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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 studentcentred 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 humancentred 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?
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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 picture... 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?
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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 excercises 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) humancentred 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.

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)
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 encyclopedic
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 teachers
“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 and 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...
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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 modeling. 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).
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 labeled 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 nocorrection position is debatable since there is still space for oral error correction and offers 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.
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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. 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 selfas-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-incontext.
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
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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

By unraveling 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 pre-reading, 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
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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 metaquestion: 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.
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:
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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 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).
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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 welcome.
 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.
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 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, it
is 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 center 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.
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.
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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 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 center. 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 together
around 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.
Drawing on seven integrated design principles,1 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.

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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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 center 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 travelers 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 travelers.
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 different
questions 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.
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 mindshift where
learners are the experts and mistakes are innovative.
To facilitate this mindshift we introduce narrative work which 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 Guerilla 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.
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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 which 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 dialogue 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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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, nonformal 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.
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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 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.
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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 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 which 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.
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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
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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 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
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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-meaningreferent. 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 which 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 all the world logically eats milk.
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.
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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 their 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 which 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.
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.
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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 guerilla
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 something 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 patterns 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.
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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 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
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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 which 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
which 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 businessmen 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.

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.
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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 happyness 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.
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 an 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
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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, 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
32

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: 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, 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`s 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 nighttime and he
might feel the FEAR. Suddenly Samuel asked how far those FEARS came from, where they were coming
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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.

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, he established basic principles of teaching which are still
relevant: lifelong learning, co-operation and communication with parents, connecting school and
life/practice, self-organized/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,
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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, 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 selfconsciousness 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 which 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.
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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 selfassessment 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." Garry yells 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 loosing 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.
36

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 nonstandardised 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.
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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
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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 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 languageindependent 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 “GuLLmathematician”?
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.
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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 wellknown 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 wellmeaning 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
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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; 2. they would be the avantguarde 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 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 spidergram 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
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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 selfsame 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.
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.
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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.;
researching 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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III. OUTLINING THE METHODOLOGY
III.1 GuLL Patterns and Strategies
Patricia Huion (UCLL)

work in progress
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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 more user-friendly 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
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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.
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 (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)
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Fill in (describe visuals/animation; you can even make sketches if you are talented) what will come
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;
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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.
“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.
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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.

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.
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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.

50

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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