother. My maternal grandmother didn’t like this and she quite often made comments about this, imitated my ‘posh’
accent. We lived near the French (Walloon) border. We went swimming in the French-speaking community for instance. I
still associate French with leisure activities and holidays. My paternal grandmother’s family fled to Manchester during the
first World War and my grandmother kept this love for the English language all her life. My maternal grandmother was a language lover too: she taught me the differences between regional dialects and studied AAANtwerps and BRUSSEls through
the radio as her children got married to these ‘aliens’. German was difficult due to our families’ history in the Second World
War and Norwegian became an option because my parents had Norwegian friends.
Language was not necessarily linked to class experiences for me. I studied grammar and vocabulary and I wrote essays.
Mistakes were indicated in red but I’ve never had a language lesson during which a teacher sat next to me and discussed the
origins of my mistakes. On the contrary mistakes were to be avoided. The link between grammar and mistakes had to happen on its own, I guess. I always hated grammar books, drill exercises, fill in the gap sentences, all kinds of closed exercises.
I read a lot and I tried to talk to non- Flemish people whenever I had the opportunity.

III.2 Italy - Silvia Tobaldi
Rhymes and Reasons
When I was a little girl I was fond of music. I was fond of pitch, volume, sounds, tones, and all the shades of colours created
rhythmically alternating notes and silences. I could feel this texture, see it and enter it. So, when my father played his Beethoven LPs, I sat alone, dreaming, imagining, wondering and wandering.
One day, I entered the kitchen to drink some water when something on TV caught my attention. There was a young woman
wearing a large straw hat and singing a song in a language I did not know. My mother was also singing, even though she was
a terrible singer and she had no idea of what she was saying. The song was so interesting to me that I immediately memorised
its melody and, believe it or not, its sounds. So, I kept on singing this song in this strange language, which for no reason I
supposed to be English, for years and years.
When I was 11 I started studying English at school. All I had to do was translating dialogues and learn them by heart. Copy
and translate, copy and translate, copy and translate. Grammar exercise after grammar exercise. Spelling, spelling, spelling.
I could see no difference between English and History; they were both about learning tons of boring information to repeat
to the teacher to make her happy. What was worse was that my English marks were quite bad and my English teacher was
not happy at all. I was very disappointed.
I could not understand how the English language could be so different from the song I was still singing in my brain. I was
working hard, though.
One day, my English teacher had the idea to duplicate the teacher’s audio-cassette to all her students, so they could practise
at home. I went home and immediately played that cassette. I was over the moon!!! Here were the sounds I was looking
for!!! Here was the melody!!! Now I could listen to this special music, I could analyse it and sing it. I could understand the
sense of grammar, memorised functions and structures and even my spelling mistakes disappeared. Was it magic? Not at
all, it was guerrilla! I could also connect the strange sounds of my favourite song to words and I even knew some of them! I
realised that only what sounded made sense in my way of learning. Was this because of natural inclination? Was this because
of passion? Was this because of a different ability? I did not know and did not care; I could learn that language by playing it,
and that was a fact. And so I nearly forgot about books but I would play the language year after year.
One day that Guerrilla schoolgirl became a young Guerrilla teacher of English. The first thing I told my students was «forget
about books». I said: «Well.... books are a useful support, but they aren’t alive! A language is not a language if it isn’t spoken and used! So, play your language, play with your language! Use what you want... computer games, films, music, videos,
forums, chat rooms, ... don’t trust your books, trust yourselves and find your way!»
I strongly believe that a teacher must be a coach. My guerrilla continues, I continue to sing that song, sometimes even to
my students.
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III.3 Sweden - Elisabeth Mueller Nylander
Let Me In On The Secret: why a Texas gal would embrace learning and languages
As the plane touches down, my stomach remains in the air and my thoughts return to the reunion ahead. I am back, and they
are waiting for me. They know I am not the same person now. I have gained a new perspective, and I will never look at life
the same way again. I will never be the same because now I know their secret.
The secret has always been around, ever since I was alive, and probably even before I was born. The secret was there when
I was young, but then again, I was always young because Elisabeth was born the baby of the family. Mark was never young
because he was my big brother. He was six years older and could do wonderful things. Mark could ride his bike without
training wheels and he could stay up late to watch «Star Trek» with Mommy and Daddy.
Mark’s snapshot taken in the camper during April of 1975 pictured me, Mommy, and Daddy’s camera. Mark even took pictures with his own camera just like Daddy. He took a picture of me one day in the family’s Volkswagen camper. Obviously I
was telling Mommy something very important when Mark pressed the little red button. I was probably showing her which
way on the map we should all go because I was very good with directions for a four-year-old. Where we actually ended up
that time or all the other countless trips, I can’t recall. We may have gone to Spain, Italy, France, or just for a drive through
the German countryside near our home in Heidelberg. All I can remember is that we listened to John Denver, and that I
knew all the words to «Rocky Mountain High» and Mark didn’t. In the slick black case shining in the sunlight. That camera
was very important, and I was not allowed to touch it unless I had special permission. It was actually able to capture the
secret sometimes. «Hands off, Elisabeth, don’t touch!». Although Mark had a camera that could do the same thing, he
didn’t really know how to use it yet. But Mark was learning, and then he would know the secret just like Mommy and Daddy.
The secret was there every day, and my search for it became a passion. I began to look for its essence among the many mysteries in my life. For a time, I thought the U.S. Army held the key. Daddy joined the Army before 1971, when I was born
in Houston, Texas. The Army was important enough to be the secret because it made big decisions. The Army could make
Elisabeth forget Daddy and fear him like a stranger when he returned from Vietnam. Later the Army moved us all to Germany. I couldn’t think of anything more powerful than the Army, and I always wanted a strong man like Mark’s G.I. Joe when
I played with my Barbie Dolls.
Somehow Joe’s presence was not enough, and my questions about why Daddy was something called an ‘officer’ were never
really answered. I soon gave up on the Army’s ability to provide me with the secret. The
Army just became something that perplexed me from time to time with its Officers’ parties that I saw through the keyhole
of my bedroom at hours past my bedtime.
The Camera and the Army were only two of the many mistaken ideas of what I thought was the secret. These and all other
aspects of my life would eventually become blurred and distorted images in my mind. Yet, I never gave up in my search for
the secret because even if I didn’t know exactly what it was, the rest of my family did. They knew because they were all older.
Their knowledge was a private bond that only the three of them shared. I felt left out and alone. My need to be in on their
secret became a hunger, and I desired to know what it was at all costs. «I’ll tell you when you’re old enough to understand».
That promise was their end of the bargain, and all I had to do was be a good little girl and do as I was told. I was told that I
should always pray and sit still in church. This was not always so easy and Mommy or Daddy often had to remind me outside
the church with a spanking. I was told that I should go to school. I am still going there. I did as I was told, but they never told
me the secret. I found it out instead.
My realization wasn’t sudden, and I didn’t just know the secret one glorious day. I had started to understand long before I
even knew what the words ‘camera’ or ‘Army’ meant. I began to comprehend the moment that I loved something. I don’t
know what I loved first, but all that matters is that I loved something. After that instant, my life became an explosion of moments that were dictated by my love for a particular thing like Mommy and Daddy, Mark, God, boys, my kitty-cats, America,
or anything. I always knew the answer, even as I searched for that ‘secret’ that I thought only grown-ups knew. I always knew,
but I could never put it into words until I separated myself from all that I knew and loved.
When I made what would be my last attempt at discovering my family’s secret, I chose to live my Junior year of high school
in Denmark as a foreign exchange student. My family had moved from Germany back to a small town in Texas, where we
had stayed since I had started school. I was convinced that I had stayed in my hometown too long, and that the secret lay in
my experiencing something radically different. I decided that
Denmark was different enough. I spent my time devoted to learning the Danish language and customs. I dreamt, talked, ate,
and breathed Danish. I became as Danish as possible and felt a real part of my own Danish family. I put all of my old self behind and allowed my Danish self to grow. I learned to love another culture and that was the answer. I had learned the secret.
Embrace some culture other than your own and you can understand yours.
As I walked off the plane and left my year as a foreign exchange student behind, they were all waiting there: Mom, Dad,
Mark, and all the American things I loved. We embraced and perpetuated the secret.
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III.4 Holland - Peter Frühmann
I walked on a small toad…
I have mastered the Dutch language bit by bit and people say that my Dutch is better than average. I do not have any accent
and sometimes I get compliments for that. I always answer that most Austrians learn to speak Dutch accent-free because
they have soft consonants like the Dutch. For example, Austrian and Dutch “t” sounds the same: a short “d” with the tongue
closer to the front teeth, a mild burst, not like the German “tch” which explodes from the teeth, no tongue involved. Vowels
are also similar: Austrians – like the Dutch – call an egg an “ei”, while Germans would say “aai”. I can make Dutch people
laugh when I do “ze Tcherman Aktsent”.
I never took Dutch lessons, I listened to people in the street, I listened to the radio, I read the newspapers, I mimicked words
until they sounded Dutch to me and I tried them out. One appreciated my efforts and tried to help. My breakthrough was
when I had a fit of laughter because I understood all ambiguous jokes told by a Dutch stand-up comedian. I had done it all
myself, it had been my initiative, I was proud of myself.
But there always comes the day when you die, of shame…
After about a year in Holland – it was summer – some of my Dutch friends invited me to join them to a house in France.
It was situated on the flanks of a mountain, close to a small lake, surrounded by forests. One day I had a strange encounter
while I was descending from a mountain, and back at the house I wanted to share this with my friends. When we had our
afternoon beer I started to talk: «I walked on a small path when I saw…» but I could not continue my sentence because
they all started to laugh. «You walked on a what?!…» I was puzzled and a bit offended, but good friends, as they were, they
explained. In Dutch a path is called “pad” but in Dutch the same word is also used for “toad”. The word I used for small path
was “padje” which in Dutch would mean “small toad”. The diminutive for a small path would have been “paadje”, a long “a”.
How could I not know?
The mistake I made was that I should have known (and learned) that there are – as in most languages – exceptions. The
Dutch diminutive for many words is the ending “je”. A narrow or small street is “straat-je”, a small child is “kind-je” and so
on. And a small toad is “pad-je”. A small or narrow path, however, for most Dutch is “paad-je”. Later I learned that both –
“padje” and “paadje” – for a small path are correct, but that most Dutch have agreed on the latter in spoken language. In a
way it seems to have become not so much an exception but a ‘dominant’ word, a norm. Hence the understandable hilarious
reaction of my friends.
And the strange encounter I had walking down the mountain on that small… path? I had met a witch and she… But that’s
another story.

III.5 Hungary - Judit Kertesz
Language learning without extra features
I think I have always been a ‘classic’ language learner. I have no extra ‘features’, I didn’t grow up abroad, my parents are no
diplomats. I’m just a Hungarian; I grew up in Russian and German cartoons.
I consider myself an extrovert person, I like to communicate and usually I’m curious about people and the foreign culture
around me. English was always part of my life and my second foreign language, Spanish, became my favourite language because it’s sheer melody. German was quite an unsuccessful attempt for me in high school (that would be another story about
teachers’ mistakes), but as I always say, I still speak it at ‘survivor’ level.
I remember I became more confident with languages when I met native speakers. Basically, this meant that when I wanted
to communicate, I had to talk, no matter what. I think I’m very lucky that I had many opportunities in my life to travel and
make international friends, so that living an ‘international’ life motivated me a lot to keep English and Spanish alive. Who
cared about mistakes when my interlocutor was just smiling and nodding. And yes, I think (hope) they understood what I
told them. Success! Who needs grammar? Nobody.
Of course later, when I started to work at an international company, I realised that grammar and correct speaking and rich
vocabulary are essential. I think that was a kind of ‘second stage’ in my language learning.
As I was writing this story of
mine I was thinking about
the key-resources of my
language learning process.
I wonder how this diagram
would look like to today’s
younger generations of language learners.
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III.6 Poland - Grzegorz Grodek
Discovering a love for literature through digital collaboration
Anna, an 11 year old primary school pupil from Poland, used to read rarely in her own time and would be embarrassed if
her friends saw her reading. Imagine, this year Anna’s Polish teacher and her class participate in AMORES project. Now
Anna reads a lot at home and participates in collaborative work with her peers on creating e-artefacts inspired by literature.
Yesterday her group finished a cartoon on Jánošík, the “Polish Robin Hood”, and published it online. Tomorrow during the
Polish class they will discuss the cartoon with their peers from the United Kingdom via videoconference. Anna is looking
forward to it.
More than a fifth of children and young people (22%) rarely or never read in their own time and nearly a fifth (17%) would
be embarrassed if their friends saw them reading. Many school students lack knowledge of national and European literature.
Teachers find it hard to interest children in reading literature, but agree that the use of ICT could help raise the level of students’ interest. However, in order to implement ICT in literacy teaching teachers do not only need expertise in using ICT,
but also innovative methodology that would exploit the use of ICT for reading and learning literature.
Based on the above, the AMORES project focuses on improving literature learning across Europe by improving students’
engagement with literature through a methodology based on interactive and collaborative use of ICT as well as on improving digital literacies of both students and teachers through the creation of e-artefacts, critical reflection on their production
and their use in social participation.

III.7 Romania - Carmen/Zoe Radulescu
Reading vs. Speaking
I do not know how things work in other countries, but in Romania, for many people of my generation, knowing English
was a real challenge. Coming from a culture that was very attached to French, I hardly replaced “je t'aime” (sic!) with “I love
you” — and I could not have done it if the times had not dictated it.
Everything was possible because of the way the social, cultural and scientific fields evolved. The period of academic preparation almost past, our only chance of studying English was… to act like a Guerrilla.
We felt as if we were trying to approach the language in the same way combatants do to an unknown field that has to be conquered. We had to keep going and we couldn’t admit we had a chance to be defeated. I must confess that the battle was not
easy at all, and very often our attempts to express our opinions were followed by the perplexity of the people who listened…
but I always thought that they deserved a second chance, so I reiterated the idea in other words and most often I added some
gestures that enriched such a poor linguistic universe….
The decisive moment for me was a teacher’s speech that I listened to. It was Petru Creția, the Romanian translator of the
most beautiful of Plato’s dialogues, in a popular show of the time (‘90s) – Musical Soiree – who said these memorable words:
I do not speak almost any language. I read them all as a “dead language”.
I know that the combination of death and life in this picture is rather morbid, but the author’s intention was, paradoxically,
one of resurrection, of a rebirth of the interest to learn foreign languages. At the same time, the respect for “the word” came
from a deeper understanding of Knowledge as being distributed more democratically than we would like to believe; no
language owns the universal Knowledge and wisdom in the whole world!
It is true that the classical period favoured some languages, such as Greek and Latin, to the extent that any chance to become
a “philosopher” was considerably reduced if somebody did not know Greek and Latin, but the modern ages introduced
into the equation a different language, English. When I say English, I don’t mean “to speak English” but “to read English”
meaningfully:
to have access to a source of highly original thinking.
So, although my verbal attempts were never higher than hills (because the dizzy heights of the mountains were reserved by
birth to the native speakers or to those gifted with a stunning native talent), I proudly face my mole destiny and I can dig into
the depths of a language that is foreign to me through a mechanism that involves reflection over the written word. I think I
am, in this respect, a powerful Guerrilla….

III.8 Czech Republic - Ondřej Duda
What was and what is my motivation to learn English?
This is a learning narrative from one of my students about his motivation to learn English.
I’ve been learning English since I was 6. The first few years were really terrible. In my opinion I was the best student in my class in this
subject. It was my only motivation at primary school. But we had a bad teacher.
She was dear and friendly. But she always spoke 45 minutes about her husband, dog or sister in Czech.
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Everything has changed since I went to the gymnasium. My teachers focused on all aspects of the language grammar, vocabulary,
oral and written English. We have also a native speaker from Southampton for two years and I love dialogues with him about sport,
culture or food. The quality of my English went up here.
I’m learning English because it will be useful for my job. It’s my hobby and I’m learning it because I want to, not because I have to.
For me, the best experience is speaking in English with the famous sportsmen from all the world every year at the Golden spike in
Ostrava. The best moment of my life was speaking with the fastest man of the planet - Usain Bolt from Jamaica. Only five minutes
of conversation with him was amazing.
My hobby is collecting autographs of famous people of sport, mostly athletes. So I need English often. My English is not the best, but
I am satisfied with my conversation because other people usually understood me.
Learning English is an important way to communicate with friends from other countries. For example in Croatia, where I was for the
last four years. I need this language to communicate with other players of volleyball or in the restaurant. So, this is my motivation.
After that I love watching films with subtitles, ice hockey, volleyball and football matches on the internet in English.

III.9 UK - Liz Mackie
Does correcting mistakes ruin language learning? A personal account from England
English. The third most common native language in the world. The most widely learned second language in the world. And,
increasingly, the primary language of international business, cooperation and friendship.
With English so widely spoken worldwide, why would native English speakers want to learn another language? The short
answer is that we don’t. Here in England, only 25% of the adult population can hold a “basic” conversation in a language
other than English. International surveys frequently put the UK at the bottom of any language-learning league.
It is not clear why language learning is so poor in England. A low priority within the national education curriculum is one
cause. The compulsory requirement for all pupils to study a language to age 16 was removed in 2004. The number of pupils
studying languages dropped like a stone, resulting just a few years later in very low numbers of language graduates and a
national shortage of language teachers.
But Government policy is only one part of the story. Poor experiences of language learning may be a bigger reason. Few
adults who have been through the English education system look back on their language classes with happy memories. Those endless vocabulary lists. Trying to make sense of gendered nouns. Rote learning verb endings. None of it was fun; none
of it was easy and little of it made sense.
Perhaps one reason why language learning is so difficult for English learners to grasp is that we don’t learn our own language
in this way. Of course no one has to consciously learn how to speak and understand their own language. But within our
education system we don’t learn English grammar so we are blissfully ignorant of the grammatical rules of our own language.
Most of us only become aware that language even has grammatical rules when we start to learn another language.
So we come to associate the boring, unimaginative and rule-bound world of grammatical structure with other languages.
We learn that the rules must be obeyed, that no one will understand us if we get the rules wrong. We become demotivated
and dismayed by our own inability to master this new world of grammar. A majority of us give up as soon as we can, which
now is at age 14, with relief that we don’t need to persevere, and with gratitude that we can get by in the world with English.
The mystery of this strict application of formal learning to other languages is that we seldom apply this to our own. A wellknown secret about the English language is that everyone gets it wrong all the time. And it doesn’t matter. Anyone who
has spent time here will know that English is spoken with huge variations but is still readily understood as English. Native
English speakers make mistakes all the time but, even in school, these are not always corrected. Because communication is
valued more highly than correctness and constant correction gets in the way of effective communication.
If we could find a way to teach other languages with the flexibility and relaxed approach to mistake making that we apply to
our own language, we really would be the world’s greatest linguists.

III.10 Italy - Alessandra Smerilli
The challenges of learning a language… for teachers and students from all over the world
Every October, for the past 10 years, the Intercultural Centre Miguelim opens its doors to the school of Italian for foreign
women. My class is composed of 25 women of different age and national groups, and 4 teachers: Maria Stella, one of our
long-standing volunteers, a truly creative genie, Gabriella, a former teacher of Latin and Greek, Simona, a young intern from
the language faculty and me. This year, all the teachers of the school collectively decided to put ourselves on the line right
from the start and briefly tell, with the help of short videos, some of the difficulties we encountered in learning a foreign
language.
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Stella has recently started learning English and her biggest problem is that she gets anxious when she has to speak. So much
so that she forgets all the words that she knew until one minute before. She needs time and quiet to get hold of the language.
Slowly, slowly.
Simona tells about her experience with Chinese: the difficulty and the beauty of the written language, but most importantly
the feeling of extreme disorientation once she got to Beijing. Despite months and months spent studying pronunciation
and tones, no one would understand her, and she would not understand anyone. How do you learn a language in which
the words horse (má) and mother (mâ) have exactly the same sound but with a slightly different tone? After 6 months her
pronunciation had considerably improved.
Gabriella tells us about Arabic, with sounds so different that she struggled to read and pronounce.
Solutions? She did not find any. Go back in time and be born in an Arab country, a voice from the class laughingly suggests.
Valentina talks about the “damn” English phrasal verbs: how is it possible that the same verb has all those different meanings? Tatiana, a Moldovan woman who arrived in Italy only 4 months ago, proudly pulls out the dictionary of verbs she
just bought. This is what Valentina needs!
I tell of the “sentimental relationship” that I had with Portuguese, a language so similar to mine that at some point I felt that
I stopped learning and did not progress anymore. Only thanks to the relationships I had with friends and loved ones could
I get my motivation back. Camila, a 28-year-old Brazilian, says that this story feels very familiar; she never thought it would
be so hard to learn a language so similar to her own…
Behts arrived in Italy when she was 15. She did not choose to move to Italy. Her mother was already living there for some
time and she had to join her. Italian was an imposition to her; she hated the language as much as the idea of leaving her
country. Once she got there, she did not speak for a whole month: the Italian she studied seemed like a totally different
language. And there was the fear of making mistakes. But the motivation slowly became stronger thanks to her schoolmates
and teachers, the desire to attend the university and finally the job as a teacher of Italian! Behts gives a piece of advice to the
students: you should not be afraid of making mistakes; they are vital in the process of learning a new language. Behts’ s video
is the most difficult for the students to understand, but it is also the one that strikes them the most. They see themselves in
those words.
At the end of every video, the students pair up to fill in a table that helps them with the comprehension: name, language
studied, difficulties, solutions — if any. They give advice, ask questions to understand better, speculate on possible ways to
overcome their problems, draw inspiration to tell something about themselves.
We spend some time thinking about the word ‘motivation’, and on the important relationships that can support it. They are
a bit tired but very satisfied.
On Tuesday morning we brainstorm all together. At the centre of the blackboard, I write “learning Italian”.
The connections it sparks are endless. For all of them the most important skill to master is understanding, and only then
comes speaking, reading and writing.
Who and what can help us in this process? The schools of Italian, the teachers.
The children, if any: children-teachers who never miss a chance to make fun of us when we mispronounce a word or misconjugate
a verb. Some of them say that their children prefer their fathers to go and speak with the teachers at school, they speak better
Italian, they are a bit ashamed of us.
Sometimes our husbands help us, but not much because they work a lot and when they get back home they just want to relax and
speak their own language.
Watching cartoons with the children, Cartoonito and Masha & Bear. They are much easier to understand than the news or
other TV shows. Nadia, a woman from Bangladesh who always gets to class literally out of breath, with the headscarf disorderly hanging off her head and a crying child who does not want to get used to the school, says that her TV does not receive
Italian TV channels, only those from Bangladesh. Someone offers to fix her antenna.
Sometimes internet. There are some websites where one can watch films from one’s own country or
American TV series with Italian subtitles, online dictionaries, google translator, which often lies though… I tell them about
our proposal to start a Facebook page only for us where we can exchange information, share school materials, study Italian
also from home when there is some spare time for it. They seem happy.
Then there is music: Tatiana loves Adriano Celentano and his songs. Camila shows us her notebook where she, right after
her moving to Italy, used to write down the lyrics of songs by Laura Pausini and Elisa and then tried to translate them.
Bangladeshi and Arab women struggle with Italian music instead: Poly gets a headache from it, the words go too fast, but
she would love to know it more. We decide that this year we will study a lot of Italian songs together.
Headache, confusion, what are the places where language does not come out so easily? Or what are the moments when it is
more difficult to understand it?
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At the doctor’s: sometimes they are nice and speak slowly, but often they are in a rush and impatient. There are women who never
go to the doctor’s without their husbands, those who always go with a friend, those who are ashamed to say they did not
understand. When we do not understand we should not stay silent. What can we do? Rabia, an Afghan woman, pharmacist, who
loves to study and has very clear ideas: speak slowly, please, I did not understand. Can you repeat? What does it mean? Can you
explain? We should not be afraid to ask.
Talking with their children’s teachers. Going to birthday parties of their children’s friends, where all the parents are Italian
and talk a lot. My head hurts.
In the stores we speak very little and often here in Torpignattara we shop in stores owned by some fellow countrymen, say
the Bangladeshi women.
Rabia says that the main problem for foreign women in learning the language is that there are not enough occasions to speak
it. We stay at home with our children, and our friends are all from our home country. We teachers think that we could open
an afternoon space for conversation. What Rabia says is true: languages are learned by speaking and practicing. Without
being afraid of making mistakes. Mariam, an Egyptian woman who has been living in Italy for 6 years, said that once at the
bakery she died of shame when she asked for 50 bread rolls instead of 5 and the lady started filling a huge bag for her. Mzia, a
forty-something Georgian woman with a thunderous laugh, blushes and stops talking when someone laughs at her mistakes.
Mousumi, a Bangladeshi woman who works in her husband’s office, says that when her husband or other Bangladeshi people are around her she cannot speak Italian anymore; she feels judged.
The grammar and study of the language are important, all of them want to build complete and correct sentences. Alia, a
29-year-old Egyptian woman with 4 children - of whom two 1-year-old twins - wants to learn verbs in the present, past and
future tenses. L., a Thai woman who is in the process of divorcing her husband, has a very good command of Italian; she
mainly goes to school to spend time outside her house and meet other women. She would like to learn phrases. Fatima, a
tiny fast-speaking Bangladeshi woman who slurs words into each other both in Italian and Bengali, says that the hardest
thing for her is “persecutions”, meaning prepositions. We laugh together, it is true after all that prepositions are a
persecution. Jacqueline, a Brazilian 19-year-old woman with a 1-year-old son, really cannot understand the double consonants in Italian. Some of the other women do not even know what they are.
Some words come out: correct, erase, make mistakes. At the end of the brainstorming we write this sentence:
no matter if right or wrong, it is important to speak and write, it is important not to be afraid.
Each of them chooses a word from the brainstorming and writes a sentence to describe its meaning.
The following week we move onto individual work. Each student writes a short presentation regarding the problems she
encountered in learning Italian, what helps her, what blocks her and what she would like to improve this year. They write in
order to put their ideas into order before talking in front of the camera, like we teachers did. We will watch the videos at the
end of the year to see the progress in the pronunciation and verify whether they actually accomplished what they wanted to
achieve. We teachers have the duty to guide them in the process.
Thanks to this work we have been able to understand many things: the attitude one has in learning a foreign language tells
a lot about the person, their motivations, fears, strategies, allies, enemies. And what it means to be a foreign woman in Italy.
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OUTPUT 2

HARVESTING GUERRILLA LEARNING: METHODOLOGY
CHAPTER I: SETTING THE SCENE
I.1 Human-centred design in education
Judit Kertesz (NETRA)
We can’t solve problems by using the same kind of thinking we used when we created them.
Albert Einstein
As public education systems acknowledge the need to evolve, attention shifts from what kids are learning to how they are
learning. Just like in the case of the Art of Hosting method, the big question of student-centred design is “how”. In the case
of Guerilla Literacy Learning the aim of student-centred design is to create an environment where students feel free to make
mistakes during the process of language learning.
Student-centred is rather an approach than a method, which offers new ways for educators to be intentional and collaborative as they design solutions for their schools, empowering them to create impactful solutions for complex challenges. Wherever they fall on the spectrum of scale – from interacting with a student to engaging parents to managing one’s schedule to
developing whole new approaches to system-wide reform – the challenges facing educators are real, complex, and varied.
And they need new answers. As such, they require new perspectives, new tools, and new approaches.
Human-centred design (or in this case Student-centred design) puts the student in the centre of the education process.
Basically the approach shifts the emphasis from teachers to students and concentrates on the roots of motivation, engagement, knowledge, real needs and cooperation. A key element of every human-centred approach is to encourage the users
(this time the students) to express their opinion freely by making them feel that they are the main protagonists of education.
Keep in mind that design’s responsibility is to generate concepts and explore a wide range of possibilities that stitch the most
promising ideas together. The key to a successful design process is committing yourself to a real problem, not marrying the
first seemingly attractive solution that turns up.
According to the experiences there are several areas regarding GuLL that can be tackled with a human-centred approach.
The following elements describe the student-centred education (based on IDEO’s education tips, tailored to the GuLL
project).
1. Pull, don’t push
Create an environment that raises a lot of questions from each students (what kind
of mistakes do I make?, what kind of mistake is this?) and help them to translate that
into insights. Real learning happens when the learner feels the need to reconcile a
question he or she is facing.
Learning environment re-imagining is important because classroom design is the
main sign which shows our approach in relation to what we expect from our students. Standardised classrooms convey different messages to students, while personalised classrooms make students feel comfortable.
Applying the GULL method we recommend the creation of an environment where
they can interact more and feel comfortable and safe enough to make mistakes. Ask yourselves the following questions:
• What if we create a comfortable space together that meets the many needs my students have throughout the day?
• What if we re-imagine our school’s library for the needs and interests of today’s learner?
2. Create from relevance
Engage learners in ways that have relevance for them and you will capture their attention and imagination. In the case of language learning this can be reading the
news, collecting and talking about actual mistakes in others’ papers, watching cartoons, listening to top hits, using up to date memes to facilitate learning and facilitate discovering the mistakes.
Engagement is one of the biggest challenges of our time mostly due to technical progress in our life in general. According to scientific experiments if students are offered a fancy certificate for drawing a picture, those students are likely to draw a pictu-
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re... but then lose interest in drawing. Schools and curriculum requirements put the emphasis on routines, on right answers
and standardisation and provide “if-then” reads for the students. The mainstream teaching approach needs to be changed
in order to face the engagement challenges that might occur in education. Sometimes we should be good psychologists to
solve certain situations. In most areas of life ownership is a key element. Students like everyone else are engaged with things
they feel ownership for. In a compulsory school system people can feel ownership for all the things that are not compulsory.
In the first phase of human-centred design we should discover what these areas are. Ask yourselves the following questions:
• What if I ask my students to write down their personal learning goals?
• What happens if I praise my students’ effort and strategy and not their intelligence?
3. Be creative and let learners be creative
Let learners create a connection with their mistakes (draw them, play them, sing
them, etc.). Bring objects, pens, papers to class, use Story Cubes to tell a story.
This way they will connect better to their own mistakes and recognise patterns.
Ask yourselves the following question:
• What if I ask my students to describe the character of /draw/give a name to their
mistakes?
Learning experiences (curriculum) re-designing can be key since the needs of today’s
learners are evolving as rapidly as the technologies that compete for their attention. At the same time, our organisations and systems are stretched to their limits to
keep up with the same changing demands. This is the case with curriculums. Don’t
forget that you understand your students and your school like no one else, it is
your opportunity – and your responsibility – to create solutions for the challenges
you and your school face every day. You can follow a design process to be more
intentional about connecting this content to the interests and desires of today’s
learners by finding out more about the things that they do outside the school and
connecting that to the content you are bringing to them. Ask yourselves the following questions:
• How might I develop students to be active seekers of the knowledge they have little knowledge of?
• How might we include technology in my teaching practice?
• How might I help my students from disadvantaged backgrounds increase their vocabulary?
• What if I try gamification techniques in my language teaching practice?
4. Build a learning community
Learning does not happen in the learner’s mind alone. It happens through social
interactions with other kids, teachers, the community and the world at large (as
Benjamin Franklin said: «Tell me and I forget, teach me and I may remember,
involve me and I learn»).
Community learning exercises help learners to feel safe to make mistakes, be brave to correct each other and be proud of themselves.

5. A little theory behind....
According to IDEO (a company which applies design thinking in several areas) human-centred design has 3 main steps, that
we have have tailored to the GuLL project:
HEAR — When educators observe students, ask their opinion, trying to get to know their views on language learning
mistakes, ask them what is in their mind when they realise they made a mistake, observe them how they behave when they
make a mistake, get to know their needs, put ourselves in their shoes, identify ourselves with their challenges, with the elements that make them happy and motivate them to remember certain notions.
CREATE — This is the time when we think about ideas, possible solutions for the challenges; we can talk with other people,
read books, and think.
DELIVER — This is the step when we go back to our students and validate our ideas with them and see which solution
works. This step is very important because it ensures the sustainability of the idea.
It is important to know that this method requires energy, patience. It is an iterative process, i.e. when something does not
work we must go back and start all over.
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In case you would like to read more we recommend the following books and websites, beyond all of Sir Ken Robinson’s
books:
Ariely, D. (2008), Predictably Irrational: The Hidden Forces That Shape Our Decisions, New York, HarperCollins.
Pink, D. H. (2009), Drive: The Surprising Truth About What Motivates Us, New York, Riverhead, Hardcover.
IDEO HCD Toolkit for educators: http://www.ideo.com/work/toolkit-for-educators
MindShift: http://ww2.kqed.org/mindshift/
Design Thinking blog: http://designthinking.ideo.com/
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I.2 Narrative approaches to solve linguistic flaws
Peter Frühmann (The StoryBag)
Introduction
Angus MacGyver was an American television series hero in the late ‘80s. He worked for a fictional United States government agency. Educated as a scientist, he was resourceful and possessed an encyclopaedic knowledge and yet he solved
uprising complex problems by making useful and effective things out of “stuff ”, along with his ever-present duct tape and
Swiss Army knife. The (fictional) hero MacGyver became a symbol for innovative thinking.
In this paper we would like to appeal to innate narrative and creative skills, how we could apply those to language learning
and more specific, find ways to circumvent recurring and hindering linguistic mistakes. We would also like to challenge the
idea that it is always necessary to invent new rules, techniques and tools. Already existing and proven ones could be recombined innovatively to achieve mastering a language and being able to fully express ourselves. This may not be the aim of pure
linguists, but from our background in socio-ethology of communication (in contexts) and narrative approaches (including
storytelling) we would like to offer some other perspectives. We do not deny the importance of grammar.
Although grammars differ in different languages, the rules determine the playing field. We believe they do not determine the
game entirely. As ethics teaches us, rules can be interpreted. And strategies should allow flexibility.
Language learners build on a history of auditory (and thus oral) learning at home and with peers. If there is little culture
of “talk” at home (and this digital era might encourage that), then it would be appropriate if educators develop a culture of
“constructive talk”. A possible “grammatical error discourse” between educators and students might benefit from revision.
Articulacy and literacy grows through exercise and dialogue. Exercises can benefit from revision as well.
We wish to initiate a fruitful dialogue between teachers and students by offering teacher “divergent” coaching strategies and
students playful and creative opportunities for that. Dialogues can be elicited by a story or asking a question or vice versa.
Linguistic mistakes (as problems) can have a (hi)story, originating in early personal (and cognitive) development. There are
sometimes reasons for individuals to be loyal to recurring mistakes. Patterns evolve.
Narrative approaches as narrative coaching offer tools to discover inhibiting persistent patterns, deconstruct them and find
new solutions. Facilitating questions – questioning “The Mistake” – can play a role in this process. Within the context of
this paper we will highlight some important aspects of narrative coaching as a starting point, like externalisation and deconstruction.
Understanding processes and solving problems through thinking aloud is another approach.
Thinking aloud – sometimes called «think aloud protocol» – has developed out of reading (strategies) research but has
also found its way as a method used to gather data in usability testing in product design and development, in psychology
and other social sciences.
Inviting students to externalise and think aloud through facilitating questions will lead us to brainstorming, “questorming”
and the SCAMPER method and exploring alternative linguistic and cognitive playgrounds. Questions that open ways to
creative problem solving. Questions that MacGyver may have asked himself when in trouble.
By presenting these techniques and accompanying literature in this paper we hope that trials and/or pilots using some of
the proposed approaches will open a way for a “gentle challenge” and learning experience for both, educators and learners.
All approaches are strongly language orientated, have proved themselves successful and applicable in various combinations.
For the educator it may assist re-assessing the pedagogical and classic linguistic approach, moving from “rules” to “play” and
discover divergent and yet helpful linguistic strategies for further examination.
For the language learner it may be possible to externalise their mistakes, discover their (hi)story, use their innate creativity
and develop (divergent) strategies and innovative tools that they can pass on to their peers.
The language teacher becomes the “coach”, eliciting a dialogue, a conversation, inviting to thinking aloud (Please keep talking)
by asking facilitating questions and ready to listen to divergent and maybe surprisingly effective strategies.
Our minds can be Swiss Army knives...
1. A small (hi)story of mistakes
One cannot write a language unless one can speak it. One cannot speak a language unless one has listened to it. Listening,
speaking and literacy are mutually enhancing (Ghiabi 2014).
As mentioned before, we build on a history of auditory learning at home and with peers. Language is demonstrably acquired
through modelling. However, if little is offered, little will come out of it. If there is no stimulus to use language properly, if
there is no pleasure found in that, if language only serves basic communication, mistakes might not be found important and
thus not be corrected. These can become habits in all kinds of contexts.
Looking at the social context: if there is a (family) history in language mistakes, if whole populations accept that, mistakes
will be “inherited” and not even be experienced as mistakes. Some Dutch natives will say *Ik kon hem (English literally: *I
could him) when they mean Ik kende hem (English: I knew him).
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Everyone will understand what is meant (flexibility) and if none corrects the speaker (or does not dare to correct) he or
she will assume that it is correct and use it habitually, even if he or she hears someone else use the correct phrase. Until one
has to write a letter of application, an essay, a report, a thesis etc. that will be judged. Again from the Dutch perspective and
looking at a second language: *I have it cold (a literal translation of the Dutch Ik heb het koud) instead of I feel cold. If never
corrected by a polite second party one will assume it is correct and use it confidently again. Until... If corrected and still making habitual mistakes out of ignorance or arrogance, one could be labelled as showing “lack of interest” or outright laziness.
Digital (social) media and tools and the communication connected to them are another (situational) context. The digital
era may have created and/or creates (digital) natives and their peers with certain skills and competences: information hunting, visual representation, and (sometimes) unfathomable abbreviations.
For example: ATM it would not be EZ to write a GR8 paper with a clear MSG. Auto-correction or simply ignoring typing
mistakes will also lead to habitual mistakes with similar consequences as sketched above. If it will contribute to the quality of
language (operational literacy), contextual understanding (critical literacy) and thus proper knowledge intake and transfer,
remains to be seen.
In the context of the classroom, habitual (language) mistakes become (linguistic) errors and will be corrected. The question, however, is the way of approaching that by other than conventional practices. All our lives we are taught to do things
right. We are not allowed to make mistakes. We are even supposed to feel guilty when we make a mistake. Yet, teachers and
students can engage in different interaction.
2. Corrections: escape from the comfort zone
When students bring (sometimes habitual) language mistakes to the classroom they become linguistic “errors” and teachers
are expected to correct them. For a long time this practice has been accepted by teachers and students. Shaffer (2005) tells
us that recent authors challenged oral error correction, in this case in second language education. Examples are interrupting
classes and communicative processes, producing undesirable feelings in students, inconsistency in error correction and
even students taking corrections not seriously. One author concludes «that oral grammar correction should be abandoned». That would silence the conversation and reduce it to written information. We agree with Shaffer who concludes that
this no correction position is debatable since there is still space for oral error correction and allowing alternatives.
There are some aspects, though, where the critics of oral correction have a point. The “undesirable feelings” or “not taking
corrections seriously” deserve attention.
The first could work two ways: these feelings could be evoked by a very direct reaction and accompanying words used by
the teacher, e.g. wrong, there are rules or the inquisitive why (again)?. Words can punish, evoke shame and from that unease
or discomfort in the classroom context. Formal (and sometimes rigid) correcting can bring this about. The same uneasiness
could be transferred to social contexts as well and might lead to “safe” solutions, which may water down expressive language
use, orally and written. Not taking corrections seriously will also diminish the quality of language.
Turning back to our assumption that one cannot write a language unless one can speak it, it is interesting to look at Shaffer’s
suggestion that not correcting accuracy is acceptable when fluency is being stressed (e.g. in discussing a topic that is strongly emotional or deeply intellectual). Correcting accuracy would distract the speaker from his/her communicative process.
The same exception would apply when giving assignments to keep diaries or exchange letters with students because it would
stifle creative expression.
Indeed, if we still want to “work with mistakes”, the challenge would be to maintain fluency and at the same time work on accuracy. If the teacher could step out of the comfort zone of formal oral “correcting” to questioning in a different, “coaching” way,
if we look at mistakes in the contexts they originate or are used, we might be able to find alternatives that will not embarrass
the language-learning speaker.
If we can invite the learner to step out of the comfort zone of “habits” and work on the (hi)stories of mistakes, he or she
might find pleasure in exploring new paths to language acquisition and mastering. As just suggested, a “coaching” approach
could find its way that through questions like Where and when? and What and how? instead of Why?: for example Can you
remember when it...
3. Externalising mistakes: the Power of Questions
Shaffer (2005) gives us a start by offering non-threatening, face-saving formal corrections like treating the error as “a slip of
the tongue”, suggesting that the learner knows the correct form. Another form is a moment of silence when the student is
expecting a response. A non-verbal clue by the teacher will give the student time to self-correct, and it seems that 50-90 % of
students succeed. For some learners focused emphasis helps (... “a” error...?) in the case of more familiar words or structures. The teacher may also address the whole class, thus taking away the attention from the learner. Another student can give
the correct form and it seems that learners are quite open to peer correction.
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Shaffer also stresses that different people have different preferences. He advises teachers to find out by trial and error and
intuition to get a sense of the individual student’s preferences and adjust their type of correction to the individual student.
Finally, Shaffer explains that error correction should be a two-step process: first take the ill formed construction and turn it
into a grammatical correct reconstruction; the second step would be to replace the error-free reconstruction with a semantic
equivalent that would be more naturally used. Shaffer’s example: *My family have four member → My family has four members
→ There are four in my family. The first focuses on grammaticalness, the second on naturalness.
The reader may have noticed that all these good efforts are still based in formal error corrections and rely on the initiative
of the teacher. Only in one case the mistake (error) is taken away from the learner and placed in the hands of peers, but that
still does not tell us about the cause of the mistake. The focus on naturalness seems to be a step towards alternatives, and this
could be taken some steps further. But all those well-intentioned examples lack questions. Our brain loves questions: they
engage us, they shift our mind-set immediately, we cannot but act. Questions fuel creativity and (critical) thinking. One can
ask questions about a mistake but one can also turn the mistake itself into a question.
At this point we should turn to what narrative coaching can offer and discover more informal corrections. The backstory of
narrative coaching is described by Drake (2014) who provides an overview of the fields that contributed to narrative studies: literary theory, humanities and psychology. In short, we will show that there are parallels to what we aim for in finding
alternative ways to deal with linguistic mistakes.
Literary theory concentrated on the analysis of texts and defined the central elements: «What was done (act), when and
where was it done (scene), who did it (agent), how did he do it (agency) and why (purpose)». Later the coda was added as
the element referring to the meaning of the story. The interest in the analysis of the interaction of text and reader also arose.
In the oral tradition the interaction and (dynamic) relationship of teller and listener was already evident (Gottschall 2012).
The interest in power and discourse issues moved the narrative frame into the humanities (e.g. political science, sociology,
anthropology), which led to a broader understanding of stories as a central fabric of social life and contextual understanding. It provided important insights into the processes by which we narrate our socially constructed experiences (Drake
2014). Individual stories also seemed to be formed by the forces of collective and cultural narratives. Campbell’s «Hero’s
Journey» (1949), a (relatively) universal concept of a physical as much as a spiritual quest, has been of considerable influence on narrative coaching.
The narrative frame has also been introduced in psychology. Drake presents William James’s distinction of the I (the subject)
and the Me (the object), followed by that of the self-as-knower and the self-as-known and of the author and the actor. All
reflect the tension for individuals negotiating their narrative identity over time, moving between identities that are socially
acceptable (Me) and authentic identities (I).
According to Drake, narrative coaching can be seen as a movement from text (literary theory) to context (humanities)
to subtext (narrative psychology), progressing from stories-as-objects to stories-in-context. Narrative coaching is inspired
by the work of pioneers like Michael White and David Epstein who introduced narrative therapy in the ‘70s as a form of
psychotherapy using narrative. Very useful concepts to our scopes are the idea of externalising problems and deconstructing
dominant narratives while finding better (or at least better acceptable) alternative narratives in the course of the therapy. In
the process the therapist is the listening collaborator or co-traveller who facilitates by asking questions. We apologise in advance that the following will be over-simplifying the great work of White and Epstein for the sake of our argument in favour
of alternative forms of mistake correction through inquiry and dialogue.
The idea behind externalising problems is that it is not the individual that is the problem, but that «the problem is the problem». The problem has power and skills, the problem represents a “truth” about the individual’s identity (White 2007). By
asking questions about the problem, the individual will be able to externalise the problem: by making it visible, describing
it and its traits, its skills, moments of power and contexts where and when it appears (see Fig. 1).

Fig 1: “Externalising” a Mistake
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By unravelling its cause (history) and what it causes (limiting narrative or belief) we are able to deconstruct it and its story
and explore alternatives. When we look at recurring language mistakes (pattern à habit à “problem”), we can see the parallels, not only with the onset of the (hi)story of a mistake but also with the role of the “coaching teacher”.
By that we are moving away from formal correction approaches and are able to explore more creative, empathic and - in
some cases - more pleasant approaches. Please make mistakes! becomes an invitation to explore the realm of the Mistake.
Look for the signal that tells you that something starts to go wrong. Allow that mistake and try, for instance, by talking and
“thinking aloud”. It may open a new, informal playfield for student and teacher, with formal objectives. We invite you to take
a side step and investigate “thinking aloud”.
4. Please keep talking!: Thinking Aloud
Think-aloud is a research method in which participants speak aloud any words in their mind as they complete a task (Charters 2003). In a broader sense, «think-aloud protocol» is seen as a method in testing and developing products, in psychology and a range of social sciences (e.g. reading, writing, decision making, and process tracing).
Different sources differ on the origins of thinking aloud. In the usability field «think-aloud protocol» has been introduced
by IBM, based on the techniques of protocol analysis by Ericsson and Simon, who already considered the possibility of
verbalisation during text comprehension in 1993. Elekes (2000) gives credit to Newell and Simon, particularly to their
problem-solving strategies (1972) while others (Charters 2003) trace it back to Vygotsky’s Thought and Language and his
concept of «inner speech», as evolving from the «egocentric speech» of toddlers’ monologues, also a form of thinking
aloud with the goal of solving problems. A form of “cognitive play”, and a thought we would like to hold for the next chapter.
Think-aloud also seems an essential part of in-service teacher training courses when talking about ways of improving students reading comprehension (Elekes 2000). Elekes informs us that teachers are mostly familiar with techniques as prereading, gist reading, skimming and scanning, but not about students’ reading habits and possible strategies. Elekes encourages teachers to become «small scale» researchers in that field. In one of her studies protocols revealed that readers seemed
to arrive at interpretations in different ways. Background knowledge did not always facilitate but hinder comprehension in
certain cases, lack of knowledge did not always result in failure to understand. «The reading process was influenced by the
reader’s idiosyncratic knowledge and an individual way of applying that knowledge» (Elekes, 2000).
Authors agree that the strength of the method (and the invitation Please keep talking!) is that it is the closest possible way to
get to the cognitive processes. It is also the weakest point of the method as it does reveal conscious processes available for
verbalisation, but not what is going on (unconsciously) in the reader’s minds (Elekes 2000).
All researchers – and these are researchers on reading comprehension – are enthusiastic about this approach, they even find
it enjoyable. Charters (2003) states that ideally researchers should aim for thinking aloud processes that are naturally verbal.
Processes that are not verbal, like physical actions or images, may be distorted when translated into words to meet the demands of a think-aloud task. This may be right for reading comprehension. We dare to differ when it comes to mastering a
language orally. Describing images (and letters and words are images as well), “seeing” the mistake (and even the actions
that were involved) seems one of the essentials when it comes to questioning, externalising and deconstructing it. We tend
to believe that “envisioning” new symbols, words, phrases, strategies, etc might also help.
5. From rules to play: The Gentle Challenge
Brainstorming, a creative thinking technique, was introduced by the American advertising executive Alex Osborne in 1939
and published as a book in 1942 (How to think up). It had initially been invented for groups with the idea that coming up
with the perfect solution immediately is very unlikely. It might be better getting every idea out of your head and then go
back to examine them afterwards. An idea that may have initially sounded weird may actually turn out to be a plausible
idea (or strategy) with a little modification. All ideas are considered legitimate and often the eccentric ones are the most
useful. Structured brainstorming delivers multiple answers to a “central question”. It taps into the brain’s capacity for lateral
thinking and free association. Other rules for brainstorming include creating a safe environment where individuals are not
criticised for their ideas, something resembling the narrative coaching setting. Ideas can be evaluated after the session but
(correcting) judgments during the process will be demotivating. Brainstorming has become a successful concept and not
only in advertising.
Questorming is a variant of brainstorming. It takes a somewhat different approach. Roland (1985) gives a description: «Its
aim is not so much to get a group to come up with “solutions” to a “problem” as to come up with well-stated and well-selected questions or problem formulations». On the one hand it is similar to brainstorming: defining the problem to be solved.
On the other hand it is brainstorming where the group has to find the answer to the meta-question: What are the best questions
we need to ask right now?
Questorming is based on the assumption that if people can ask the right questions the answers are often easy.
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Alex Osborn had devised an Idea Spurring Checklist of 83 questions to get the creative process going. These questions were
of help when Bob Eberle, an American educational administrator, was looking for ways to improve education. Eberle, as
Sir Ken Robinson (2007), was convinced that schools seem to «educate the creativity out of our children instead of into
them». He decided to design a tool to improve imagination and creativity in children and called it SCAMPER. This is where
we would like to point again at cognitive play (and Vygotsky’s «inner speech» and problem solving). SCAMPER offers
room for that kind of play.
SCAMPER is based on the notion that everything new is a modification of something that already exists. It also builds on
questorming and has originally been developed to help teachers and (young) learners by asking a set of facilitating questions that open ways to creative problem solving (Passuello, Litemind,
2015). Following Sir Ken Robinson’s other inspiring presentation (2010), it might also be a tool to keep «divergent thinking» alive. When we look back at MacGyver, his duck tape and Swiss Army knife solutions, he might have been of the rare
breed of “adult divergent thinkers”.
SCAMPER is still in use in a wide number of schools today, and has since also been embraced by adults as a generally useful
creative thinking tool: in marketing, product development and also problem solving, and – why not – solving linguistic
flaws.
It is not only a verb or a noun, it is also an acronym. Each of the seven letters indicates a creative thinking act (and connected
questions) to be performed on some attribute of the problem. The seven questions Eberle offers were derived from Osborn’s
original 83:
S=Substitute; C=Combine; A=Adapt; M=Magnify; P=Put to Other Use; E=Eliminate (or Minify);
R=Rearrange (or Reverse)
It starts with stating the problem/mistake you want to solve, the process you want to improve, the challenge you want to
take on. One could look at narrative coaching questions for a start, like when and where (does it happen)? and what happens
next?. The next step could be questorming and asking for how and what, for example: «How could you... and what would
you do next?».
Following the SCAMPER technique, the following basic questions can be asked and answered by “thinking aloud”:

Figure 2. Typical SCAMPER questions

Note that these questions are similar to questions any “hero” in a story can be confronted with. They are also questions a
helper or mentor could ask («What could you substitute...?», «How could you put... to another use?») to support the hero
in getting over “the threshold” (Campbell 1949) to the “next level”. The latter brings us to a “gaming” terminology and we
should realize that gaming is also problem solving (plus getting insights and acquiring competences) and is also following
the structure of folk stories and The Hero’s Journey.
The basic SCAMPER questions can be complemented by numerous “helper” questions and trigger words. Blogger Luciano
Passuello (Litemind 2015) offers an extensive list that can be even more extended.
We have not found SCAMPER literature clearly assigned to linguistics, but the vast literature choice and applications of the
method offer possibilities to add the SCAMPER method to the classroom when it comes to creative problem solving and
exploring new strategies when it comes to mistake (and error) correction.
Conclusions
In an attempt to look for alternative – and maybe innovative – ways of linguistic error correction we started to give an overview of linguistic “mistake” histories. When we look at errors as “mistakes” originating in personal histories (and stories)
of individuals we discover that different contexts (family, social life, classroom) offer different perspectives, also to error
correction.
As we stated in the introduction: grammars differ in different languages, the rules determine the playing field. We believe
they do not determine the game entirely. As ethics teaches us, rules can be interpreted. And strategies should allow flexibility.
While the classic error correction might appear harsh and rigid (rules, wrong, why), students still seem to be open to correction, but simply correcting might not be the solution to recurrent “habitual” mistakes, when a “successful” pattern has been
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established. A narrative approach that appeals to the creative (and social play) potential, that appeals to investigating the
past and present of “mistakes” and their appearance, might help teacher and learner to find a new playground where they can
meet and tackle the mistake. It means inviting the student to a dialogue and asking questions. Narrative coaching techniques
can help to “externalise” the mistake and investigate its story, “personality” and appearance (where and when).
Inviting to thinking aloud (Please keep talking) opens a possibility to knowledge about cognitive processes and development
of thoughts, which is exciting but as a single method would take us away from the initiated dialogue.
Questorming (derived from brainstorming) as a part of narrative investigation brings us closer to formulating the right starting question for investigation and the SCAMPER method takes the next step by offering creativity-stimulating questions
that help teacher and learner to explore “divergent” possibilities, interpret rules and start the “game” in a different way.
We realise that this – the narrative approach – is only one of many possible approaches but we hope that some of the suggestions in this paper will lead to (research) trials (and error) in the classroom in this project. Please make mistakes!, so we
can learn from them.
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I.3 How to gather new views through Art of Hosting and Graphic Facilitation
Kati Orav (Kating Noored)
Art of Hosting is a highly effective way of harnessing the collective wisdom and the self-organising capacity of groups of any
size. Based on the assumption that people give their energy and lend their resources to what matters most to them – in work
as in life – Art of Hosting blends a series of powerful conversational processes to invite people to step in and take charge of
the challenges facing them. Groups and organisations using the Art of Hosting as a working practice report better decision-making, more efficient and effective capacity building and greater ability to quickly respond to opportunity, challenge
and change. Based on conversation and questions, on how to invite people to participate and how to create a space, Art of
Hosting can become a new approach to learning, since learning is conversation and cooperation and conversing always
implies learning.
Using all the ingredients of good conversation
Why is conversation so powerful? More than any other form of human interaction, it is the place where we learn, exchange
ideas, offer resources and create innovation. Not every conversation works like this, though.
Many people experience meetings that are a waste of time, conversations that feel more like debates, and invitations to input
which turn out to be something altogether different. It is often the same at school: students want to contribute, but they
cannot see how. Teachers want contribution, but they do not know how to get it.
In GuLL we want to encourage teachers to bring more active learning into the classroom, encourage them to play with
space, questions and creativity to make learning more visible and meaningful. Art of Hosting offers a blend of some of the
most powerful methods to create open and meaningful conversation that leads to commitment and good results. In this
manual we only choose to illustrate some of the methods that are more adequate to a learning context. Each of them has a
powerful question at its core. Crafting a good question is a challenge and creating a great one is an art. It is worth spending
time on our questions because they open the door to whatever comes next.
1. CIRCLE

The circle is the basic form underlining all other forms of participatory process. In every type of organisation or group, we
meet in circles (even if they are around a boardroom table) to plan for the future, handle crisis, and listen to each other. In
the Art of Hosting practice we often begin and end meetings in a circle – it helps the process if participants can “check in”
at the beginning about why they are participating, and “check out” at the end by reflecting on what has been accomplished.
In class:
◆ Starting your lesson in a way that everybody feels welcome, noticed and can open their mouth creates a safe and open
atmosphere and gives the feeling that making mistakes is allowed and talking about mistakes or asking for help is very we
come.
◆ Ending your class with the Circle is a chance to let everyone speak again in order to get some feedback, do collective harvesting and give students opportunity to hear what others think, too.
◆ The Circle can be used for every kind of disciplinary subject and even more any time “hot” topics arise to give everyone
the opportunity to speak out and share their minds.
WELCOME OR START-POINT: Once students have gathered, itis helpful for the teacher, or a volunteer participant, to
begin the circle with a gesture that shifts people’s attention from social space to council space. This welcoming may be a
moment of silence, reading a poem, or listening to a song: whatever invites centring.
ESTABLISHING THE CENTRE: The centre of a circle is like the hub of a wheel: all energies pass through it, and it holds
the rim together. To help students remember how the hub helps the group, the centre of a circle usually holds objects that
represent the intention of the circle. Any symbol that fits this purpose or adds beauty will serve: flowers, a bowl or basket,
a candle.
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CHECK-IN/GREETING: Check-in helps people into a frame of mind for
council and reminds everyone of their commitment to the expressed intention.
It ensures that people are truly present. Verbal sharing, especially a brief story,
weaves the interpersonal net. Check-in usually starts with a volunteer and proceeds around the circle. If an individual is not ready to speak, the turn is passed
and another opportunity is offered after others have spoken. Sometimes people
place individual objects in the centre as a way of signifying their presence and
relationship to the intention.
SETTING CIRCLE AGREEMENTS: The use of agreements allows all members to have a free and profound exchange, to respect a diversity of views, and to
share responsibility for the well-being and direction of the group. Agreements
often used include:
◆ We will hold stories or personal material in confidentiality.
◆ We listen to each other with compassion and curiosity.
◆ We ask for what we need and offer what we can.
◆ We agree to employ a group guardian to watch our need, timing, and energy. We agree to pause at a signal, and to call for
that signal when we feel the need to pause.
THREE PRINCIPLES:
The circle is an all leader group.
1. Leadership rotates among all the members.
2. Responsibility is shared for the quality of experience.
3. Reliance is on wholeness, rather than on any personal agenda.
THREE PRACTICES:
1. To speak with intention: noting what has relevance to the conversation in the moment.
2. To listen with attention: respectful of the learning process for all members of the group.
3. To tend the well-being of the circle: remaining aware of the impact of our contributions.
FORMS OF COUNCIL:
The circle commonly uses three forms of council:
Talking piece: it is often used as part of check-in, check-out, and whenever there is a desire to slow down the conversation,
collect all voices and contributions, and be able to speak without interruption.
Conversation: it is often used when reaction, interaction, and an interjection of new ideas, thoughts and opinions are needed.
Reflection: also called Silent council, it gives each member time and space to reflect on what is occurring, or needs to occur,
in the course of a meeting.
GUARDIAN:
The single most important tool for aiding self-governance and bringing the circle back to intention is the role of the guardian. To provide a guardian, one circle member at a time volunteers to watch and safeguard group energy and observe the
circle’s process. The guardian usually employs a gentle noisemaker, such as a chime, bell, or rattle, that signals everyone to
stop action, take a breath, rest in a space of silence. Then the guardian makes this signal again and speaks to why he/she
called the pause. Any member may call for a pause.
CHECKOUT AND FAREWELL:
At the close of a circle meeting, it is important to allow a few minutes for each person to comment on what they have
learned, or what stays in their heart and mind as they leave. Closing the circle by checking out provides a formal end to the
meeting, a chance for members to reflect on what has transpired, and to pick up objects if they have placed something in the
centre. As people shift from council space to learning space to social space or private time, they release each other from the
intensity of attention which being in a circle requires.
May your circles be great teachers and places to rest on the journey!
2. WORLD CAFÉ
World Café gets its name from a cafeteria setting where small groups (4 or 5 people) all converse togetheraround tables. In
this case, a cluster of small groups – anywhere from 10 to 1000 – are in conversation about an issue that matters to them
or some work they are trying to do together. It is an ideal way to find out what a community is thinking and feeling about a
topic. After the first conversation, someone stays at the table as “host”, while the others move to a new table, resuming their
previous conversations with them. In this way, the threads of the various conversations are woven together and everyone
gets a sense of what is being discovered and developed in the larger group.
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Drawing on seven integrated design principles¹, the World Café methodology is a simple, effective, and flexible format for
hosting large group dialogue. So it should be perfect to use in classroom when: working with mistakes, solutions or ideas;
coming up with common decision; for making smaller groups where everyone can speak out; for changing groups where
nobody can be a leader.
How to use a World Café in an effective way?
Seat four (max five) students at small Café-style tables or in conversation clusters.
Set up progressive (at least three) rounds of conversation, approximately 20 minutes each.
Engage questions or issues that genuinely matter to their life, work, or community.
Encourage students to write, doodle and draw key ideas on their tablecloths (and/or note key ideas on large index cards or
placemats in the centre of the table).
Upon completing the initial round of conversation, you may ask one person to remain at the table as a “table host” for the
next round, while the others serve as travellers or “ambassadors of meaning.”
The travellers carry key ideas, themes and questions into their new conversations, while the table host welcomes the new
set of travellers.
By providing opportunities for students to move in several rounds of conversation, ideas, questions, and themes begin
to link and connect. At the end of the second or third round, all of the tables or conversation clusters in the room will be
cross-pollinated with insights from prior conversations.
In the last round of conversation, students can return to their first table to synthesise their discoveries, or they may continue
traveling to new tables.
You may use the same question for one or more rounds of conversation, or you may pose differentmquestions in each round
to build on and help deepen the exploration.
After at least three rounds of conversation, initiate a period of sharing discoveries and insights in a whole group conversation. It is in these town meeting-style conversations that patterns can be identified, collective knowledge grows, and possibilities for action emerge.
Make sure you have a way to capture the harvest by working with a graphic recorder!
3. GRAPHIC FACILITATION

Graphic facilitation is the practice of using words and images to create a conceptual map of a conversation. It is both process and product. Watching the graphic facilitator create the map as the group speaks is highly experiential and immediate. It focuses the group as they work, aiding concentration by capturing and organising their ideas. Everyone can watch their ideas take shape; the manifestation is most resonant with
the visual, spatial and systematic thinkers in the group, but it’s a powerful tool of recognition for everyone.
¹ 1. Set the Context, 2. Create Hospitable Space, 3. Explore Questions that Matter, 4. Encourage Everyone’s Contribution, 5. Connect Diverse Perspectives,
6. Listen together for Patterns and Insights, 7. Share Collective Discoveries.
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After the event, the map becomes a document; evidence of the meeting’s progress and direction. This resulting conceptual
map is an engaging and meaningful tool, because the audience watched its creation in relationship to their experience. Images
being emotional and subjective, participants can interpret the image and recall their own “Aha!” moments.
In classroom and learning situations it is a great tool for making learning visible, to harvest, to see the common understanding and results. It is used as a valid supporting tool for Art of Hosting methods. The students will have big white papers and
crayons on the table and the teacher will encourage them to write things down, to draw symbols, make lists and see patterns.
The teachers can use graphics and drawn maps to show the overview or raise better understanding of complicated learning
situations. Pictures make students talk, share, ask questions, collaborate and, most important, understand and participate
in their own learning.
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I.4 Learning through Facebook Groups as communities of practice
Patricia Huion (UCLL)
GuLL embraces Facebook groups as an integral part of the Guerrilla Learner strategy. We situate this learning strategy
within connectivist learning, linking linguists to language learners. Guerrilla tactics redefines mistakes as Guerrilla patterns
and focuses on how these patterns are created. As a consequence the process of creating the Guerrilla patterns is shared
within the public domain rather than the outcome which used to be the right answer or the name of the mistake based on
error analysis.
To gather these Guerrilla patterns we need to gather not necessarily examples of mistakes but learners willing to think aloud
and share with us their way of thinking while using languages. To be able to do this we have to connect to them informally,
create a safe learning environment, inspire a mind shift where learners are the experts and mistakes are innovative.
To facilitate this mind shift we introduce narrative work that turns learners from losers, unable to learn a language, to heroes
who create and share Guerrilla learning strategies. Secondly, safe environments are the core focus of creative ecologists who
design environments which invite learners to participate.
Thirdly, learners have not very often been praised for their originality in making mistakes. Teachers, learners and classrooms
share a history of disqualifying mistakes:
Throughout the tradition of teaching, the teacher has been expected to correct students when they make mistakes. This has also held
for the teaching of English as a second language – any oral mistake by a language learner requires a correction by the language teacher. This age-old practice has been accepted as desirable by teacher and student alike. (Shaffer 2005)
GuLL on the other hand admires this ability of thinking out of the box and starts from these experiences to create a language
learner’s trajectory. Our website pleasemakemistakes reinforces this approach.
Finally education has been dominated by content-based and teacher-driven perspectives. The learner’s experiences have not
often been taken into account in language learning modelling.
Linking these reflections to the high percentage of Europeans lacking in literacy made us move to a liminal place such as a
Facebook Group where learners can experiment with new ways of learning. Thus, we have opened learners’ and teachers’
Facebook Groups per country and one transnational umbrella teachers’ group (find all the links in the site www.pleasemakemistakes.com)
The teachers’ Facebook Groups serve several purposes. First they allow the teachers to move away from drill exercises and
error analysis to a user-centred approach. Secondly they allow them to see examples of Guerrilla learning and define patterns for it. Finally they help them adopt the Guerrilla learning strategy while giving them a place to share their experiences
experimenting with it.
The learners’ Facebook Groups are a safe place for learners to move towards the Guerrilla learner identity. The more they
are willing to share, the more they have become this new language learner enjoying having made a mistake and feeling challenged to find its link to the Guerrilla pattern.
The umbrella Facebook Groups share more theoretical views, link recurring Guerrilla patterns in different languages and are
the place for pattern discovery.
Obviously we cannot ignore the numerous dystopian Facebook narratives in education: shaming, blaming, trolling and
disrespecting privacy are frequently referred to. Not wishing to ignore these problematic uses of this social media, we would
however prefer to suggest a positive trajectory of Facebook use as a powerful educational tool creating openness within a
lively community of practice.
In “Teaching in a Digital Age” (Bates 2015) communities of practice are discussed as a «way in which experiential learning,
social constructivism, and connectivism can be combined». Bates refers to
Wenger who differentiates communities of practice from communities of interest and geographical communities:
Communities of practice are groups of people who share a concern or a passion for something they do and learn how to do it better
as they interact regularly. (Wenger 2014)
The GuLL Facebook Groups share a common passion for literacy learning through original patterns; they form a community sharing and discussing these patterns and they are practitioners: either language learners or teachers, trainers and
librarians. They share what they do in the Facebook Group and their practice is affected by what they learn in the groups.
Designing these Facebook Groups is not difficult. Yet feeding them proved to be more challenging.
Bates refers to Wenger, McDermott and Snyder (2002) to discuss seven design principles that we have connected to the
Guerrilla Literacy Learner Facebook trajectory.
The basic principle deals with designing for evolution. We expect the Facebook Groups to evolve from sharing theoretical
articles and mentioning “mistakes”, to sharing and discussing thinking aloud trajectories of making mistakes, to defining
Guerrilla patterns and creating knowledge clips linking thinking aloud sessions to Guerrilla patterns.
The second design principle encourages us to «open a dialogue between inside and outside perspectives». Every member
connects to a circle of critical friends and to teachers and language learners outside his institution. As such he creates a dia-
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logue between what his learners and colleagues within his institute experience and post, and what the outside world shares.
«Encourage and accept different levels of participation» is the third design principle. We aim for fifty participants per
group. Obviously the consortium members are the core members of the groups feeding the community with examples and
articles, sharing their experiences. But it is the purpose of each group to choose another community leader. Obviously in
each group we will have active participants and lurkers (Preece 2000). We still have to figure out how these lurkers learn.
The fourth design principle poses more of a challenge, as we have to agree upon organising public or private community spaces. The consortium itself has a private or secret GuLL Facebook Group discussing practical arrangements, try-outs, more
personal information and jokes of course. This in itself has divided the group between those in the know and the outsiders.
And obviously it has spawned a discussion about who has to move.
Each Facebook Group relies on the private meetings of their critical friends and the private meetings in classes or groups of
language learners. This may seem to indicate that the Facebook Groups should be public allowing people and information
to travel from one community into another. Yet more than one Facebook Group seems to be secret. We go further into this
discussion when we deal with creative ecology.
Art of hosting helps us design the fifth design principle: «to identify, through feedback and discussion, the contributions that
the community most values». Good examples are our website title pleasemakemistakes and the wow posts of the Italian
partners.
The sixth design principle poses an extra challenge for GuLL as we not only have to find a balance between familiarity and
excitement, but also have to shift the perceptions of the Guerrilla Literacy Learners from finding the old unfeasible and the
new familiar. Indeed at the end of the project learners should have a database of Guerrilla patterns to be able to self-correct.
Finally finding «a rhythm for the community, that brings participants together on a regular basis» will be dependent on the
quality and frequency of the posts. From experience we know you need a very dedicated community manager who is willing
to share her experiences daily and who can motivate her language learners in a face-to-face context to post their experiences
in the Facebook Group.
And this brings us to the need to motivate people to enter this community, share information, feedback, experiences and
knowledge clips. How do you facilitate this change in perception on Facebook use? We propose to introduce recent research linking types of personalities to kinds of posts and to embed this strategy in a very explicit way in the Facebook Design
(design principle five).
In «The Big Five, self-esteem, and narcissism as predictors of the topics people write about in Facebook status updates»
Marshall et al. (2015) linked the “Big Five” model of personality to people’s personality. They found that «openness was
positively associated with updating about intellectual topics, and with using Facebook for information». We propose that
we introduce this sentence in the design of each Facebook Group.
Finally we have to bear in mind that GuLL includes two other communities of practice. As Bates states cMOOCs are also
communities of practice and the Moodle platform the GuLL consortium uses to organize its project functions also as a
community of practice. As such we learn on different levels how to use this tool as a way to improve education.
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CHAPTER II. EXPERIENCING GUERRILLA LITERACY LEARNING
This section collects all the experiences in Guerrilla Learning/Teaching carried out by the project partnership. Beyond
varying in nationalities, the targets involved in the experimentation of our methodology vary from primary school pupils to
adolescents in upper secondary school to adult migrants to teacher trainees to in-service teachers to family members. So we
have tried formal, non-formal and informal educational contexts. The ways our partners have chosen to report and reflect
about their case studies are different, too: some have chosen a more “academic” report, others a more “narrative” form (in
italics).

II.1 Students as learners
II.1.1 The new school year’s just started: reflections of a busy teacher (Magdalena Galaj, 36.6 CC)
The bell rings. The noise calms down and fifteen suntanned 11-year-olds enter the classroom. The holiday’s just finished and they still
have sparkles in their eyes. So eager and willing to learn. We haven’t seen one another for two months and I’m very curious how they
spent their holiday. What catches my attention immediately is… the silence. Wow…what’s happened to them? Have they already
matured?
The peace and quiet is very promising and we get down to work the very moment they sit down and unpack their books and notebooks. They look so sweet and lovely that I literally can’t stop smiling in my heart. I really missed them. Their questions, comments
and suggestions. Despite being only 10 and 11 year old they’re very open-minded and inquisitive. So… the new school year has
already started. Not only for them. For me, too.
After a short warm-up and a brief holiday recap we start a regular class. The Past Simple Tense… grrr… who needs irregular verbs
to talk about the past. Or who cares about the fact that some words have wrong forms or don’t sound at all. I spended two weeks in
Croatia and we have such a lovely time there, me and my parents. I repeat the wrong bits and pieces with a stronger questioning
intonation and what I see is a funny face followed by an obvious comment: Is it wrong? You all know where I was and how long.
Did I make a mistake? I smile and let others react. Correct replies pop up from various corners of the classroom.
And the poor student corrects himself quickly. Uffff… no offence taken. He carries on quite fluently. Nothing much hinders his overall
communication. Similar patterns reappear as others describe things they did and places they were to during their two-months off
school.…I goed, we swimmed, they catched a virus, etc…
Oh no… what’s happened to their past simple forms of irregular verbs, I think, — they all knew the forms before holidays.
I give up quickly and don’t even bother about correcting anybody. Pointless. They’re all so excited and participate eagerly. Why
should I bother to stop them all the time when they want to talk. Instead, I keep noting down the verbs and their correct forms on
the whiteboard. I hope to visualise the correct forms so that others could avoid making the same mistakes. Few last students produce
flawless descriptions of their holidays… uuuufff…and I’m relieved.
Few other funny mistakes occur during just the very next lesson. In English the verb ASK means both 1) to pose a question (zapytać) and to 2) gently talk to somebody to make him or her do something for you (poprosić). E.g.: 1) Detective White asked
him many questions. 2) Detective White asked Mr Brown to show him the broken clock. In Polish the English verb ASK has only one
meaning, i.e. to question (zapytać). The majority of Polish learners overuse the English word please in the context of to ask gently for
something and they end up with sentences like e.g.: Detective White pleased Mr Brown to show him the broken clock. And this
is exactly what happens to one of the girls when she tries to retell a story of a missing clock and a thief that we are just reading during
the class. She is very intuitive in choosing this word and to my surprise everybody understands what she means. Please means prosić
in Polish and she uses it very intuitively, but what is more…. she hasn’t forgotten to make it past simple form and add -ed ending.
The GuLL project has made me more open and reflective to what’s going on in my classroom and since I joined it, I have taken real
pleasure in noting down some of the phrases, words and spelling mistakes I hear or see in my classroom.
And this is only the beginning of the school year. So much more to come.

II.1.2 Acting Guerrilla with my Students (Silvia Tobaldi, La Tuscia)
Students never accept sterile orders, they need a reason to understand and do what is required. Knowledge and language
learning have to be a reasoned experience. Therefore, students need to understand why, how and to what extent some patterns work together. This kind of attitude is far from the over-used system of a right-wrong binary code since learning and
language acquisition cannot be reduced to a simplistic yes-no approach.
Even though young adults are used to being judged and given a mark in this way, in 2015, while teaching at I.I.S. “Vallauri” in
Fossano, Italy, I decided to overthrow the habit rules. I decided to act guerrilla with some of my students to experiment how
the so-called mistakes, usually marked in red and abhorred by teachers, actually reveal to be guerrilla patterns, not something
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of which to be ashamed, but a step to take to climb up the long stairway to knowledge.
The classes involved in the Guerrilla Project were four, 1°A Tourism, 1°B Finance, Marketing and Administration (14-15
years of age), 2°B Tourism (15-16 years of age) and 3°B Tourism (16-17 years of age). I decided to work with them in two
different ways, according to their maturity and school career.
Before starting, however, all the students were asked to anonymously complete a questionnaire in order to have a better idea
of their perception of formal education and informal experience of English language learning. All the students had to answer
the same four questions:
1. Describe your language learning experience so far. What have you learnt? Where? How? (Think about school, travelling, TV,
Internet, ...)
2. Are there any differences between the kind of English that you have studied at school and the one you have used in your private
life so far?
3. Describe your dream English lesson. Compare it with the classical lesson you attend. What do you like? What would you change?
4. Do you think that using new technologies would be useful? (Yes/No, Why?)
The students’ answers show that what they consider a classical lesson reveals to be uninteresting and inefficient. Therefore,
those who feel a little more confident using English claim that their knowledge derives from personal interests and learning
environments that have nothing to do with school.
Q1:

*In my language learning experience, starting 12 years ago, I have learnt English not very well, specially in these four years. But with
internet and music I have learnt a bit!
*In this years I have lern english put of school through speeches simple with friends, but I don’t have learn much things with my teacher
because I don’t have opportunities for doing that.
*I really like English, but (we) I don’t learn it very well at the high school. At scuola media I’ve a strict teacher and I love she all I know
to English is her credit. I learn also english by songs.
*At school we haven’t learn english so much; I speak a bit english because I watched Jersey Shore, or programs in English, or surfing on
Instagram.

Q2:

*English that I study at school (the pen is on the table) is pointless in the real life because in London you don’t need to say that pen
is on the table.
*Yes, there are so many differences because what you learn to school are rules of grammatic english while the kind of english you must
speak with other people in english.
*Ther’s difference because at the school in my opinion we don’t learn to speak or understand this. We learn above all grammar.
*Yes, there are some differences between the kind of English that I studied at school the one I used in private life. At school I studied
grammar, specificly. In my private life I learnt to speak.

The students’ answers show their need for a real communicative approach, which could better convey concepts and
issues. Also, they would appreciate the use of technologies as teaching and learning facilitators.
Q3:

*I like very much english so I like learnt well this language. My dream English lesson is with much speaking, listening and speach.
*My dream english lesson is a lesson in which speaking so much for learning the language, and in which the teacher using alternative
methods for to love your subject and it may be understood better.
*My dream English lesson will be a lesson when we speak about current events.
*My dream lesson is an infinite dialogue, watch films, listen to music and working about it.

Q4:

*Yes! The future is technological, every teenager spend his life with the mobile phone in the hands; there isn’t anything that’s better
than have fun and learn!
*Yes, because the Net can offer lots of things that book can’t.
*Yes, I think using new technologies would be useful because it’s more interesting.
*I think that using new technologies is useful because we learn more words and new expressions.

1. The Wow Process
1°A, 1°B and 2°B students were asked to take a grammar test, which had already been programmed by the Department
of Foreign Languages at “Vallauri” High School. What would change was the teacher’s and the students’ attitude towards
possible identified mistakes. In order to minimise frustration and sense of failure and to boost curiosity, mistakes were highlighted in green instead of red and labelled as Wow by the teacher.
Red is not only conventionally the colour used to mark something incorrect, but it is also the colour associated with prohibition. In other words, what is highlighted in red is to be noticed, but not remembered, it must be immediately cancelled or
transgressed. In contrast, green is the colour of permission and relax.
Highlighting mistakes in green made them be perceived in a positive way by my students. So, they did not feel ashamed,
they did not feel guilty. Since the code colour was changed, the labelling had to change accordingly. Wow was the perfect
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expression for both a positive attitude and also to remember the patterns used (mistakes) in order to be analysed.
Students are usually ashamed of their mistakes and they never want to share them, not even with their mates. This is due to
the current reproachful attitude that considers a mistake something horrifying.
For this reason, my students were asked to copy their personal wows on anonymous pieces of paper, in order to temporarily
bypass their reticence to make them public, and collect all the wows in a box.
The students opened the Pandora’s Box and wows were celebrated and analysed. Many of them were very similar. This evidences that some guerrilla patterns exist and can be scrutinised to understand the reasons for some specific grammar/use
behaviours. Moreover, those wows become the occasion to speculate, think aloud and enhance mutual help. So, those wows
were posted not only on the wall in class, but also on the GuLL-studenti-Italia Facebook group to let students share wows
and their comments using the hashtags #wow and #whyisthiswrong.

2. Teacher, Let Me Tell You
Phase 1: Storytelling
3°B students were involved in a different activity, still aiming at detecting guerrilla patterns. They were asked to invent and
write a story concerning language learning experience. While narrating something fictional, they would reveal their feelings
and those ideas they would never confess to their teacher. In telling stories, they would tell the truth.
Their papers were collected and their stories were read aloud by the teacher without revealing the authors nor caring about
mistakes. Since they had to vote for their favourite story, they paid close attention to the narration and, when some mistakes
occurred, they silently reacted with a puzzled facial expression: they perceived that there was something out of tune because
the message was not clear. Detecting mistakes by listening revealed to be extremely successful.
Since those students were more mature compared to the other ones involved in the Wow Process, they were asked to detect
their wows in pairs, using the colour green and helping each other. Once wows had been collected and analysed together, 3°B
students noticed that a good deal of them were very similar to the ones detected through the Wow Process.
Phase 2: Interview typing
When mistakes are the subject matter, focus is often on written language. My intention was also to analyse the possible
differences between written and oral inaccuracies. So, 3°B students were interviewed on different topics for seven minutes
and they recorded their performance. Once at home, they listened to what they had said and typed all the seven-minute interview. This task completed, they had to detect and correct their mistakes on their own. Once again, some guerrilla patterns
such as I am not agree or I not like reading recur also in oral performance.
3. Correcting wows
As already said, 1°A, 1°B and 2°B students were not required to detect mistakes: they were only asked to post and try to
correct them. 3°B students had first to identify mistakes and then correct them.
Through work in pairs they noticed that mistakes were easier to detect when they were made by somebody else. Moreover,
if both partners were not particularly satisfied with a certain expression, their hesitation was considered an indication of the
presence of a possible mistake.
Working alone was particularly challenging. The students needed the teacher to supervise and confirm the presence of
some mistakes to carefully re-read the text and detect them. Once informed of some imperfections, the students managed
to identify at least some mistakes relying on their instinct, claiming that some patterns simply didn’t sound good. So, they used
Internet resources and/or their grammar book to check and correct.
Analysing their way of finding and correcting mistakes, 3°B students also claimed that some structures differ from Italian to
English, so, if something sounded too familiar, maybe there could be something incorrect or inaccurate. Their doubt was the
key to search for information and find the most suitable solution.
Finally, they noticed that recording interviews and typing them, was a particularly efficient method to become aware of
one’s mistakes. In correcting while typing, they also noticed that some structure mistakes are similar to the ones they make
in their mother language.
Wows
Collected and compared, the mistakes made by the two different groups of students both in written and oral contexts, showed interesting similarities. 3°B students, being more mature, dealt with abstract topics and more complex issues, but the
mistakes/wows they made were the same as my younger students’, even if in more elaborate phrases. This clearly shows that
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the occurrence of some mistakes does not depend on maturity, reading comprehension or communicative skills, but, for
some reasons which are to be investigated, persist during the learning process.
Analysing the collected wows in details and their occurrences, it has been possible to identify three error-maker profiles: the
Avoider, the Word Dweller and the Do-Gooder.
The Avoider is the kind of student who knows grammar rules, but s/he deliberately does not use them. Instinctively, those
students do not perceive rules as something really useful, being convinced that communication would happen perfectly
without what they consider nothing but constrictions and their teacher’s obsession. Basically, they ask questions using their
voice inflection or using inversion where an auxiliary should be used, conjugate all the verbs at the base form, do not use
plural forms, provide only very short sentences and rely on body language; e.g.
*You go home?
*Wanted you to go home?
*She like read
*Mark go to school yesterday
*I not like read book
The fact that those students do not consider rules as something helpful is linked to the general Italian mentality. Creativity
has never wanted to be harnessed. To my personal experience, grammar rules are never welcomed as useful tricks to better
play the game of communication, but they have always been considered as severe constrictions. This is why every time I try
to explain a grammar rule, always the same question echoes within a couple of seconds: «But.... what happens if I don’t do
so?» «You could be misunderstood, or not understood at all!» «Really? No!! Is no possible!». However, this kind of reluctance
does not last for long, in most cases.
The Avoiders simply do not realise they also instinctively reject rules. This is why they always have problems with modals
expressing obligation; e.g.
*You mustn’t worry! I’ll help you!
*You don’t have to cheat during your test
Must and Have to both express obligation, which in Italian is conveyed by Dovere. Italian students, and the Avoiders in particular, cannot understand the reason for having two verbs expressing the same idea. So, they associate them with the two
shades of the Italian verb, which are not written in any dictionary, but clear in the mind of any Italian native speaker: Dovere
as something that is to be done (Must) and Dovere as something that on paper should be done, but that you can avoid if
you are clever enough not to get consequences (Have to). Avoiders simply avoid rules. They deliberately avoid doing what,
according to their understanding of the language, has to be done, but they instinctively avoid what must be done.
However, their complete and utter grammar reluctance corresponds to their openness in welcoming any kind of broken Italian. They are convinced their great effort in understanding and helping a non-native speaker struggling with their language
will coincide with the same kind of help an English speaker should give to them.
Word Dwellers also have problems with modals, not because they want to avoid rules, but because they simply translate
word for word from their mother tongue into English. This does not only imply that some words are actually given different
meaning, but some expressions are not recognised as local idioms and lose their meaning once translated into English; e.g.
*I eat milk. 					
*How is? More or less. 				
*Are you tired? Enough. 				
*Is this clear? More or less. 				
*What did you do yesterday? I was quiet. 		
*I wanted to overtake the year. 				

I drink milk.
How are you? Not very well.
Are you tired? Yes, very tired!
Is this clear? No, I’m sorry, It’s not very clear.
What did you do yesterday? I relaxed.
I wanted to pass that school year.

Word Dwellers accept rules quite easily, but they do not understand the relationship signifier-meaning referent.
Those students think that every word has its perfect correspondent in English. In translating everyday vocabulary they know
that a word as it. Casa can be turned into en. House, but they happily ignore that those two words describe two different buildings and, above all, two very different conceptions and implications of those lodgings in real life. Difficulties come when
those students realise that the same word may have different realisations in English, but in this case they solve their enigma
simply using the first solution their dictionary (if not directly what Google Translator) provides (Volevo superare l’anno = I
wanted to overtake the year).
The reason that brings those students not to recognise local idioms and translate them straight using the word-by-word
method is a question of being open-minded. Those students are basically very static, closed in their local area and, therefore,
they cannot imagine a different reality. They simply think all the world is the same, following the same social rules and doing
the same things. In the area where I teach cattle breeding is a very important part of the local economy, so the first nourishment, even for poor people, has always been milk. This explains their eating milk instead of drinking it. My Word Dwellers are
not World Dwellers and this is why they candidly think that the entire world logically eats milk.
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Do-Gooders are those students who accept rules, but use their logic of concordance: not only they conjugate the auxiliary,
but also the main verb; e.g.
*Does Susan likes shopping?
*Did you went to the cinema yesterday?
The reason for this kind of behaviour could be the intrusion of the logics of Romance languages into English, whereby the
same tense, gender, number, etc. must be used all through the same sentence. As a consequence, in a question both the
auxiliary (Does/Did) and the verb (likes/went) must show the same tense and person. A similar event, even though less
frequent, happens when qualifiers are attributed to plural nous: Those nices peoples are Italians. This last kind of phenomenon
disappears quite easily, but it seems to be quite complicated for a Romance thinker to first think in the past (Did) and then
go back to the “present” (go) within the same sentence.
On paper, on line
In 2016, teaching at I.I.S. “Soleri-Bertoni” in Saluzzo, Italy, I decided to continue experimenting Guerrilla Teaching Technique
involving four classes: 1°A, 1°C/E (14-15 years of age), 4°E (17-18) and 5°E (18-19).
Before starting with this new methodology, 4°E and 5°E students answered the same questionnaire proposed the year before to the Vallauri students and, not surprisingly, their answers were not dissimilar.
The Gull-Studenti-Italia Facebook group was still used to share and comment mistakes, becoming a virtual space for a larger
and larger group of learners of different ages and even nationalities.
My younger students worked in pairs writing a series of short stories, collecting and correcting their wows marked by their
teacher. Helping each other, they managed to produce short but clear texts, which were posted on Wattpad under a pseudonym in order to reach a real readership.
While my older students were working at recording their interviews and detecting their mistakes, 4°E students’ task was to
invent a learning story describing a situation where language acquisition happened.
After collecting the first versions of those texts, I asked my students to work in pairs or groups of three and analyse their
written compositions again searching for wows.
As already observed in previous experiments, the same student usually does not notice his/her mistakes, but s/he quite
easily marks his/her mate’s. So, each student wrote a second version of his/her learning story, which was not only improved
in terms of language and grammar, but also more detailed. I revised those texts highlighting, but not correcting, other kinds
of inaccuracies asking my students to work again on their stories in order to eventually publish them on Wattpad on the
GuerillaLiteracyLearner profile.
Comparing each version of the same written composition it was possible to appreciate the path followed by each student,
tracing his or her improvement. This was not only important for their teacher, who could assign her students a badge/credit
for their hard work, but, above all, for the students themselves, who were really able to clearly see their learning process.
In order to finally register their improvement, students were required to complete a Learning Diary.
This was a simple but effective way to crystallise and visualise their learning steps and also to self-assess. So, students had
to report their wows, how they corrected them and with whom. Moreover, they were also asked to provide an appropriate
example of the same structure of their wows from authentic language sources (Internet, books, films, lyrics, etc.).
Unfortunately, but significantly, this was a task that only few students actually managed to accomplish. This testifies that the
English studied at school is perceived as a subject matter with which to deal only to pass tests. School English, in most of Italian
students’ minds, is not the English language spoken and used in real life, it is nothing but a synonym of grammar exercises,
which are end to themselves. This is the reason why students are not usually able to connect formal and informal learning.
Self-assessment using Learning Diaries, proved an effective method to make students aware of their learning process, becoming responsible and even gaining confidence in their language domain.
4. What lies beneath
Reading the stories written by my students it is evident that in their minds language learning is considered something that
happens in a communicative, familiar/affective context or abroad. None of my students thought about school as a language
learning environment and this cannot be accidental. English at school is considered a non-telling subject matter, when telling
should be the first and foremost aim of a language.
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English at school not only is uninteresting, but what is worse, it does not communicate.
Thus, grammar exercises, which should help to avoid mistakes, are completed by students without any care, without making
any sense of them, mechanically even if they are presented as communicative. This activity is considered completely detached from the reality, in which people speak to each other instead of doing exercises.
When asked to read aloud, students try to do it as fast as they can, skipping suffixes and prepositions, not noticing articles
and tenses. Students feel embarrassed and try to put an end to their torture as soon as possible. They perceive the emitted
sounds as ridiculous copies of reality. For this reason, when speaking in class they are overwhelmed by a perturbing reaction
of repulsion. It seems quite possible that mistakes could be caused by reading imprecision and so, memory creates inaccurate patterns which reflect also on written language (e.g. we haven’t learn[t] English so much). So, mispronunciation appears to
be the first cause of a good number of mistakes, the grammar mistakes which are ever-present even though the knowledge
of the language has reached quite a good level.

5. Conclusions
Facebook revealed to be a powerful learning environment for many good reasons. First, the majority of the students involved in the project had a Facebook account which was constantly checked. So, browsing the GuLL-studenti-Italia group
was easy, fun and at hand. Secondly, anything posted or commented was written in English and this natural mechanism
stimulated the use of this language to communicate with other people, especially the ones with whom my students were
not familiar. Thirdly, the fact that young adults were and are constantly connected to the Internet, made them think about
English and work in English all day, all week. Thus, practicality, curiosity, fun and a positive sense of competition made my
students use English far more than what they had been used to doing before. Finally, dealing with wows made my students
feel at ease with an imperfect and so a true language. Moreover, social networking sites as Facebook are now perceived as a
parallel world where real communication is enhanced and stimulated because protected behind a screen.
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II.1.3 Guerrilla Strategies for a Non-Linguistic Teacher (Carmen Radulescu, Ion Ghica)
For most Romanian students, the term guerilla is mostly known from history and resonates with the idea of a war fought
with minimum means. The scarcity of the resources you use forces you, when you are a guerrilla fighter, to be inventive, to
observe the war scenario with great care and to strategically adapt the very few resources you have so that they can give you
satisfaction and victory.
I started from this understanding of the term and since it is so that the subjects I teach have nothing to do with English and
I could not approach the Guerilla strategy in class or integrate this method within the curriculum, I decided that my only
chance was to approach the method as a Guerilla teacher, in a non-formal environment which implies the voluntary involvement of the students and, implicitly, their wish to improve their linguistic abilities by unconventional means.
After a basic presentation of the project’s objectives in class 12 F (economic profile) – 18-19 years old - and in order to
stimulate the students’ wish to take part in this project (generally, students from final years are too busy preparing the
baccalaureate exam and do not enjoy any other involvement), I chose Facebook as a means of communication, an easy and
practical way to communicate and work, which also looks like a reward after a hard day of work.
In a first stage, the students were asked to try and identify, in their own experience, language mistakes they make involuntarily, despite the fact that they
know the grammar rules which govern them. We managed this way to put together a small inventory of mistakes frequently made by Romanian people:
◆ sometimes, English words sound like Romanian words, but have a totally
different meaning (eventually and actually are typical false friends to similar
Romanian words);
◆ other mistakes are related to the use of prepositions, somehow different in the
two languages (*in a day like this for on a day like this);
◆ mistakes made by Romanian people very often transform a concept into som
thing totally different. So, it is very common to find a ‘which’ magically disguised and graphically looking like a witch.
But I also discovered many situations where English influences the way we make mistakes in Romanian (see picture above).
For instance, in Romanian, if you tell someone stai jos! – the equivalent of sit down – you will unconsciously sound redundant (because there’s no other way of sitting but…down).
After that, I realised that, in order to correct these mistakes, we must have a different approach rather than the classic, traditional one where you are taught a rule and must solve thousands of exercises focusing on the same patterns. In fact, our
question was exactly: What are patterns? Why do we make these mistakes? What is the context and how can we manipulate it so
that those errors disappear?
Storytelling as a sensor of mistakes
Considering the virtues storytelling has, together with a colleague of mine who is an English teacher, we decided to experiment with storytelling as an instrument to facilitate finding mistakes. So, starting from the well-known expression “once
upon a time…” the students had to write a story on a subject of their choice, without censoring their “mistakes”, trying to be
as spontaneous as possible and letting their imagination loose.
The result was amazing because it showed all of us a pattern which, otherwise, we couldn’t have initially intuited. For instance, speaking English, most Romanian people forget the verb to be when using the expression “there was/were”. This
discovery made us happy and eased our passing to another stage: that of an investigator.
Questorming and Thinking aloud
We started by raising questions – a practice that the Romanian school system
stopped developing when the Single Party came into power. Why? Because
the favourite educational ideal was “giving answers”, “giving correct answers”,
giving answers “by the book”. In this way, questions such as these appeared:
◆ Is there a relation between the mistakes we make and our mood?
◆ What causes the fear of public speaking?
◆ Where do words go after you say them?
◆ Who is the Big Collector of our mistakes? Is
there a mistake deposit? Who might have the key?
◆ Where do mistakes come from? Who sends them? Who finds them?
◆ How will the world look like in 100 years and what language will it speak?
And so on and so forth.
The practice of questioning was capable of arousing curiosity, of stimulating
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searches and answers on several levels: cognitive, linguistic, cultural and so on. So, we took some of the typical mistakes and
dressed them in “party” clothes (memes) - taking a Miss out of Mistakes.
The process was not a difficult one, but it needed easing and coaching by the teacher, the shyness and the fear of making
mistakes still being some “shackles” that the Romanian student must learn how to train. Through practicing thinking aloud
we were able to draw some profiles of mistake-makers among Romanian students:
The Avoider – the student who knows the rules but has individual reasons to use it as he does: see the knowledge clip “False
friends about... good friends (our pets)” https://youtu.be/2j4LCj_7d3o
The Lego-player – Learning in an architectural way: the student knows a few basic rules, but they are not sufficient for
mastering the language. We are the artisans of our own learning and we do it in the most natural possible way. The world we
live in is reflected in our minds in a fragmented manner. However, in our mind, there is an idea of “the whole” to which we
refer and which we try to reconstruct. We do this in a personal way, because the part of the world that we have access to is a
limited one and we have only the intuition of the fact that there is a whole.
Learning a new language, especially for adults, is very similar to a Lego game. The rules are simple: all you have to do is to
“fit” the pieces of the puzzle so that the final image makes sense and is functional.
Our messages are constructs that we compose and design like an architect does – initially a novice, later on, adding the “X
element” to give the message sense and beauty.
The best and most beautiful things in the world must be felt with the heart, they cannot be seen or even touched.
Sadly enough, the fitting of the pieces is not always the best one; it needs “re-arrangements”, “permutations”, “adjusting” and
those processes come mostly from studying grammar.
The best and most beautiful things in the world cannot be seen or even touched – they must be felt with the heart.
The Cultural Mixer – Students very often translate “word for word”, naively thinking every noun, verb, preposition has
a direct and mathematic counterpart in their target language. Sometimes they even do not realise that idioms cannot be
literally transposed.
Moreover, Romanian students very often incorporate foreign words into their mother tongue. This could be caused by their
natural becoming familiar with Italian/Spanish expressions learnt from their parents working abroad, or from the Soap
Operas broadcast in their original language subtitled in Romanian that children watch on TV.
All this brings to a double cultural mixing: the first within the Romanian language and the second one within a direct version from a Spanish/Italian-seasoned Romanian into English.
Furthermore, the absence of parents leaves children without anybody who can help them learn proper Romanian at home.
Children are looked after by their grandparents, whose school career is not always very remarkable. Sitting in front of the
TV, they either watch Soap Operas or reality shows that are usually not considered educating in terms of language accuracy.
“Most often people are in state of trance” (cel mai adesea oamenii de află în stare de transă) “trabajando really hard”, “sweet
tea, muy frio”, “quiero ver a movie” etc.
An interesting example of cultural mixing, which is worth being remarked is “Romgleza”, one of the sins that Romanian
students and also adults who work in big corporations are guilty of. It is a language tat combines elements from Romanian
and English, especially in IT and the economic domain.
“Poate dacă sharuim şi cu headquarterul şi ne dau ok-ul pentru adresarea ultimelor probleme de suportare a clienţilor”.
Pe ce anume te focusezi în analiză? Pe noile aplicaţii la poziţiile de top sau pe damage-ul din exit?

The word-for-word translation is nothing but the expression of unjustified commodity of the speakers, the elementary lack
of respect towards the language. In the same manner, “suportarea clienţilor” (tolerating the clients) creates a ridiculous situation. It is not about “să ne suportăm clienţii” (tolerate them, bear with them), but to support/help them. Any entrepreneur,
professional businessman knows that “suportarea clienţilor” is a damaging attitude, to say the least.
Conclusions
Although it does not show many signs of success, the GuLL project moulded very well with the needs of the students who
were very interested in the new method. Even though, in the beginning, their shyness prevented them from directly expressing their opinions – their activity being much more intense on the Facebook group made for this project – afterwards, they
changed their attitude towards “making mistakes” and built another approach, one that would allow them to get closer to
their mistakes, to understand and correct them. It was, if
we can put it this way, a true Guerrilla fight which had short attacks, on short intervals and was extremely efficient.
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II.1.4 Acting Guerrilla with Student Migrants (Carolina Purificati, Alessandra Smerilli, Asinitas)
What is a mistake and why do we make mistakes?
The word “error” comes from the Latin error which means derailment, deriving from the verb erro = meander, wander, with
the meaning of deviation from the correct path (error viarum). So in Latin and in most Indo-European languages the words
for “error” originally meant “wander, go astray”.
Therefore “error” does not mean: punishment, red pen, zero in the report card, delete!, you made a mistake!, you don’t understand anything! you don’t study diligently enough!, you start all over again!... In its etymology the dreaded word “error”
contains a positive meaning: travel, divert, wander. All actions concerned with research, curiosity and adventure. Essential
attitudes in learning a new language.
Bearing this in mind in our school “error” is presented and recognised as a friend: errors become companions that guide us
in the discovery of the new language. After all it would be almost a contradiction in terms if in a school made up of migrants,
who embody the dimension and experience of travelling, the teachers should regard the condition of wandering with suspicion.
One day a student asked me: can you learn a language without making mistakes?
The experience of errors is inseparable from language learning, whatever language: since acquiring and learning means
making a change and changing is a process of trial and error, so mistakes are part of it.
But, you can avoid looking at the error as something negative, as a failure, defect or lack. And that is what we do. To do so,
the concept of Interlanguage comes really useful.
Interlanguage is a language system in itself, with its own rules and its logic, spoken by those who are learning a second language.
To understand how a student is progressing towards the target language, the notion of Interlanguage is more useful than that of
“mistake”, because it is formulated in a positive way, from the point of view of the learner, who tries to test his/her hypotheses.
It is not easy to understand how a language operates, so often the hypotheses are only partially correct. But the teacher’s role
is precisely to understand how each learner is learning, putting himself/herself from the learner’s viewpoint and trying to
analyse why certain assumptions are made instead of others, why some sooner than others, why and when a hypothesis is
abandoned or reformulated.
In short, the simple error count does not allow to understand “what the learner is doing” and what type of learner he is,
which learning strategies he uses. For each deviating construction from the target language you will try to give a positive
explanation (What happens? What is regular? What has been acquired?), rather than a negative one (What’s missing? What
breaks the rules? What has not been acquired?).
In this approach, the assumption is that the errors are not all alike and consequently it is necessary to develop particular
teaching activities for their correction and detection.
Of course the grammar of a language can be just abstract, when considered in its rules, studied in its exceptions, learned by
pattern drills. When a student uses the language to communicate or to write, the correct form often gets lost. Something
remains of those learned structures, something doesn’t, the student’s mind is concentrated on the desire to communicate,
so he/she relies on his/her mother language, on another second language learned in childhood, concentrating more on the
meaning than on the form. Thus the verb perfectly conjugated in the exercise is used in its infinitive form, the article skips,
the agreement too... For example, in this sentence written by Mona, an Egyptian woman, who generally knows the grammar
rules, the agreement presents several mistakes: the wrong agreement between the article and the noun, the usage of a noun
instead of an adjective, the verb essere (be) is missing, but nonetheless the meaning is conveyed: *Il mio mamma sempre felicità e gioca con me. Io nostalgia il mio mamma. In English it would sound something like: *The my mum always happiness and
plays with me. I miss the my mum.
Talking about the influence of the mother tongue or of a second language there is this interesting case of a Nigerian student
who thinks in English when speaking Italian. In the following sentence he overuses the personal pronoun lui (he) before
each verb – in Italian it is redundant and often omitted – and misuses the pronouns in general which in Italian are localized
differently than in English: *Due anni fa un amico mio bugia mi, lui ha detto mi che lui ha un nuovo pc e lui vuole vendere il pc per
me, lui e io sono d’accordo.
One can easily retrace the influence of the English syntax: *Two years ago a friend of mine lie me, he told me that he has a new
pc and he wants to sell the new pc for me, I and him agreed.
In our schools we try to adapt some practices of Freinet’s natural method and cooperative teaching, in particular the practice
of collective correction that always arouses great enthusiasm in the students. It is important to convey the idea that a language is a work in progress, which you can do and undo and redo in another way, because there is not only one form, but more
forms to express the same thing. In our method, we try to incorporate both the theoretical interlinguistic perspective that
assigns a central and significant role to error making and its analysis (Selinker, etc.) and to create a learner-centred practice,
which, by suspending judgment and fostering listening and empathy, promotes a process of collective research oriented to
the enhancement of interlanguage and error. Students are ashamed of sharing their mistakes at the beginning, so it is very
useful to reduce anxiety by using some strategies: declaring that the teacher also makes mistakes, cooperating in error analysis, introducing errors as part of the process, detecting errors to find solutions together.
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For example, in class we ask our students to write about an event of their life: “That time when you misunderstood someone,
or have been misunderstood by someone.” They write quite autonomously and after that they read their stories aloud to the
other students, sharing their experience. The next day the teacher uses parts of these texts for a collective correction. The
level of the class is very heterogeneous: some of the students write a whole page, others just a few lines. Errors are different:
word order in the sentence, missing articles and prepositions, lost verbs, spelling mistakes, skipped agreements, and so on,
despite what we have just studied in class. We decide to focus only on some mistakes, which are recurrent and seem a problem for all of them: how we use the verb to be (often missing), the difference between and conjunction and is (in Italian
e and è); the agreement between article, noun, adjective; conjunctions as and, but, because, while; the past form of the verb.
Correcting errors is a particular form of reflection on the language. The term “correction” had better be replaced by the term
“feedback”: it is an informative reply. The teacher informs the learner on the outcome of his choices, assisting him while he
is making efforts of analysis and systematisation of the language. For this reason the feedback on errors should always be
selective. Selective in the first place with regard to the level; but selective also on the particular aspects on which we focus
our attention. If the focus is on morphology, it will be useless to point out all the lexical, phonological or spelling problems;
when we decide to focus on vocabulary, we don’t insist too much on detecting syntax or pragmatic problems, and so on.
Trying to fix everything at the same time always generates confusion and the phase of correction risks becoming ineffective
and disruptive.
Given these considerations, we select some sentences from their texts, and write them on a flip board.
Next to the flip board there is a white big sheet of paper in which we will write the correct text and on the blackboard we
make hypotheses and proceed by trial and errors before getting to the final version of the sentence.

When starting the class, we first thank all the students for their texts saying that there are some useful mistakes for the whole
group. Each student reads a sentence and tries to remember whose text that is. They easily remember the author.
Tatiana reads her sentence to the class: *Mia madre mi diceva di imparare lingua inglese perche questa e prima lingua che serve
in tutto mondo. (*My mum told me to learn English language because and first language useful worldwide). All the students understand the sentence, I ask them if the sentence is correct. Jenny says: the article is missing! Tatiana replies: In my language,
Romanian, the article is always at the end of the sentence so in Italian I forget to use it! I haven’t got a good relationship with articles!
We add articles where needed. We use Montessori grammar symbols to explain the role of articles in a sentence and their
agreement with noun and adjective.
Another problem: the accent on the e is missing. We brush up the conjugation of the verb essere (be) and avere (have) together,
two very important verbs because we use them also to form the past. Some students are confused; they don’t know when essere or avere should be used in the past. Mousumi, one of the students, puts an image on the GuLL scuola di italiano Asinitas
Facebook with the verbs that are formed with the auxiliary essere in the past. Very useful for us all! But this was a digression.
To clear what the difference between e/è (and/is) is, we write two sentences:
L’inglese è la prima lingua (English is the first language) and L’inglese e il francese sono lingue importanti (English and French are
important languages). And we draw conclusions: We use e when we want to put two words together, è when I say how and what
something or someone is. We can now correct the initial sentence which in its last version will sound: Mia madre mi diceva di
imparare la lingua inglese perché questa è la prima lingua che serve in tutto il mondo.
Marwa has written: *Non capisco la maestra di mia figlia sempre rispondo si si grazie. (*I don’t undestand my daughter’s teacher
and always answer, yes thank you). We are not sure about the meaning of the sentence, so Marwa explains what she means:
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Non capisco ma rispondo sempre sì, grazie. (I don’t understand but always answer yes thank you). This small word ma (but) is
very useful and is similar to però (however). Tatiana says: I always see this word. I don’t understand it! We make some examples:
I am here BUT my mind is in my country. Alia says: I wake up early in the morning BUT I am always late for school! Camila: I
must go back to Brazil BUT I want to stay here. And so we find out that on the 22nd of December Camila will have to go back
to Brazil...
And so we go on, correcting, discussing, trying, and revising some difficult forms of the language. We are tired but very
satisfied. Each student reads his/her sentence in its final, correct version. Everyone has contributed, everyone takes home
something new. There is a common rhythm and shared solutions are found to each problem.
In this way error-making becomes a fundamental aspect of language acquisition. The secret is to play with mistakes without
initiating a conflict between error-making and correction: this way you can even make discoveries which bring stories, suggestions, allusions with them and a lot of creativity. You can play with just changing one letter in a word and so showing how
meaning changes completely (the famous Italian sequence: pazza, pezza, pizza, pozza, puzza!). You can laugh at persistent
errors, individual or of a group of fellow citizens, by trying to retrace the story of such recurrent patterns. You can even
make the most of the fact that another previously learned second language emerges and mingles with the language presently
being learned. You can reveal the origin of a mistake because this helps to better understand the new language, as well as not
treat it at all, and wait. You can favour the invention of new words, which may never become standard but are often funny,
expressive, musical.
Making up words in particular is not only a very enjoyable activity, reproducing the freedom with which children are used
to learn their mother tongues, but after all it is what best reveals the generative force of languages and the analogical operativeness of their grammars. Comodiamo for a Bangladeshi student means relax: for her the adjective comodo can be used
as a verb, comodare. Riima from Libya says: apri il bab (open the door) using the Arabic word bab in a perfectly constructed
Italian sentence. Adama loves adverbs which in Italian are usually formed adding the suffix –mente to the adjective, but for
him every word can serve as an adverb: dibattito (discussion) generates dibattitamente, the verb cucinare (cook) cucinatamente
and so on…
In conclusion, we need a pedagogy able to concentrate on human beings, on their experience and their creativity. A pedagogy that does not fear the unexpected and does not believe only in measurable skills but rather in unaccountable attitudes.
We need a pedagogy that believes in school as a community and loves and respects mistakes because only through them can
the knowledge of each and everyone be built.

II.1.5 Mom as a Guerrilla Teacher (Kati Orav, Kating Noored)
I am a mother of boys: 2 years old Ruben and 4 years old Samuel. It has been a great journey to grow with them. It is always a huge
thing when your child learns to walk or talk. You can see closely how those things are important – to have a possibility to go where
you want and express yourself. Children learning to talk is very funny and interesting for parents as well because you start to think
about words. What do they really mean or how can people understand things differently. Ruben has just started to make his first long
sentences and Samuel is using more and more difficult words in wrong context.
The story is actually about Samuel and Estonian language. In Estonia the words ‘DEER’ and ‘FEAR’ do not only sound quite the
same but also written they are quite the same: ‘HIRV’ and ‘HIRM’. You can see that only the last letter is different.
Last Friday we drove home late in the evening and saw 2 huge elks in the field. We stopped and watched them pass the motorway.
Then my husband told me about the news: how one elk had attacked a little girl.
Samuel wanted to hear the story as well but my husband said that it was too scary for the night time and he might feel the FEAR.
Suddenly Samuel asked how far those FEARS came from, where they were coming from. At first we didn’t understand and told him
that it just comes when he feels scared. Samuel got angry, kept on repeating his questions and then we understood that actually he
meant DEERS. That elks and FEAR got DEERS into his mind.
Then we had to face the situation: how to tell your little child what FEAR and what DEER is? And how comes that the words are
just similar but have different endings and meaning? It was a challenge ‘cause we were so tired. We thought that he understood but
after being quiet for 10 minutes he asked again: does the FEAR have horns? We decided to continue the explanations the next day.
The next day we did a little drawing about how DEER and FEAR look like and how those words look like.
All we needed was a little drawing and it seemed to me that he finally got it.
There is a saying that mom is a cook, a cleaner, a doctor, a clown, a taxi driver and a teacher. It is totally right. We can add here that
mom is a Guerilla Teacher. And as it all happened on Mother’s Day, Samuel made me a great present – thanks to this story I started
to understand what Guerilla Teaching is about.
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II.2 Teachers as learners
II.2.1 The Long Journey to Guerrilla Way of Thinking. A language diary (Ondřej Duda, Palacký
University)
As a student of English language teaching (ELT), I studied the methodology of language learning with focus on English. It
was a process of mastering the subject – English and the methods to be able to teach it. And, of course, the aim was to teach
English “properly”. At that time, I thought the “proper” way to do so was to strategically combine all the approaches I had
learnt so far according to various factors, such as group, age, topic etc. For me, it was a natural way of processing the theory
in order to apply it. I do not want to evaluate my performance as a teacher trainee now as I do not have the data for that.
What I do have now is my memories and mixed feelings. The reason for that is that my teaching efforts from that period of
time seem to have been more of a confusing mixture of thoughts and ideas used in a class rather than sophistically planned
teaching based on theoretical preparation.
Later on, when I started to teach, I tried to perform the best. It was unacceptable not to excel in the class. A teacher is a professional and the level of his/her expertise should be the highest possible. I asked myself questions such as the following:
What is the result of the academic preparation? What effect does the constant expectation to be the best have upon me? What is the
result of that? Do I feel confident? Am I good? I decided to continue studying at university and became a student of Education
and ELT at Palacký University in Olomouc. As a teacher/student I can honestly say that, obviously, I could not fail at that
time. I needed to get better and the best way to do that was, in my opinion, by experimenting and trying hard.
Eventually, it took me few years of practice, few more years of studies and a few inspiring people I met to realise that I had
created a very complicated image of teaching in my head. It is said that sometimes less is more. In a way, this thought has
worked for me.
I turned to none else but our own Johann Amos Comenius, the father of modern education. He knew and described the
essence of language teaching and he established basic principles of teaching which are still relevant: lifelong learning, cooperation and communication with parents, connecting school and life/practice, self-organised/self-regulated teaching/
learning. He created textbooks for language learning: Orbis sensualium pictus - The Visible World (1629) and Janua linguarum
reserata - The Door of Languages Unlocked (1629). Also, in his set of drama games Schola Ludus - School by Play (1630), he laid
down basic principles for future reform educators and prepared the basis for the importance of games in language learning.
Two things from the wisdom of Comenius have influenced me: the student-centred approach and the idea of self-regulated
teaching/learning. The first is connected to the idea of motivation as discussed in MOOC Lesson 4.2 called Motivation: the
Way of Education is open. So, after thinking and planning lessons, I asked my students to write a piece on what has motivated
them to learn English. I gathered nineteen stories and I uploaded them on our GuLL Czech National Facebook page. Below,
you can see a screen shot:

The motivation for learning English of students in the Czech Republic can be divided into 3 groups:
1. I need to learn it because I need it at school to pass.
2. I will need it later at school/work.
3. I like English and I enjoy learning it. If I need it at school, that is a bonus for me.
It is obvious that most students are extrinsically motivated (1, 2) to learn English. For example, you can find an analogy in
a deep study of French learners carried out by Garder, mentioned by Stern (2015, p. 383).
Self-regulated learning is nowadays related to the theory of educational constructivism, since both suggest that the teacher
should direct the student by using methods such as mentoring, tutoring or coaching.
The intensity and extent of the teacher’s assistance depends on the age of the student: first the child needs to be introduced
to the way of learning, be supported in his/her curiosity, be taught the way to learn to learn and to benefit from modern teaching
aids, such as ICT, visually attractive materials and adequate methods, e.g. MOOC, blended learning, etc. Unlike the traditional
pedeutocentric approach to education, where the student is a passive object of educational process, the reform-oriented education emphasises the individual approach towards the pupil who becomes the centre of educational process, i.e. pedocentrism.
It is necessary to realise that the teacher has a natural authority which derives from the pupil’s respect of him/her. Pupils
appreciate teachers’ knowledge, teaching skills (i.e. ability to engagingly explain the subject matter), interests and hobbies,
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moral and character traits (sense of fairness, honesty, responsibility, keeping promises, etc.). The teacher is a mentor, a leader,
a friend and a partner of pupils. He/she uses deep knowledge of human developmental patterns, is intrigued by individual
interests, abilities and needs of pupils, and, eventually, prefers and develops them. The teacher supports pupil’s self-consciousness and self-confidence by using verbal evaluation. He/she strives to ensure that every child has experienced the
feeling of success and considers mistake making a part of learning. The teacher is more interested in what pupils know than
in what they do not know or cannot do yet. There is a strong connection to what Guerrilla methodology has tried to improve
in teaching/learning.
Nevertheless, understanding the roles of teacher and student is not enough. Throughout my on-going practice I have noticed
that I learn outside the school, too. Thus, a question occurred to me: why could I not teach my students outside the school? This
brought me to leisure time education, whose theory and practice have been illustrated in this same Manual (OUTPUT 1
Chapter 2). The correct use of leisure time connects both my initial idea of “proper” teaching and the thought of enabling
students to learn outside the school. To get back to the idea of learning outside the school, my colleagues and I started asking
our students of English if they experienced something unexpected connected to English and the way it is used. Mainly, we
concentrated on misunderstanding, mistake making, errors and other difficulties our students might have encountered.
Later, we realised that students mostly listen to music, watch films and TV series and read books from which they gather
language issues, a process that follows the ways indicated by the Common European Framework of Languages (2006, p.
145). The amount of the information needed an upgrade in collecting it, so we told the students to make written notes for
their memory. The result was that each student brought a note to every lesson and continued to extend this practice at home.
Finally, we decided to make a log – a language diary that students keep throughout their studies.
The idea of Guerrilla Literacy Learners is strongly reflected here as the language diaries students create focus on mistake
making or misunderstanding the language and turning it into a positive self-assessment tool. The concept of language diary
is widely discussed by Jeremy Harmer (2012, pp. 400-403), who highlights their importance for self-assessment, since it is
fundamental for the student to think about what he/she is learning and why. Since the notion of error/mistake making is
the core of the GuLL methodology and its beneficial implementation, it is fair to mention Penny Ur (2006, pp. 246-249)
as focusing on the importance of learners’ errors, yet mainly in oral form of language production. To summarise the idea, a
language diary is an individual written journal of various target language-related entries produced continuously throughout
the process of learning a foreign language by the student. I have collected several diaries made by my 1st year students of
English in a bachelor study programme at Palacký University in Olomouc. I will provide 3 examples from a selected diary
with 3 entries and then comment on its structure. The language diaries are authentic with no further corrections.
Example 1
Language log, Stixová Barbora
definitions and transcriptions are from OALD (online)
1. rabies 		
/rey-beez/ 		
a disease of dogs and other animals that causes madness and death.
					
Infected animals can pass the disease to humans by biting them. vzteklina
					
I think this is an useful word, as it’s quite a common disease among
					
animals (wild animals like foxes but also domestic ones like cats and dogs)
2. gourmet
/goor-mey/ 		
(of food, wine, etc.) of high quality and often expensive;
					
connected with food or wine of this type
					I heard this word when I was watching a video on youtube about organic food
3. luscious
/luhsh-uhs/ 		
having a strong pleasant taste; delicious
					I think this word might be quite useful as majority of people overuse
					
words as good, nice and delicious when they talk about food; this word
					
is used when you talk about fruit which is fresh and juicy
Example 2
LANGUAGE LOG
curfew - a regulation requiring people to remain indoors between specified hours, typically at night
source: lyrics of the song Alicia Keys - Empire State of Mind
crunch time - the period of time just before a project has to be completed and everyone has to work really hard.
source: website : www.myenglishteacher.eu
It’s tempting - appealing to or attracting someone, even if wrong or inadvisable.
source: How I Met Your Mother (TV series)
Example 3
1) I´ve heard a useful phrase in my favourite film called Team America. When the main character Gary Johnston tells his
crush Lisa he is in love with her and want to be with her, she responds: „Only if you could promise me you’ll never die. “Gary
replies that he can’t do that. But when she continues with “If you did that, I would make love to you right now. “Gary yells
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out: “I promise I will never die.” and scene continues with them making love. From that point I realised that after promises
it continues with “will” form not going to.
2) Last Saturday I was at the cinema with my girlfriend on the new James Bond film called Spectre (not so good IMO) and
heard a new word which didn´t be familiar to me. Suffocating. It means to loose breath.
3) Initially – didn´t know the word as well as the pronunciation of it, but nowadays I am able to use it and I used it in my
essay indeed.
As one can see, the form and layout of the diary are free and up to the student. Generally, we can say that the diary consists
of the following:
1. a word or a phrase in English (target language)
2. a phonemic transcription (IPA)
3. a Czech translation
4. a description in English = monolingual dictionary/own words
5. a source of the entry
A phonemic transcription is present only in example 1. All three examples lack Czech translation, which is not a compulsory
feature of the diary. Only example 3 features a description of the entry in full words by the student commenting on the situation
in which he/she encountered the language entry.
A language diary as a supporting tool for learning a second language comes from the student/teacher cooperation within
the learning/teaching process. A language diary is the result of students’ needs to continuously note specific language entries that they experience on a daily basis when they are/are not at school. Regarding that, a language diary is a methodology
tool for both the learners and the teachers. It provides learners with an easy and consistent way of logging language in order
to store it, correct it and, eventually, memorise it. Since keeping a language diary is a very easy leisure education activity and
non-standardised in its format, it is a personal way to help learning a second language. It is an enjoyable action for students,
whereby they can actually see the results which motivate them intrinsically. Also, a language diary provides teachers with a
‘personal language timeline’; a list of language entries with student’s comments and sources that each student encounters
and thus help the teacher to consider student’s specific learning needs.
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II.2.2 Why teachers like mistakes (Guido Cajot, UCLL)
The most distinguished academic organisation of Dutch language in the Netherlands and Flanders is “Onze Taal” (Our
Language). It has been founded in 1935 and 10 times a year the members receive a glossy magazine with different articles
about language problems, research, conferences, etc. In the edition of May 2016 they published an article about the most
current mistakes Dutch speaking population of Belgium and the Netherlands make. About 1400 members of “Onze Taal”
filled in a questionnaire: 49% were language professionals and 63% were women.
For 99% the following mistake was not acceptable: *hun hebben dat gedaan (*them haven’t done this). The correct form is:
zij hebben dat niet gedaan. The mistakes that about 99% of the members accepted were those words of other languages that
had no alternative in Dutch: impact, ambiance, sowieso, etc.
Among all the mistakes that were disapproved grammar mistakes were on top. So, even after many changes in teaching methods, grammar rules are still very important in language education. Or not?
But how do teachers deal with mistakes/errors and grammar rules?
The linguist
Prof. Dr. Peter-Arno Coppen is a well-known Dutch linguist and in many presentations and publications he emphasises the
necessity of a kind of grammatical consciousness. In the past, grammar rules had to be learned and when learners followed
these rules they were able to speak and write without any mistakes. The traditional grammar didactics used a quick and
mechanical way of labelling. When a student was able to use the rules correctly he did not make mistakes, but was not able
to explain how these rules worked or what reasoning he followed.
Grammatical consciousness is more than use a rule in the right way. It is something completely different and can only be
learned by reasoning and not by learning by heart. The grammatical reasoning is the process that will help the language user
to understand mistakes or to avoid them. If he cannot do this reasoning on his own, the teacher must help him by thinking
aloud. Teacher and student analyse the error and the student discovers why he made that particular mistake. The guerrilla
student will use plain language and practice the grammatical reasoning.
This seems to be very logical but do teachers believe that the GuLL method works?
The critical friends: teachers of secondary education
In three meetings during the academic year a group of language teachers of secondary schools came to the teacher training
department to discuss their students’ language problems. The GuLL-project was a topic in several formal and informal
discussions.
In the curricula of secondary education it is forbidden to teach grammar rules in Dutch in foreign language classes. Teachers
have to practice the communicative approach. Accuracy in writing and speaking is not important and students have no
grammatical consciousness. So they make mistakes like *he workt and *he burnd because they miss the ability for abstraction
they need for grammar rules.
In different meetings the language teachers lamented the fact that they were not able even to explain Dutch grammar in
class. On the other hand, they very much believed in task-based learning while doing projects. This creates a powerful learning environment that motivates students to use their language skills in an integrated way. While working as a kind of learning
community the students will help each other during the process. Also the teacher will follow up the process and can use the
guerrilla techniques when he notices mistakes.
At first they were somewhat confused about the plain language GuLL uses. They felt more comfortable when they could rely
on the grammatical terminology. But mostly the teachers of multilingual classes in vocational schools felt the need to work
with GuLL, because this way of thinking aloud helped students to deal with their mistakes.
And in fact these language teachers did not have so many problems with the mistakes their students made. They were even
more tolerant than their colleagues that were no language teachers. In fact, they were much more interested in the reasoning
by thinking aloud that showed the process.
In secondary school language classes are part of a more elaborated curriculum with different other courses.
But what about language schools?
The teachers of language schools
In the project “Dutch as a second language for foreign adults” I have collaborated with teachers of different language schools.
I had several meetings with the teachers and explained GuLL. I did (filmed) interviews with students of different countries
and languages and used the GuLL narrative coaching. I watched the videos with some teachers and we tried to find out what
kind of reasoning helped the students to become conscious of their grammatical awareness.
The teachers were very surprised about the way their students talked about learning Dutch as a second language. In fact the
teachers had never considered the fact that students use different techniques to learn a new language. Most of their students
were multilingual and used the language knowledge and the grammatical rules they had already acquired in other languages.
Then together with the teachers we started doing group interviews and discovered cultural mixers, avoiders, mathematicians, etc. even more than I had met in my own class with Dutch speaking students.
And yet the question remained why students made those typical mistakes even after having learnt the simple rules many
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times over and over again. One of those in Dutch is the conjugation of verbs when they write: *Ik weet dat dit gebeurd
instead of Ik weet dat dit gebeurt.
The researcher
On several occasions the GuLL-project was demonstrated to a public of teachers of all kinds. On the conference “Het
Schoolvak Nederlands” (Tilburg, November 14th 2015) Prof. Dr. Dominiek Sandra and Nina Verhaert (PhD) from the Department of Linguistics, University of Antwerp, were sitting in the audience. Just before the GuLL-presentation prof. Sandra
gave a lecture about the most frequent mistakes Dutch students make. The results of his research received a lot of attention
in the media in Belgium (Flanders). The reason why is very obvious because the spelling mistakes people make when they
conjugate verbs are a socially loaded topic. In fact, language users that make this kind of mistakes in public media will
be crucified. There are theories that say that making conjugation mistakes is a predictor of intellectual poverty.
Prof. Sandra has carried out a lot of research and formulated a very interesting theory about conjugation mistakes. I followed
his lecture and discussed with him afterwards. I told him about GuLL and he and his colleague came to the GuLL presentation. He saw several similarities with his own research, whose conclusion in one sentence is: «Spelling errors suggest
full-form storage of regularly inflected verb forms».
His research had to do with the use of homophones. A homophone is a word that is pronounced the same as another word
but differs in meaning and may differ in spelling. The words may be spelled the same, such as rose (the flower) and rose (past
tense of rise), or differently, such as carat, caret, and carrot, or to, two, and too. In two experiments and two corpus studies
on the homophone dominance in the spelling of regularly inflected verb forms (Dutch: het gebeurt/het is gebeurd and hij
wordt/ik word), he discovered the phenomenon that the higher-frequency homophone causes more intrusion errors on the
lower-frequency one than vice versa.
Language users cannot discriminate a recently seen verb form when shown the two homophones.
Instead, they choose the most frequent spelling pattern. All experiments focusing on those errors used a task in which an
overload of working-memory was created. The data of the experiments revealed two language-independent determinants
of the error risk: a frequency factor and a working-memory factor. More errors were made when the target form was the
low-frequency homophone than when it was the high-frequency one. Thus, spellers use the most frequent morphographic
form of a homophone pair: e.g. in Dutch Hij wordt is 65 times more frequently used than Ik word. So the current error will
be *ik wordt. Is this the “GuLL mathematician”?
Prof. Sandra concluded: «The occurrence frequency of inflected forms is represented in the mental lexicon, even though
such forms can be generated by a grammatical rule». The explanation is very simple: one can make the comparison with
people you meet. When you meet a member of your family in the street you will easily recognise him or her. But when you
meet one of your students, recognising him or her will be much more difficult. And of course, many learners rely on their
memory when they use languages, because they are not sure of the grammatical rules. Especially when learners are in a stress
situation they try different ways of escaping or ignoring the rule.
Prof. Sandra recognized the different Guerrilla strategies, especially when the mathematician and the avoider were explained to him.
Conclusions
During the research for GuLL it became more and more obvious that the student-centred approach is the only way to help
learners that are not able to learn grammatical rules. These learners are not to blame but must be admired because they want
to understand why they make the errors. And as Prof. Coppen and Prof. Sandra acknowledged this is the best way to create
a grammatical consciousness. This is perhaps not the easiest way to learn a language, but it is a more sustainable one.
As Prof. Coppen wrote in one of his articles: «A grammar rule is a kind of mnemonic or study aid but in fact stops the thinking process. By using grammar rules the learner will get the readymade solution. The learner that has to think about the
different ways to get the solution will create his own learning process».
If the student knows that he is a mathematician, an avoider, etc. and is aware of his way of learning a language he will better
understand the solution. The same happens in mathematics: a learner can perhaps know the solution immediately, but he
has to be able to explain how he has been thinking about the way to come to the solution. Which comes to say that the way
to get to the answer is more important than the answer itself.
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II.2.3 How teachers may come to like mistakes (Alba Graziano, La Tuscia)
When in Autumn 2014 La Tuscia University signed a protocol with the six upper secondary schools of Viterbo with the
intent to create a vertical trajectory school-university which might facilitate students’ university access and attendance and
reduce drop-out rates, three main areas of intervention resulted from the analysis of access tests aimed at identifying basic
knowledge: Italian, English and logical thinking. Without insisting on the cognitive connection among these three areas or
discussing the specific contents of the access tests or the general sociological background of the average La Tuscia University student, it is a well-known fact, and not one that can be limited to the Viterbo area, that about 65% of Italian secondary
school students hardly reaches level A2 after 10 to 13 years of formal education in the English language. Having recently
introduced English from the pre-primary school, the current national curriculum indicates lev. A1 as to be reached after
the primary school, lev. A2 after the lower secondary school (13 years of age), lev. B1 at the completion of the compulsory
school (15 years) while the following three years should be devoted to strengthening B1 towards B2. So, our statistical
results are really discomforting: probably it has always been like this, but with the Italian University reform at the turn of
the millennium following the Bologna and Lisbon treaties and the introduction of a discipline called “Language and translation”, which has given academic relevance to the linguistics of every language, it has become possible to implement the
CEFR levels and to assess in a more scientific way even at university. Thus, recent statistics in my University confirm that
the QOPT, indeed a simplified test as to abilities and competences involved, places first year students at lev. A1 by 20-22%,
A2 by 41-44%, B1 round 25%, B2 always ≥ 9%, and round 3% scores lev. C1-2. And with little difference between students
aiming at a degree in foreign languages or students in any other course as it has been demonstrated for years by the high
number of failures in my first year exam after a 60 hour course addressing a level B1+ (see chapter on Error Analysis in the
OUTPUT 1 of this GuLL Manual).
In the frame of this collaboration between local schools and university, a group of 15 very well-meaning in-service teachers
of English from both lower and upper secondary institutes responded with great generosity and enthusiasm to my offer to
try and tackle this problem together, since we all shared a sense of failure: the non-generalised acquisition of at least a level
B1 in the English language represents for our country a problem of basic literacy, English being by now the unavoidable
lingua franca of the world and almost a nativised second language in Europe. My personal surprise – and pleasure – was
when I recognised more than half the group’s faces: many had been students in the pre-reform Faculty of Foreign Languages,
when I, like all the professors in the same research field, used to teach English literature leaving the teaching of the language
to non-academic mother tongue staff. To me a real prehistory, which, as much as I love literature and have loved studying
and teaching literary criticism, I do not particularly regret after dedicating the second part of my life to studying the English
language more in depth, both in its history and in its fascinating contemporary sociolinguistics, and to training English
pre-service teachers. To them, however, it was a shock to know that I do not teach literature any longer!
Flattering as this reaction was to me, it almost had the impact of a revelation as to the generational status of the vast majority
of English teachers in-service in Italy at the moment (even the “young” ones!), mainly characterised by two factors:
1. however excellent they may have been in their university courses (and some really were!), their proficiency mainly focussed on literary studies without hardly any exposition to the scientific description of the language of interest (at times they
may have legally avoided even general linguistics or history of the language courses);
2. only a limited number has ever had initial and homogenous training inside the university system, since the first university
teacher training course started exactly in the year 1999-2000 together with the general university reform (and in my region
I was the coordinator for the Foreign Languages).
The immediate consequences of these two historical factors on a national scale are that:
1. despite all possible personal good intentions and also despite the many updating courses they may have attended in their
teaching career, lucky if Italian in-service language teachers inspire their everyday praxis to a communicative approach since
most textbooks adopt it, or, if they have sniffed more contemporary innovative methodologies and techniques, this is only
in totally non-systematic ways and on a voluntary basis;
2. most English teachers would typically tend to reproduce the way they have learnt English at school or at university and
the image of English they would convey to their students would be that of a “grammar” – and expectedly not so scientific a
grammar, too – to be studied following school books closely and executing lots of mechanical exercises.
In little time the group actually agreed on this general analysis, which even increased their readiness to put themselves in
question and start learning again: an ideal group to experiment GuLL method on teachers as learners! I knew after the first
moment of enthusiasm and fascination there would be resistances and barriers to change, but I had two advantages:
1. the disappointing statistics, to which to go back from time to time;
2. the fact that even I, the University professor they so much esteemed, shared the same catastrophic results when teaching
the language. And a couple of promises, too: 1. they would be part of a European scenario through participating to European
projects;
3. they would be the avant-garde of innovation in their own schools, given the support on the side of the local headmasters.
All in all we met ten times between November 2015 and June 2016 for a sum total of 25-30 hours, quite a lot on a totally
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voluntary basis. From the very beginning, our meetings almost naturally developed along two interconnected lines of intervention to try and comprehend our students’ difficulties in learning English at school and what to do to remediate: on
the one hand, it was very productive to go back into the students’ shoes and adopt the learner’s viewpoint; on the other, a
shared need gradually arose to change as teachers by both improving our theoretical knowledge of English and adopting
a different teaching perspective. In other words, we first had to recognise ourselves as learners and error-makers and then
start to appreciate our students’ mistakes and to look for different ways to facilitate their learning process through and out of
mistakes. I mainly adopted a gradual approach to awareness development, debate as an adult strategy to share information
and analysis and art of hosting techniques to achieve a relaxed atmosphere: as a consequence settings varied and different
aids were used according to the different needs. In my own study room or in normal classes with just chairs we were able to
practise “circles” and storytelling, whereas we moved to a computer lab when we needed to look at some digital materials.
Minutes of each meeting were taken in turns, mostly in English, as a record for us and also as a didactic suggestion for secondary school classes (being a fantastic learning tool since it is a really communicative text, implying cognitive, metacognitive
and linguistic abilities simultaneously). At the moment everything is shared on a dedicated space on our UniTusMoodle
platform together with a forum that might be used in future to keep contacts and discussion going.
Almost every meeting started with self-analysis, alternatively as learners or teachers, through a little narrative session. In the
first two meetings we all related a particularly happy or viceversa a negative episode in our own language learning process
(not necessarily English) and we remembered who our best or worst teacher was. Something very interesting came out of
these experiences: some remembered being attracted by the sounds of languages, some being fascinated by words; some
had felt the contrast between communication and grammar very early and some referred what a turning point it had been
to establish contact with mother tongue speakers abroad or at home. The final spider gram of the best/worst teacher highlighted competence, passion and capacity to motivate as the main values whereas not strictness was negative in the memory
of these teachers as learners but “coldness”, which at times seemed to mask a sort of fear of the students. These teachers,
however, cherished the memory of those teachers of theirs who were not afraid to confess they were no Mister-know-it-all
and left them as students’ margins of autonomous learning and collaboration.
Since it was clear they were also describing themselves as ideal teachers, I asked them to recall the most successful lesson in
their career. One teacher reported about a module on food, involving actual cooking, in the lower secondary school (probably in connection with Expo 2015) and another about a project on bullying in the final year of upper secondary school. The
positive elements they highlighted were predictably: students’ enhanced motivation and participation through personal
research, learning by doing, cooperation, use of some ICT and also the fact that English was used as a vehicle of communication and not as a study object in itself. All the right ingredients of a modern task-based learning/teaching, including
consistent ways of assessing and evaluating competences, not nuclear notions. But the ensuing discussion pointed out that
these experiences in the reality of the Italian school were to be considered exceptions, somehow “holidays” or “projects”, not
the normality. So: what did everyday, “ordinary” classes of English get filled with? – was my next question. And then: which
is the “ordinary” way of assessing L2 achievements if not in the context of meaningful task-based activities? What is the role
of mistakes in the learning process and how do we evaluate them?
Here, the GuLL methodology, which was presented to them through explaining its genesis and main objectives and showing
our pleasemakemistakes site and some of our already elaborated materials, came in handy to start developing a different and
more positive attitude towards mistakes. Only that, when I suggested to first observe ourselves as mistake-makers – our
own error-making styles and consequently our learning styles – and only later start analysing our students’ patterns, the first
reaction was to bring in a list of more frequently occurring mistakes in students’ written products. There’s a first resistance,
thought I. But I didn’t want to force them. I seconded their preference to deal with students’ error analysis first: after all it is
also the way we have started in our GuLL project! After going through one of the teachers’ list, we discovered that secondary
school students’ mistakes were exactly the same as the ones revealed and systematized in our Viterbo Learner Corpus and
Error Analysis, made on purpose for this project. No wonder: these self-same students will join university courses in one or
two years and will be presented with my first year course requirements! But this “handmade” error analysis carried out by
the teachers offered the opportunity to deal with scopes and contents of my first year course and to show the details of my
testing and thus to try and tackle the problem of first year exam failures.
As soon as I suggested the teachers should also try my exam test, the session turned into an updating one in general and
applied linguistics: beyond revising general linguistic notions and terminology (like “what precisely is intended by morphology”), I had to sustain the long-awaited for pars destruens, the demolition of most of what they had always been taught and
had always taught about English “grammar”! It was a turning point and not an easy one to digest: not only these teachers
had to be convinced that grammar as a main objective keeps re-emerging surreptitiously in their “ordinary” practice when
they should mainly teach communication, but that the analysis of the English grammar they teach is often incorrect, based
on apparently comfortable “rules of thumb”, but in the end doomed to increase the students’ mental confusion. We verified
this on some crucial areas, the ones that are comparatively most different between Italian and English, where interference
is granted, like the verbal system, the possession, the concept of countable/uncountable and the use of the article. The way
they were convinced the English language works made them first place – and secondly their students – inevitable Cultural
Mixers, second language learners devoted to for ever calquing grammar, but also lexicon, on their mother tongue.
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After this shock of recognition, a pars construens was welcome. At this point teachers were ripe to observe themselves as
learners and error-makers, to really penetrate the relevance of making mistakes so that you can analyse them, discuss them
and possibly find ways to improve them. And only now was it really possible to feel their proximity to their own students, to
cherish their mistakes as learning strategies and to find a way to proceed together without fear or repression. At this point
GuLL methodology was given a real chance to have an impact. On the one hand, our British partner’s story (in OUTPUT
1) was shared: how totally a-grammatical is the learning/teaching of English in their own school system and how an excess
in mistake correction would get in the way of effective communication. Then, a list of possible strategies to appreciate students’ mistakes was agreed upon: from marking mistakes with opposite colours from tradition, e.g. green instead of red (the
wow method), to verbally pointing out at mistakes like “non-standard” forms; from using peer-observation and evaluation
to self-recording and revising oral production; from thinking aloud to inventing learning narratives. Finally, the actual survey on their own error-making patterns was carried out and enjoyed as a funny way to recall and describe their own learning
styles and spot them in their students.
Some of our leading questions were:
◆ What kind of strategy do I adopt to solve communication problems?
◆ How do I realise I’ve made a mistake?
◆ What is my emotional reaction to discovering I’ve made a mistake?
◆ Do I like to be corrected?
◆ Which strategy do I adopt to improve?
The discussion revealed different learning styles and patterns of error-makers beyond the Cultural Mixer: the Agonist, the
Musical Ear, the Perfect Proofreader, the Mathematician, St. Thomas check-all, the Do-gooder.
Different attitudes towards making mistakes were expressed by the participants. Each of the different styles - and students
would show more when closely observed - suggested that there can be different remedial strategies to be adopted also in
accordance with the different ages: for instance, a musical ear will be helped by increasing the use of songs and oral texts in
class, a visual learner may be challenged by a spelling competition, the more logical minds will benefit from systematising
grammar in graphic, schematic ways of their own, agonists may like to do some gym while language learning, etc.
At this point some objectives/strategies/techniques to work upon individually or in pairs or in larger groups were proposed,
to be tailored to their classes’ needs:
◆ increasing oracy through nursery rhymes, tongue-twisters, limericks, pop songs, rap, etc.;
◆ using “thinking aloud” to reflect on mistakes;
◆ composing language learning narratives/diaries;
◆ building a database with all the mistakes they see in signposts, ads, shop names, etc.; r
◆ esearching some (hi)stories of the English language;
◆ «let’s write our own English grammar!»
By the end of the school year, one teacher working in a lower secondary school has rediscovered her passion for nursery
rhymes, that she had practiced in the primary school, and has proposed them with great success to her present older pupils;
another has filmed the backstage to a theatrical performance (a version of Alice in Wonderland) where students correct
each other’s pronunciation, having perfectly understood how important correct pronunciation can be on stage; another has
had some of her students in a Musical Lyceum produce a rap song playing with rimes and others produce short poems, thus
improving pronunciation and spelling at the same time; others are working on a CLIL (Content and Language Integrated
Learning) project about the local culture (at a primary/lower secondary level) in the conviction that English cannot be one
more subject matter to study out of books but has to be practiced as a vehicle of communication (like any language) from
the very beginning.
If all these activities can soon become the “normality” of English teaching/learning in Italy, if teachers can get rid of textbooks most of the school year and build their own and their students’ learning materials and grammar labels, if the balance
between “boring” grammar time and “funny” communicative time will be finally reversed is only… in their hands. But at
that point I can tell you also our university testing and teaching will have to change radically!
The wise old man looked at the two sisters for a moment and thought. Then he smiled. ‘My dears,’ he said, ‘the butterfly is…’? ( Jane
Revell and Susan Norman, In Your Hands. NLP in ELT, London, Saffire Press, 1997).
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CHAPTER III. OUTLINING THE METHODOLOGY
III.1. Guerrilla Literacy Learners: a descriptivist approach
Patricia Huion, UCLL
Before I start describing the patterns we have detected, I would like to invite you to go to our GuLL –educators- umbrella
facebook and scroll down until you discover the rap clips. Watching them you will see how much fun it is to describe your
fail patterns. Everybody could think up and rap about mistakes that are quite common in their environment. So this leaves
us with our first reassuring conclusion: we all know we make mistakes and we even know which mistakes we make.
Secondly during our training week in Olomouc each participant enjoyed sharing his/
her rap song which leads to a second reassuring conclusion: we are not afraid of sharing
and showing our mistakes.
Thirdly if you travel to our Italian or Romanian or Flemish facebook groups (1) you
will see how creative learners become when allowed to share their mistakes. And this
allows us to formulate a third conclusion: if you as a teacher, trainer, librarian, create a
safe learning environment, your students will be willing to work with their mistakes.
Obviously sharing examples of mistakes, is not the complete story. You have to create a
common language that allows you to communicate with lay people about the mistakes
you hear and that allows you to correct it if necessary. That is why we create this metalanguage to help students make sense of their mistakes without having to use grammatical concepts for instance.
To realise this mindshift you may have to situate this creation of a new metalanguage
within the debate between prescriptivism and descriptivism (2). Prescriptivism sees
grammar as a set of rules which learners should follow whereas descriptivism describes
how learners use a language. Guerrilla Literacy Learners is situated in the latter. We describe how learners use their language
and show how they use or do not use linguistic rules to increase their fluency.
The patterns we have seen so far can be categorised in three groups: patterns from learners who ignore rules, patterns from
learners who follow rules and patterns from learners seeking help in other systems.
Patterns from learners seeking help in other systems
Perhaps the most surprising discovery may be that many language users rely on non-linguistic sytems to improve their language literacy. They do not use grammars or a thesaurus but include other sets of rules. Within this category we have spotted
the Musical Ear, the View Master, the Lego-Player and the Mathematician.
The Musical Ear and the View Master rely on their sensorial background to decide whether it sounds good or looks good.
Quite often they resist right expressions because it does not sound right.
The Lego-Player and the Mathematician, on the other hand, prefer a logical approach. The Mathematician does not fall back
on grammatical reasoning but chooses the most frequent. The Lego-Player sees language as a set of building blocks and
reshuffles parts of sentences or even words until he/she has a “safe building”.
Obviously these strategies can be combined as the Mathematician will probably choose the option which sounds right as
well.
Patterns from learners who ignore rules
The second category of Guerrilla Learners know there are rules to be followed but they just do not want to pay attention to
them. The Body Builder is probably the most popular as he/she relies on body language to communicate. They correct their
mistake-riddled spoken language with disarming body language. They prefer the communicative approach and often defend
their strategy saying “as long as they understand me, it is ok”.
Most of us are also familiar with the Avoider”, the one who chooses another word because he cannot write it or pronounce
it correctly.
Patterns from learners who follow rules
Finally, we also discovered that a lot of Guerrilla Learners are very dedicated language learners. Contrary to common belief
perhaps, they do study grammar and glossaries and try to create correct links. The unorthodox links they come up with are
based on applying rules in wrong contexts or applying rules too often: the Sticker, the Word Dweller, the Do-Gooder, the
Cultural Mixer and the Wrong-Footer.

71

The Sticker knows one rule and applies this in all contexts (good-gooder-goodest). His/her opposite is the Do-Gooder who
applies many rules too often (did he gave).
Then we have the Guerrilla Learner who not only knows the system of one language but of many more: the Cultural Mixer.
Unfortunately she/he may adopt the rules of one grammar system in another language. For instance Polish people who do
not use articles in English.
Special examples of Cultural Mixers are the Word Dwellers who remain at the level of the word and feel that you can translate a sentence word after word. Another exmple is their conviction that each word has but one equivalent in the receiving
language.
Wrong-footers could again be seen as a kind of Word Dweller because the Guerilla Literacy Learner uses the same word in
two languages but he/she fails to notice that they do not necessarily mean the same.
Using these lay terms to describe the mistakes unfreezes language learners. Knowing which Guerrilla Mistakes you make
allows you to self-correct. The Guerrilla terms help to bridge the unorthodox links to existing grammar rules.
Guerrilla Literacy Learners: the future learners?
Guerrilla Literacy Learners embrace their mistakes as opportunities to learn. Once the facilitator has created a safe learning
environment it is quite a challenging journey to discover these mechanism of mistake making. But it is also a journey full of
smiles that gives you a lot of energy. Both facilitators and students learn about the different strategies they use. And these
strategies are not necessarily situated in one system. As such Guerrilla Literacy Learners have shown us that we might teach
in a monolinguistic framework but that our students actually learn in a transdisciplinary and translanguaging way. As such
we started thinking out loud and wondering whether the Guerrilla Learners might show us a future learning perspective.
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III.2 The Knowledge Clips: A short (hi)story of recording “how to”
Peter Frühmann, Kati Orav, Carmen Radulescu
A long, long time ago, cave people started hunting and of course in the beginning it did not always work out well. Effective
and efficient hunting techniques evolved by trial and error and were surely shared orally with others. A story or experience
once told, might linger but cave people had also found another way of retaining information and knowledge: visually, by
painting or drawing hunting scenes to the walls. As a reminder how to hunt for instance deer, buffalo or boars, and to look at
whenever needed. Sometimes maybe accompanied by a tall story about a great hunter. Odysseus might have explained his
strategy to invade Troy accompanied by a sketch of the wooden horse. Which became such a strong symbol that once the
story had been told, the visual would become the carrier (and reminder) of the epic story. When writing was invented, we
were able to print information to documents that could be stored, retrieved and re-read whenever necessary.
Sound is more than giving oral information: while telling a story, you might also sing it with repeating refrains. The bards
used that and we still remember songs by their melodies and refrains. When we know the tune, the tempo, the rhythm, it
is mostly easier to memorise the words as well and thus the information. It has worked for ages and it still works, rappers
being our current bards.
These elements (voice, writing, visual, sound/music) – when combined – help us to convey and retain knowledge better
than any single one. We realise, of course, that not every teacher will be a singer/songwriter, rapper or storyteller. But given
the contemporary (technological and media) tools and techniques we can go a long way.
Narrative Teaching and Blended Learning
It might seem old fashioned, but think of the best teachers or professors you had. Weren’t they storytellers?
By mere listening to them you were learning and retaining knowledge at the same time. Why? Because they often used
meaningful stories or anecdotes and/or metaphors to explain complex topics. You still had to study the books, but man!,
how much easier to understand. When examination time came, you could recall knowledge quicker by linking the question
to the story.
Big companies like IBM were (and still are) using user-centred design and storytelling techniques to develop user-friendlier
hard- and software and manuals to go with that.
As said above, not everybody is a gifted storyteller, an engaging public speaker or lecturer. Nothing worse than uninterested
or not-comprehending students in the benches. And as explained, we can add and/or complement other tools to create
compelling information. Sometimes it’s enough to tell a story to teach, sometimes it’s enough to make some drawings to
teach (e.g. how to set up IKEA furniture), sometimes a song is enough to memorise a musical scale (“Doe, a deer...”) and
sometimes that’s not enough. And for reasons just mentioned above, sometimes it’s better to teach digitally, it’s more compelling and entertaining... You might know or have heard of it: Blended Learning.
There is no clear definition it but there are blended learning models that have been suggested by researchers. It can generally
be classified into six models:
◆ Face-to-face driver: where the teacher drives the instruction and augments with digital tools;
◆ Rotation: students cycle through a schedule of independent online study and face-to-face classroom time;
◆ Flex: most of the curriculum is delivered via a digital platform and teachers are available for face-toface consultation and
support;
◆ Labs: the entire curriculum is delivered via a digital platform but in a consistent physical location. Students usually take
traditional classes in this model as well;
◆ Self-blend: students choose to augment their traditional learning with online course work;
◆ Online driver: students complete an entire course through an online platform with possible teacher check-ins. All curriculum and teaching is delivered via a digital platform and face-to-face meetings are scheduled or made available if necessary.
All in all blended instruction is reportedly more effective than purely face-to-face or purely online classes.
Blended learning methods can also result in higher levels of student achievement than face-to-face learning.
By using a combination of digital instruction and one-on-one face time, students can work on their own with new concepts,
which frees teachers up to circulate and support individual students who may need individualized attention.
This is also in accordance with one of the new boom key-words of these days, namely the Flipped Class, which consists in
shifting students’ contents learning to autonomous work to be done at home through the vision and study of Knowledge
Clips and using the class time for more cooperative labs, including activities like commenting and debating, analysing and
improving, problem-solving and finding creative solutions. This has also been the pedagogical inspiration behind our GuLL
MOOC and all the knowledge clips produced in this project.
The highest achievement would be to have students finally produce their own knowledge clips, something that has already
been experienced in a more or less systematic way in many schools and European projects and by many individual teachers
or teams of teachers, but which is far from having replaced the more traditional textbook-driven, frontal lesson in many areas
of the world.
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How to design a Knowledge Clip
Our MOOC and the videos we have collected on our website show that digitalising lessons to convey knowledge in an entertaining and inspiring way is possible and manyfold. Before you “digitalise”, however, you will need a “story” (or more) to
convey your lectures / instructions / information.
1.The story
1.a. Structure
The simplest and most frequent structure is the folk story structure that starts with the setting (the current situation, the
introduction of protagonists). Then a “problem” arises and the protagonist has to act to solve the problem (it becomes his/
her/its “theme”). The action rises until it reaches its climax (the change / transformation) and the action “falls” again towards the solution (new situation) and a meaningful ending / learning.
1.b. Theme
In short, this is what you want to convey, you want to “change” in or add to your student’s mind. «Why is this (and what is)
so important for you to know? What does need to change?», thus defining the desired state (new situation).
1.c. Using metaphors
As we all know, metaphors explain one thing/issue in terms of another. They can help us to explain complex
matters in a comprehensible way. Lakoff and Johnson explain this by target- and source domains. To give their famous
example: Argument War. “War” being the “source” (the known domain) and argument being the “target” (the domain being
explained). There are numbers of source domains to pick from when you think of it.
1.d. Characters
If you don’t want to be the presenter of your lecture yourself (or even don’t want to tell it yourself) you can introduce
protagonists (and / or antagonists): these characters can be anything, from human beings to animals to objects and, yes, to
punctuation marks. Don’t be afraid to use all these and give them a voice. Stories allow that.
2. The storyboard
When you have thought of a story and you want to produce a knowledge clip, we advise you to start with a storyboard. It
is very useful to establish beforehand what you want to show or make heard. This is a template that you can make easily for
yourself:
Divide your page into four main tracks:
1. voice(s) or voice over
2. visuals or animations
3. sound (sound effects, music)
4. extras (pop ups, tables, graphs etc)
Fill in (describe visuals/animation; you can even make sketches if you are talented) what will come and where. It will help
you when you edit (or let edit) the knowledge clip.
3. The visuals
A good clip can involve:
◆ background;
◆ someone doing something;
◆ screen text with voiceover;
There can also be some
◆ explosions, fire, sparks and noise;
◆ surprise;
◆action and movement.
Every good clip is visual. Video is about using images to convey the message – not words. So, try to use more pictures and
images and play with the screen text.
You can always look for good visuals and symbols from internet to add in your story. Or you can always doodle and draw
by yourself and scan them for using in your video. A lot of software offer their own backgrounds, symbols and screen text
options if you don’t want to draw yourself.
4. And finally, Recording and editing
a. software (Wiedeo, iMovie, VideoScribe, etc.)
b. recording
b. editing
c. sharing.
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“Creating” a KC is no very complicated matter: almost all software vendors compete to offer customers a variety of templates which you can adapt to the message you want to convey. From marketing (selling a product or promoting a person for
a job) to the development of online courses for learners, media patterns are present, integrating creativity, innovation and
deep thought. But the adventure does not stop here, because each template provides the customer with the opportunity to
innovate and make improvements.
The final product is not designed from the very beginning. And here we come, the teachers who use these tools to supply
our students with engaging environments to facilitate their access to knowledge.
Choosing the appropriate software can be an enjoyable activity (like a child in front of a shop window full of cakes) and
trying to find out how a software works can be an fascinating learning experience.
Do you need a more dynamic tool? You can choose Imovie or Wideo. Do you need a more interactive tool?
You can choose Videoscribe or Pixton comics. The question is: what do you really want? All you have to know is that whatever medium you choose if you stay closer to the topic, to the concept you want to explain, everything you choose must
support the meaningful learning. The only prerequisite computer skills that video editing requires is that you know how to
word process, use email, and surf the web.
Besides the fact that video editors are very dynamic and reveal a world that closely resembles reality, the great advantage
of video recordings is that students can watch the lectures again at a later date. When you can review a lesson at home and
take time to think about the material, you have the opportunity to discover new things. During the classes you can convey
enthusiasm for the subject, you have a certain dynamics with the students but it is always important for them to continue
the learning experience at home, to interact with the material or to reflect upon it.
Most software works on the same principle, making the recording set easy and simple. Every video-editing platform provides a lot of templates that you can adapt to company presentations, tutorial videos, product descriptions, school projects,
animated narratives, lyric videos, and even love letters.

Then you have a dashboard, the place where you can upload any features you want, either videos, pictures, as well as graphics,
backgrounds, pre-made texts or fonts or even sounds. Of course, if you want more features – like unbranded videos, more
pre-made graphics, downloads in full HD, or longer videos – you will need a paid plan, but generally the stuff they offer for
free is enough to start producing attractive clips.
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When clipping is enabled you can create clips from existing videos. Each clip becomes its own media entry.
The clipping tool enables you to edit your videos visually or by setting the start time and end time. Clipping creates a new
entry from an existing entry and allows you to specify the start and end time for the new entry.
For example, you can clip an entry that can be used to create a 2-minute intro video to a long lesson, or clip part of an entry,
such as homework assignments. You can also clip a long lesson to several shorter clips divided by subjects.

If you want to record a new video, a narrator line, you can use the recording point your software provides, but you can also
use phone application or any other kind of recorders. Most of them are saved under .mov, .gif, .avi, .mp4 format, which is
recognized by any editing software. Upload them on the platform where the content will appear in My media as a new entry,
and use the trimming timeline to enter exact start/end times. If the video is too long you can crop it according to your needs.
You can compile with other videos or you can split in different parts, which can be put together in another way, telling another story. Everything depends on your needs or creativity.
If you want to animate the text in order to stress some words or statement, to point out the message precisely, you can use
VideoScribe. As well as other editors the dashboard seems like a power point presentation where every slide can be edited
with sounds, animations, transitions.

Finally, you can also benefit from the pictures library that gives you access to a large number of static or dynamic images to
use in your video.
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When you finish the clip and you are happy with the result, you want to share this joy with your friends, colleagues and
students. Before that don’t forget to add some love ingredient as everyone likes it. How can you do that? Usually the editors
offer the opportunity to save the clips either on Youtube or on your computer as well as upload them on social networks
such as Facebook, Twitter, Linkedin.
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OUTPUT 3

GULL ASSESSMENT AND EVALUATION
1. Current ways of assessing and evaluating
Teresina Barbero (La Tuscia)
Assessment and evaluation issues
There are two words in English to mean the ways to measure the results of the learning process and the consequences of this
measurement on teaching and learning, i.e. assessment and evaluation. The former is an “umbrella term” covering a variety
of instruments, whose aim is to establish what a student has learned in relation to a particular course as well as qualitative
methods of monitoring and recording student learning such as observation sheets, check-lists, rubrics (Brindley 2001). The
latter is the process of collecting, analysing and interpreting data, including the information deriving from assessment, in
order to enhance both teaching and learning. In other words evaluation goes beyond student achievement to consider all
aspects of teaching and learning, whereas assessment is an important component of evaluation, maybe the most important
one, as it gives the feedback of teaching and learning processes and allows to rearrange the educational path (Genesee 2001).
Therefore assessment has a big impact on the whole educational process because of its backwash effects, that can be harmful
or beneficial: if a test is regarded as important, then preparation for it can come to dominate all teaching and learning activities (Hughes 1989). A research on scientific literacy shows that most of the school time is devoted to prepare students to
answer exam questions. According to the authors the result is that the knowledge acquired rarely transcends the level of a
“recitation stage”, where «an individual is able to recite or read information, but has little understanding of the meaning»
and a limited competence in relating concepts and justifying personal opinions (Wellington, Osborne 2001, p. 139).
Therefore an assessment process needs to be carefully analysed from different points of view, in order to respond exactly to
the educational objectives of a specific path:
◆ What are its aims? (why?)
◆ What do we want to assess: an outcome, a performance, a process? (what?)
◆ Which tools are needed? (how?)
◆ Who assesses: the teacher, the learner, the other learners? (who?)
Assessment purposes (why?)
According to the purposes for which testing is carried out three main kinds of assessment may be considered (Briggs et al.
2008):
◆ Assessment OF learning
◆ Assessment FOR learning
◆ Assessment AS learning
Assessment of learning is a “summative” assessment, largely consisting of tests and exams taken at the end of courses of studies
in order to check progression through the curriculum. Proficiency tests for languages, generally carried out by specific organisations, are designed to measure and certify people’s ability in a language regardless of any training they may have had in
that language. In professional communities, such as business, law, health, or for subject areas (history, geography, maths…)
as well, content knowledge is assessed for purposes of certification. This is the case with the IGCSE (International General
Certificate of Secondary Education). In both cases they verify the level of competence achieved and have different purposes
than those of assessing progress at school, even if they may also be a reference point for schools.
Assessment for learning is a “formative” assessment, since it has the aim to inform the planning of future learning and teaching. This involves the teacher and the learner in a continual review of the progress.
Formative assessment has three important features: it is planned, since teachers collect evidence about the state of the learners’
knowledge; it is reactive, as teachers adjust their teaching activities in the light of the information they gain; it is reciprocal,
since both teachers and learners may improve the quality of the studies according to the information they get from formative assessment. Formative assessment provides a feedback to students and needs for that specific assessment tools, as
“traditional” ways of assessing are inadequate for this purpose.
Assessment as learning has a formative aim as well: it increases the awareness about the learning processes inside; students
and teachers share learning intentions and success criteria, they evaluate learning also through alternative forms of assessment, such as self and peer assessment, and tools such as portfolio, observation grids and other tools.
All these kinds of assessment can be used at school, but it is formative assessment that suits learning improvement better and
allows teachers to provide backwash effects on education.
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Assessing outcomes and activities (what?)
Assessment involves an accurate reflection on the outcomes of classroom activities, as activities are the way learning is really
fostered. We can put them into two large groups: exercises and tasks (Barbero 2012).
Generally speaking, the former test single elements of knowledge or single skills. In language courses they especially focus
on formal aspects of the language and require only one answer, usually summarised in a word or a phrase or a simple sentence,
or even without words, like for example in matching activities where you simply have to link segments of phrases, words or
images. They are generally structured by the teacher; the student’s creativity and autonomy are not solicited in any way, but
simply his/her knowledge or skill is assessed.
Tasks involve practical use of the knowledge in order to attain a result; as far as a language is concerned, they focus on its
pragmatic meaning, and more freedom is allowed to learners to choose their own linguistic structures. As a matter of fact,
many definitions have been given for the word task and its practical application to the teaching/learning process. So, for
example, a task is defined as «a piece of work or an activity which requires learners to arrive at an outcome from given
information through some process of thought» or as «an activity which requires learners to use language, with emphasis
on meaning, to attain an objective» (Ellis 2003, p. 4). Despite the variety of definitions, the features of the task have been
clearly described:
◆ A task is a work plan.
◆ It involves a primary focus on the meaning: it incorporates some kind of gap that motivates learners to use language in
order to close it.
◆ It involves real-world processes of language use.
◆ It engages cognitive processes such as selecting, classifying, ordering and evaluating information in order to carry out the
task; these processes influence but do not determine the choice of the language.
◆ A task has a clearly defined communicative outcome (ibid., p. 9).
Both exercises and tasks may have a place in the classroom, at different steps of the teaching path and with different purposes,
but they may not be assessed in the same way. For exercises, where, generally speaking, only one answer is admitted as right,
the results are considered with reference to a norm and the final score may itself represent the level of knowledge acquired.
This kind of testing could even better be defined as control instead of assessment.
Conversely, traditional forms of assessment where performances are simply measured through a score are not appropriate to
assess tasks and their complexity. Alternative forms of assessment are needed; a variety of definitions highlight their features
and purposes: among them, authentic assessment links testing to the pragmatic and realistic nature of tasks.
Assessment is authentic when we directly examine student performance on worthy intellectual tasks. Traditional assessment,
by contract, relies on indirect or proxy items-efficient, simplistic substitutes from which we think valid inferences can be
made about the student’s performance toward those valued challenges. Do we want to evaluate student problem-posing and
problem-solving in mathematics? Experimental research in science? Speaking, listening to, and facilitating a discussion?
Doing document-based historical inquiry? Thoroughly revising a piece of imaginative writing until it “works” for the reader?
Then let our assessment be built upon such exemplary intellectual challenges! (Wiggings 1990)
Assessment through rubrics (how?)
The most appropriate tools to evaluate integrated competences in authentic disciplinary tasks are rubrics. A rubric is an
assessment tool in the form of a matrix which is used to assess learners’ performances. It should define what students know
and are able to do. It consists of rows listing the features of the performance that will be assessed, and columns of descriptors,
indicating the qualities of this performance and the corresponding scores.
There are many advantages in using rubrics to evaluate for both students and teachers, as they:
◆ provide feedbacks to teachers and students
◆ represent a guide for students and teachers, much more explicit than a single numerical score,
◆ make assessment more objective and consistent,
◆ reduce the amount of time teachers spend evaluating students’ work.
There are mainly two types of rubrics: holistic and analytic. A holistic rubric evaluates the product or performance as a
whole, it describes the activity at different quality levels, each of them corresponding to a score. It is a kind of summative
assessment, as it requires the teacher to score the overall process or product without judging the component parts separately
(Mertler 2001). The focus of a score in a holistic rubric is on the global quality of specific contents and skills. Advantages in
holistic rubrics are quickness in scoring and its provision for an overview of student achievement. A disadvantage is that it
provides only a limited feedback (Taggart et al. 1998).
Analytic rubrics are criterion-referenced and assess summative or formative performances along several different dimensions
(Taggart et al. 1998). The degree of feedback offered to students is higher than in holistic rubrics. So the advantages are to
provide a detailed assessment of the tasks and create a profile of specific student strengths and weaknesses (Mertler 2001).
The disadvantages are mostly for the teacher: analytic rubrics are more time-consuming than holistic rubrics as individual
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works should be examined separately for each of the specific criteria chosen to assess the task. An analytic rubric necessarily
requires these components:
◆ an identified behaviour within an assessment task;
◆ the characteristics of the task that will be assessed (criteria);
◆ descriptors that describe proficiency levels of performance;
◆ a rating scale of scores, at three or more levels of performance to be used to rate students’ tasks (Taggart 1998).
There must be total consistency between learning goals, the choice of criteria and the description and the evaluation of the
outcomes.
In short, the steps to follow in a process of authentic assessment, as well as the teacher’s assessment questions, may be the
following (Barbero, Maggi 2011):
1. Providing authentic tasks: “What tasks are typical of that subject?”
2. Developing a set of standards consistent with the teaching objectives: “What will students be able to do?”
3. Identifying the criteria: “What are the essential elements of the task?”
4. Identifying competence levels for each criterion (generally between two and five) and attributing a score for each level:
“What is the level of competence achieved?”
5. Finding competence descriptors for each level and for each criterion. Descriptors may be expressed synthetically, (for
example: excellent, good, satisfactory, almost satisfactory, unsatisfactory, or complete, partial, not at all), or analytically:
“How can integrated skills be described for each score and in relation to each criterion?”
6. Creating a scored rubric to be drawn upon and adapted to each performance: “What kind of feedback is provided to the
learner?”
Peer- and self-assessment (who?)
Besides the obvious teacher’s role learners themselves may give an important contribution to formative assessment. Rubrics
describing their performances give students tools to monitor their own progress: by understanding more clearly what is
expected of them they will gradually become more able to critically assess their own work.
In spite of some possible problems, such as reluctance on the side of some students to participate in the evaluation process
or the need for more time, self and peer assessment have a number of benefits, as they:
◆ encourage student autonomy;
◆ give learners a sense of ownership of the assessment process, thus improving motivation;
◆ improve critical thinking by allowing students to gain insights into their own performance and judging the work of others;
◆ increase the awareness about strong and weak points in order to check the areas that need improvement (Maggi 2012).
References
Barbero, T. (2012), Assessment tools and practices in CLIL, in Quartapelle, F. (ed.), Assessment and Evaluation in CLIL,
Pavia, Ibis.
Barbero, T., Maggi, F. (2011), “Assessment and Evaluation in CLIL”, in Marsh, D., Meyer, O. (eds.), Quality Interfaces, EAP,
Eichstätt, Eichstätt Academic Press UG.
Briggs, M., Woodfield, A., Martin, C., Swatton, P. (2008), Assessment for Learning and Teaching, Exeter, Learning Matters.
Brindley, G. (2001), “Assessment”, in Carter, R., Nunan, D. (eds.), The Cambridge Guide to Teaching English to Speakers
of Other Languages, Cambridge, Cambridge University Press, pp. 137-142.
Ellis, R. (2003), Task-based Language Learning and Teaching, Oxford, Oxford University Press.
Genesee, F. (2001), “Evaluation”, in Carter, R., Nunan, D. (eds.), The Cambridge Guide to Teaching English to Speakers of
Other Languages, Cambridge, Cambridge University Press, pp. 144-150.
Hughes, A. (1989), Testing for Language Teachers, Cambridge, Cambridge University Press, 12th ed. 2000.
Maggi, F. (2012), Evaluation in CLIL, in Quartapelle, F. (ed.), Assessment and Evaluation in CLIL, Pavia, Ibis.
Mertler, C. A. (2001), Designing scoring rubrics for your classroom. Practical assessment, Research & Evaluation, http://
pareonline.net/getvn.asp?v=7&n=25
Taggart, G., Phifer, S., Nixon, J., Wood, M. (1998), Rubrics. A handbook for Construction and Use, Lancaster-Basel,
Technomic Publishing.
Wellington, J., Osborne, J. (2001), Language and Literacy in Science Education, Buckingham, Open University Press.
Wiggins, G. (1990), “The case for authentic assessment”, Practical Assessment, Research & Evaluation, 2, 2,
http://PAREonline.net/getvn.asp?v=2&n=2

80

2. Self- and peer-assessment in Communities of Practice
Guido Cajot (UCLL)
In 21st century education there are constantly changing conceptions of teaching and learning and it is becoming more and
more accepted that teachers and students have changing roles. Sometimes the teacher takes the lead and sometimes the
students do. And even in many learning environments they work together as partners of the learning process. Most courses
have goals such as “students will become lifelong learners” and “students will be able to function effectively in teams together
with the teachers”: together they create learning communities. Teachers increasingly realise that they prepare students for jobs
of the future and design classroom-learning opportunities that reflect the principles of constructivist learning. This kind of
learning approach emphasises the active engagement of students in their own learning, the learner’s responsibility, the metacognitive skills and the dialogical, collaborative model. Teachers who see dialogue and the co-construction of knowledge as a core
part of their teaching conceptions need to consider the importance of inviting the students to cooperate more fundamentally
in their assessment. In fact assessments in which the teacher holds all the power and makes all the choices limit the potential
for learner development. There are different kinds of assessments, but this article focuses on self- and peer-assessment.
There is considerable overlap between self- and peer-assessment, but for clarity, they will be discussed separately.
What is self-assessment?
Andrade and Du (2007) provide a helpful definition of self-assessment that focuses on formative learning:
Self-assessment is a process of formative assessment during which students reflect on and evaluate the quality of their work and their
learning, judge the degree to which they reflect explicitly stated goals or criteria, identify strengths and weaknesses in their work, and
revise accordingly.
Self-assessment will help students to set goals and thus to learn for themselves. Further learning is only possible after the
recognition of what needs to be learned. If a student can identify his/her learning progress, this may motivate further learning. The student feels responsible for his learning and wants/gets the ownership of his learning. The focus is shifting from
something imposed by someone else to a potential partnership. Self-assessment can accommodate diversity of learners’
readiness, experience and backgrounds.
Mostly a student will undertake assessment tasks solely in the spirit of pleasing the teacher. But more and more the self-assessment is shifting towards the quality of the learning: the student should be satisfied with his own learning endeavours.
Additionally, the self-assessment process can help to prepare students not just to solve the problems we already know the
answer to, but to solve problems we cannot at the moment even conceive. Teachers have to prepare students for jobs that
do not yet exist and that teachers cannot even imagine. Therefore it is important to engage students to formulate criteria for
self-assessment tasks that will help them to deepen their understanding of what constitutes quality outcomes in a specified
area.
How to implement self-assessment?
The teachers have intensive conversations with students before introducing any self-assessment practice. It is particularly
important to explore the assumptions and principles that underlie self-assessment innovation.
Therefore the students need examples and models: the way in which self-assessment is implemented is critical to its acceptance by students. According to Boud (1995), the implementation process needs to include a clear rationale, explicit
procedures, reassurance of a safe environment in which students can be honest about their own performance (without fear)
and confident that other students will do likewise.
Students should be involved in the criteria for judgment as well as in evaluating their own work.
What is peer-assessment?
Peer assessment requires students to provide either feedback or grades (or both) to their peers on a product or a performance, based
on the criteria of excellence for that product or event which students may have been involved in determining. (Boud, Falchikov
2007, p. 132)
For students, peer feedback can encourage collaborative learning through interchange. The result of this should be good/
better work. So, collaboration is the key-word and if students are expected to put more effort into a course through their
engagement in peer learning activities, then it may be necessary to have this effort recognised through a commensurate shift
in assessment focus. Collaboration can help students to make sense of the gaps in their learning and understanding and to
get a more sophisticated grasp of the learning process.
Students can be engaged in commentary on the work of others (peer review) and this can heighten their own capacity for
judgment and making intellectual choices. Research evidence indicates that peer feedback can be used very effectively in
the development of students’ writing skills. Moreover through receiving feedback from their peers students can get a wider
range of ideas. The focus of peer feedback can be on process, encouraging students to clarify, review and edit their ideas.
¹ See http://www.oecd.org/edu/skills-beyond-school/recognitionofnon-formalandinformallearning-home.htm
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Peer-assessment processes can also help students learn how to receive and give feedback which is an important part of most
work contexts.
In fact, peer assessment aligns with the notion that an important part of the learning process is gradually understanding and
articulating the values and standards of a “Community of Practice (CoP)”.
Learning involves active participation in a CoP in which members of the community determine and structure their own
practices and construct identities in relation to these communities.
How to implement peer-assessment?
Students need practice to gain confidence in peer-assessment and to become more competent at it. The teacher must make
sure that the criteria for any piece of peer-assessment are clear and fully discussed with students (negotiated with them if
circumstances are appropriate). A lot of time should be spent in establishing an environment of trust in the classroom to
ensure that the learning environment incorporates peer learning and collaboration in a range of ways.
The teacher should be aware that introducing marks creates a further set of complex issues. If the teachers decide to get peers
to award marks these marks should be only one of a number of different marks awarded to a specific product or process.
Generally, as the most valuable aspect of peer-assessment is its potential to enhance learning, marks can cloud matters as
they tend to preoccupy people at the expense of everything else.
Assessment in Digital Communities of Practice (DIGICoPS)
For assessment in DIGICoPs it is important to reveal the contours of the learning community. Assessment provides the
structure on which feedback within a community of practice is built. It reflects the evolving collective knowledge and
expertise of the community regarding what is important and what it means to be an effective practitioner in the community’s
domain of knowledge. What is important is assessed. In projects like GuLL it is hard to measure with standardised tests
because of the complexity and the multi-disciplinarity and because what should be evaluated are action-events rather than
facts. The learning community makes the creation of authentic, complex challenges with a spectrum of potential good solutions
possible. A CoP creates a diversity of autonomous learners in multiple roles including novice and expert, which allows each
participant to find their best fit.
An appropriate assessment system provides the flexibility of allowing for multiple paths through the knowledge domain,
and supports those learning at different levels of expertise, at different speed, and within a variety of contexts. It should also
create incentives for use: someone being assessed and as a peer or expert assessor. That is why projects like GuLL have to
provide internal and external validation of knowledge and skills. The assessment structure and practices of a community
must provide signals or markers of a participant’s expertise and experience and create trusted symbols within the community
as well as to the external world. This enables the awarding of different types of skill badges that recognise a user’s motivations,
practices, or achievements and aspirations with respect to a particular topic or content area.
Skill badges are awarded through a peer-assessment process that requires the involvement of users who have higher levels of
expertise (e.g., mentors or users who already received the badge). But there are also community badges: the habit of assessing peer’s work by giving feedback is an act of “critical friendship” that develops higher abilities of observation and analysis
while helping others improve. In CoP’s peers grow to become mentors. As they enter the community they are encouraged
to take on the role of community members by embracing acceptable practices and terminology, and they learn to give useful
critique to the work of others.
Conclusion
The validity of self- and peer-assessment systems requires that it be generated by the community and that it be open to
continual improvements. The community engages in a meta-learning process about its own knowledge and identity. This
includes not just improving the validity of the assessment instruments – ensuring that the assessment measures what the
community values – but also tracking the changing body of knowledge on a continual basis so that the assessments reflect
the current state of the art, as well as the community’s collective evaluation of elements of that body of knowledge.
So there is a need to think about assessment in ways that align more closely with the ideals of constructivist learning and selfand peer-assessment can play an important role in this respect. The active participation by students in assessment design,
choices, criteria and making judgments is a more sustainable preparation for subsequent working life.
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3. Assessment and motivation in informal learning
Adéla Antlová (Palacky University Olomouc)
The aim of this chapter is to find the ways in which an individual can use assessment to work with his/her mistakes during
informal learning.
It has been a long time since scientists admitted that it is not the best results at school that make a person successful in his/
her life. There is much more in our lives that moulds it than just knowledge obtained in school. All over the world school
curricula are being redesigned according to the needs of the so called knowledge society but the criticism of school’s inability to prepare children for their future goes on. As a consequence of these processes the importance of informal learning is
increasing together with recognition of lifelong learning as an important part of our lives.
It is not easy to establish such a fundamental change as moving from education based on knowledge transmission to a constructivist approach, because the current system has been developing for centuries and it is very complex. Unless it changes
all its components it is not possible to bring it to a desired result (see
Kalhoust, Obbst 2009, p.410). For example, if a school considers the development of key competences to be the main aim
of school education but all exams (access, graduation tests) focus on knowledge gathered from knowledge transmission,
then teachers will not focus on the development of competences. What we consider difficult in formal education though,
we can find much easier in informal education.
Informal learning is defined as learning which is «never organised, has no set objective in terms of learning outcomes and
is never intentional from the learner’s standpoint. Often it is referred to as learning by experience, or just as experience. The
idea is that the simple fact of existing constantly exposes the individual to learning situations, at work, at home, or during
leisure time, for instance».¹ In informal learning the learner, which is shaped by their choices conducted by their value priorities. Our values are the source of our motivation; we make decisions according to our preferences. We seek what we like.
Therefore it is us who decide what we are going to learn. At the same time, it is mainly us who decide how the assessment
is going to affect our learning. It could be anyone telling us what we did right or wrong, but it is just us who decide how to
deal with other people’s criticism.
Informal learning offers much greater freedom in our learning. It is the most individualized way of learning we can get. On
the other hand, this is also why we might get lost in the process and not make the best of it. Why? Because we were not
taught how to motivate or assess ourselves during our school years.
This was mainly a teacher’s job, and so we need to learn it during our life.
The positive element is that in informal learning the motivation is high because we are naturally forced by our values to make
choices according to our needs and wishes as well as our will to improve.
Mistakes should be considered the means of our improvement. Unfortunately, instead of showing us the way towards improvement, mistakes may lead us to a state of inertia because of our lack of motivation. The main prerequisite of a successful
informal learning is not to lose motivation because of making mistakes. A person must feel mistakes positively as a challenge.
What are the possibilities of using assessment as a learning tool in GuLL? We are used to the fact that we are assessed at
school. In formal education assessment is always present. During recent decades the school assessment has been criticised
for its lack of support to an individual to whom assessment should serve as a measure of his/her development rather than comparison between learners. However society needs this comparison (Kalhoust, Obbst 2009, p. 408) and therefore summative
assessment cannot be omitted in school.
The situation is different in informal learning, where we do not have to make comparison between us and other people if we
do not want to. To assess our development, even if gained in informal learning, is a condition that considers assessment of
our conducts a crucial step in forming our self-esteem. Only when we pay attention to what we did, what we did right and
wrong, can we learn from it. Boud (1995, p. 11) points out that learners traditionally self-assessed their work although it was
not done as consciously and systematically as it should be.
It is not easy for young learners to assess the outcomes of their learning and they have to learn it through graded steps. Adults
have to help them. Košťálová, Miková, Stang (2012, pp. 67-78) suggest a few methods which were already used in the past
and found useful. Young learners without any experience with self-assessment start with using gestures and symbols to
judge whether they consider their work good or bad or they can express any degree of their appraisal of their work. From
this moment an educator should put emphasis on the question ‘Why do I judge my work like this?’ Learners thus learn the
characteristics of a good job so that they can later compare their work with this standard. For example, it is good for kids if
they not only say the picture is good or bad but also why it is good and what might be improved or done differently.
In the next step, learners learn to give and accept a descriptive feedback. Then, they learn to express their appraisal in a practical, specific way, while an educator stops them from giving abstract judgements.
The last step that enables them to connect their self-assessment with further learning is to follow these rules whenever they
solve some task:
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◆ At the beginning of the task – analyse the instructions, assignment and set criteria that must be met in order to finish the task.
◆ Use the criteria during the work.
◆ After they complete the task – assess the process and the results according to the set criteria.
Although this was presented as an approach for young learners to build their self assessment skills, it also might serve any
learner who does not know how to start self-assessment.
Now we can move to more specific ways of using our mistakes as GuLL – Guerrilla Literacy Learners. As guerrilla learners
we consider mistakes a challenge we need to face. There are three parts of guerrilla literacy learning. These are:
◆ Using a language
◆ Making mistakes and recognising them
◆ Finding the way out (i.e. discover the mistake’s story, farewell to the mistake)
◆ Learning from this experience (i.e. using what worked next time)
There seems to be nothing to add to the first step, but there needs to be only a short comment. People are sometimes afraid
of using a language when they feel they are not “perfect” in it but as GuLL we must be brave to use a language as much as
possible. We should find courage and use it orally or in the written form whenever we can as this is the only way we can learn
from our mistakes.
When we encourage ourselves to use a language we have to encourage others to correct us, which is the second step. We have
to find the mistakes. At first, we must try to find them ourselves – use different grammar books, spelling checkers, grammar
forums, ask people online… But if we think our work is done and can find no mistake ourselves, we should ask other people.
Therefore our motto Please make mistakes might be accompanied by ’Please, help me find my mistakes’.
When you know about the mistake you look at it closely – find its story. Through this step your relationship to this mistake
(or to this type of mistake) changes – you become more aware of it, you start studying it, it almost becomes your partner for
a while. But as soon as you understand it well enough you have to part with it.
Thus you reach the last step. The whole process of recognition of a mistake is the source of inspiration for your next time. All
the steps might be used next time – unchanged or changed. It depends on the future conditions.
These are illustrative examples:
◆ Two friends, who speak English as their second language quite well, agree on their mutual correction. One of them keeps
using a word the other one does not know. So he asks about it and they find out that the reason for not understanding is mis
pronunciation. As a result, they find two more mispronounced words. So, they will pay more attention to their prounciation.
◆ A boy is never sure when the consonant is double in English so he will always check it because he does not want to make
mistakes in his writing.
◆ Someone expressed how he feels today on FB in English; there was a mistake though and so a friend made a comment. The
boy is happy and corrects it. He thinks about this mistake in more detail and finds out he has already made similar mistakes
more than once. Now he knows what he needs to learn or pay attention to.
◆ Two beginners agree they will practice speaking together after school. Their English is poor and it is difficult for them to
understand each other. They do not give up, though. They make plenty of mistakes but they do not know, do not care.
The most important thing for them is to practice and little by little to understand each other, and they enjoy it. They use a
dictionary to look up vocabulary. They make notes about the phrases they were not able to form, and later they ask someone to help them form these phrases.
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4. GLAT: Guerrilla Literacy Assessment Tool
Patricia Huion (UCLL)
1. Language learning as “can do”
As a language teacher, trainer, curriculum designer, teacher trainer and mentor there are several language assessment tools.
The most well known might be the Common European Framework of Reference (1) with its can-do statements in six levels
for reading, writing, listening and speaking. Europass (2) and the European Language Portfolio (3) rely on these can-do
statements to assess language learners’ progress. Even the European profile for the language teacher (4) and its portfolio (5)
are based on them to define what a student’s knowledge (savoir), skills (savoir faire) and attitudes (savoir être) should be.
However, these tools are all monolinguistic whereas GuLL embraces a pluralistic approach as
Guerrilla Literacy patterns emerge in multicultural environment. We therefore refer to a Carap/Frepa who have developed
descriptors for knowledge, attitudes and skills that facilitate a multi- or translingual approach. (6) To give an idea of these
descriptors we mention a few relevant for the Guerrilla Literacy approach.
K.1.2.2 Knows that two words, which may have the same form or look alike in different languages do not automatically mean the same
thing
K.1.2.3 Knows that grammatical categories are not “the” replica of reality but one way of organising this in language
K.1.4.1Knows that these rules or norms may vary in the strictness or flexibility of their application and that they may sometimes be intentionally broken because the speaker wishes to transmit an implicit content
K.1.6 Knows that a language functions differently in its spoken and written forms
A17.3 Being ready to learn from one’s errors
S1.8 Can analyse the cultural origins of certain behaviours
S7.7.4.2. Can compare different methods of learning taking their successes or failures into account.

All these frameworks describe and aim at a flawless use of languages. None of them starts from mistakes.
None of them takes into account the many language users who can’t make sense of error analysis. So Guerrilla Literacy asks
from teachers, trainers, librarians, teacher trainers and mentors to embrace a different mindset. And that is why we include
this system of micro-credentials to validate the ever-learning teacher who is willing to adopt a new approach encouraging
and making sense of mistake making. (7)
2. Fail, fail again and fail better: GLAT
GUERRILLA LITERACY ASSESMENT TOOL describes five levels of Guerrilla Literacy learning adapting Bloom’s revised taxonomy: understand, apply, analyse, evaluate and create. It also offers a lesson plan starting from discovery, prepare,
execute to reflect.
1. GL can detect his mistakes (feedback loop) (understand).
1.1 GL can decode teacher’s feedback.
1.2 GL can read body language of audience.
1.3 GL can perceive when he makes a mistake.
2. GL can see mistakes as windows of opportunities (apply).
2.1 GL can name a list of mistakes he often makes
2.2 GL can recall the audience’s feedback
2.3 GL can recognise his own mistakes when somebody else makes it.
3. GL can correct his mistakes (analyse).
3.1 GL can describe his mistake in a teacher-led class conversation
3.2 GL can correct his mistakes through Guerrilla tactics (thinking aloud as in narrative coaching, graphic facilitation,
rap song)
3.3 GL can help another GL to detect and correct his mistakes
4. GL can self-correct (evaluate).
4.1 GL can describe what kind of Guerrilla learner he is, following Guerrilla literacy identities.
4.2 He can link to the Guerrilla strategy specific for his Guerrilla identity.
4.3 GL can automatically correct his GL mistake without going through the process of Guerrilla Literacy
5. GL can detect new Guerrilla patterns (create).
5.1 He can use strategies not to repeat his Guerrilla patterns anymore
5.2 He can translate unorthodox links others make into new Guerrilla patterns
5.3 He can discover and describe new Guerrilla patterns in his own language use. (8)
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3. Learning diary
We refer to the wiki developed by the Aalto University to discuss the design and concept of a learning diary.
It does not record your lessons but offers insight in what you have and have not learnt. Important questions are:
What have I achieved?
How did I learn?
How did my skills improve?
How did I feel about it?
How shall I proceed the next time?
How can I use this in the future? (9)
The learning diary draws on Gibbs reflective circle. (10)

GIBBS MODEL OF REFLECTION
1 Context
What has happened?
Briefly describe the event as objectively, accurately and concisely as you can. Who was involved? Where did it
happen? Do you intend to focus on the structure, process or outcomes of care?
2 Thoughts
What were your thoughts... ...at the time? ...afterwards?
3 Feelings
What were your feelings or emotions, both positive and negative... ...at the time? ...afterwards ?
4 Evaluation
How well did things go? Were things satisfactorily resolved?
5 Analyse
What were the factors that affected the outcome? What helped and what hindered? Can you explain the event? 		
Why did it happen? How did it happen?
6 Reframe
What might have been some alternative actions or approaches? What might you have done differently (even when things
went well)? Could negative events be avoided? Could positive events be made more effective?
7 Future action
What will you do if you encounter this kind of situation again? What will you do in the future to increase the likelihood of
similar positive outcomes and minimise the likelihood of similar negative outcomes? What do you need to learn? How
might you learn this? (11)
Through user-centred design, narrative coaching, graphic facilitation, art of hosting and social media we redesign language
learning. We take it out of a black pedagogy context and into an environment where students are welcomed to differentiate
between what happened and their thoughts and feelings. In backtracking how they create their Guerrilla patterns they learn
to see which rules are applied in a correct way, which rules are incorrect, which rules are mixed up and which rules are used
in a wrong context.
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Reframing these mistakes as Guerrilla patterns and rapping about how you create them serves to defreeze Guerrilla learners, allows them to see mistakes as windows of opportunities rather than bad marks and failed years. They can proceed
from these Guerrilla descriptions to disentangle rules and contexts and thus improve their language proficiency. The GLAT
(Guerrilla Literacy Assessment Tool) allows them both to self-assess but also to acquire the Guerrilla method on their own.
4. Open badges
From our training week we learnt that assessment is very important. We realised that if we cannot propose a validated way of
testing learner’s progress our method does not stand a chance to be adopted in formal education. We therefore focus in our
final conference and the GuLL issue of the journal e-pedagogium to read more about how we can assess students’ progress
in Guerrilla literacy and how we can link this to formal and embedded language tests.
Meanwhile we propose to use digital badges to praise Guerrilla learners. Open badges are not fully embraced by formal
education but they allow you as a teacher, trainer, librarian to express your appreciation of the Guerrilla work your learners
do. In the GuLL MOOC we teach how one can issue an open badge. Here we show you an extensive list of learning activities
you can validate.
TAXONOMY OF DIGITAL BADGES / OPEN BADGES (12)
1 Content-related categories (what the badge represents)
1.1 Achievement badges (demonstration of achievements)
1.2 Competence badges (demonstration of knowledge, skills, competence).
1.3 Potential badges (indicators of future performance)
1.4 Participation badges (evidence of participation, e.g. events)
1.5 Membership badges (represents membership, e.g. club)
1.6 Commitment badges (attitudes, values, beliefs)
1.7 Encouragement badges (good work stamps)
2 Issuer-related categories (who issued the badge)
2.1 Organisational badges (issued by university, employer)
2.2 Team badges (issued by teams, groups)
2.3 Expert badges (issued by an expert)
2.4 Social badges (issued by peers, communities)
2.5 Endorser badge (endorsed by an organisation, expert etc.)
3 Process-related categories (how the badge was achieved)
3.1 Activity badges (based on single measurable learning activity)
3.2 Mission badges (based on a series of activities)
3.3 Assignment badges (based on completing a single assignment)
3.4 Composite badges (achieved by completing multiple assignments)
3.5 Progress badges (based on the progress on a given task)
3.6 Grade badges (based on formal grades)
3.7 Level badges (based on several levels)
We would recommend that you create open badges and share them in your Facebook group because accepting and becoming
a Guerrilla learner requires a lot of courage, creativity and perseverance. And we should show our learners how much we
appreciate and admire this.
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