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Dear colleagues,
Welcome to the first on-line issue of Aspects today! PEKADE has tried
once again to promote and support our profession via different events,
held both at the beginning of the school year and at the end of the first
term, as reported by the Chair: on September 8th, PEKADE organized a
successful one- day event entitled “Multiliteracies in ELT” at the familiar
environment of the 9th Lyceum of Athens. On December 1st,  a Christmas
event was held at the hospitable premises of the Hellenic American Union.  

This issue starts with an article by Dr. Sophia Kitsou, who discusses the
state of EFL  learning in Greece during the first decade of the 21st
century and presents the results of a relevant survey. Ms Psalla focuses
on the teaching of writing and suggests a process- oriented framework.
On the other hand, Ms Chryssa Papanikolaou refers to project work as
an alternative method of Assessment in Secondary education. Ms Eleni
Papamichalaki describes how authentic Internet material can facilitate
the teaching of EFL writing. Moreover, Ms Vasiliki Fanouraki exploits the
use of ICTs and educational software in order to carry out a project. In
addition, Ms Maria Barberi, suggests how creating book covers can be
a starting point to the introduction of Literature in the Secondary EFL
class. Last but not least, Ms Evangelia Mylona refers to the benefits of
attending a multicultural European programme for teachers of English.

I hope the New Year gave us all strength, hope and health to find our
way out of the tunnel!

Konstantina Kotsi
Secretary General

“Learn from yesterday, live for today, hope for tomorrow. 
The important thing is not to stop questioning.”

Albert Einstein
(Theoretical physicist 1879-1955)

▲

▲
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Αγαπητές και αγαπητοί συνάδελφοι,
Το Διοικητικό Συμβούλιο της ΠΕΚΑΔΕ σας εύχεται χαρούμενη, δημι-
ουργική, γεμάτη δύναμη και έμπνευση νέα χρονιά! Το τεύχος 35 του  As-
pects δημοσιεύεται με την άφιξη του 2013 και έχει πλέον ηλεκτρονική
μορφή στο πλαίσιο μιας προσπάθειας αναμόρφωσης της ιστοσελίδας
μας, βελτίωσης των δυνατοτήτων ενημέρωσης και επικοινωνίας με τα
μέλη μας και φυσικά εξοικονόμησης πόρων. 
Στο διάστημα μεταξύ του Σεπτεμβρίου 2012 και Δεκεμβρίου 2012, η
Ένωση αφενός, πραγματοποίησε δύο ημερίδες, οι οποίες καθομολογίας
των συναδέλφων σημείωσαν εξαιρετική επιτυχία και   αφετέρου, προχώ-
ρησε στο σχεδιασμό της νέας ιστοσελίδας, την οποία θα σας παρουσιά-
σουμε στην επικείμενη ημερίδα μας που έχει προγραμματιστεί για τις
16 Φεβρουαρίου 2013 και θα πραγματοποιηθεί στην Ελληνοαμερικά-
νικη Ένωση.

▲

▲

Δραστηριότητες της ΠΕΚΑΔΕ

ΣΕΠΤΕΜΒΡΙΟΣ 2012
MULTILITERACIES IN ELT

Η ημερίδα που σήμανε την έναρξη της σχολικής
χρονιάς 2012-2013 πραγματοποιήθηκε στις εγκατα-
στάσεις του 9ου ΓΕΛ Αθηνών στις 8 Σεπτεμβρίου
2012 και κινήθηκε γύρω από το ζήτημα της καλλιέρ-
γειας των πολυγραμματισμών. Πραγματοποιήθηκαν
δώδεκα εισηγήσεις από Πανεπιστημιακούς Καθηγη-
τές, Σχολικούς Συμβούλους, Επιμορφωτές και εκλε-
κτούς Συναδέλφους, καθώς και τρία εργαστήρια με
αντικείμενο το σχεδιασμό δραστηριοτήτων με τη
χρήση  πολυμεσικών εφαρμογών και δικτύωσης,
ενώ ταυτόχρονα λειτουργούσε έκθεση βιβλίου. Αξί-
ζει να σημειωθεί ότι τα εργαστήρια επαναλήφθηκαν
και δεύτερη φορά, ώστε να μπορέσουν οι επιμορ-
φούμενοι να συμμετέχουν σε περισσότερα από ένα. 

Αναλυτικότερα, στην αίθουσα εκδηλώσεων η ημε-
ρίδα ξεκίνησε με τις εισηγήσεις τριών Εκπαιδευτικών

Αγγλικής, της κ. Μοράρη Ρένας, της κ. Παπανικο-
λάου Χρύσας και της κ. Παπαμιχαλάκη Ελένης. Η κ.
Μοράρη αναφέρθηκε στη χρήση της λογοτεχνίας
στην εκμάθηση της Αγγλικής στο Λύκειο, η κ. Παπα-
νικολάου στις εναλλακτικές μορφές αξιολόγησης και
η κ. Παπαμιχαλάκη στην αξιοποίηση αυθεντικού δια-
δικτυακού υλικού για τον εμπλουτισμό των μαθη-
σιακών δραστηριοτήτων στην τάξη.  

Παράλληλα με τις εξαιρετικά ενδιαφέρουσες πα-
ρουσιάσεις που πραγματοποιούνταν στην αίθουσα
εκδηλώσεων εξελίσσονταν τρεις επιπλέον επιστη-
μονικές εισηγήσεις σε αίθουσα του Α’ επιπέδου του
διδακτηρίου από τρεις Εκπαιδευτικούς Αγγλικής, την
κ.  Μπαρμπέρη Μαρία, την κ. Αγκόλη Ρενάτα και την
κ. Φανουράκη Βασιλική. Η κ. Μπαρμπέρη εστίασε
την προσοχή μας στο εξώφυλλο των βιβλίων και
στους τρόπους με τους οποίους η λογοτεχνία μπορεί
να ενισχύει την ανάπτυξη των ξένων γλωσσών. Η κ.
Αγκόλη παρουσίασε την αξιόλογη έρευνά της στην

εφαρμογή του CLIL (Content and Language Inte-
grated Learning) στη Δευτεροβάθμια εκπαίδευση
ενώ η κ. Φανουράκη ανέπτυξε το ζήτημα της δημι-
ουργίας project με την αξιοποίηση των ΤΠΕ και των
εκπαιδευτικών λογισμικών στην τάξη. 

Στη συνέχεια και μετά την ολοκλήρωση των πα-
ράλληλων συνεδριών στην αίθουσα εκδηλώσεων
και στην αίθουσα Α’ επιπέδου, οι συνάδελφοι συγ-
κεντρωθήκαμε στην αίθουσα εκδηλώσεων και στην
ολομέλεια, όπου πραγματοποιήθηκαν τρεις ομιλίες,
καταρχήν από τον κ. Bouniol Paul, Επιμορφωτή, την
κ. Irvine-Niakaris Christine, Καθηγήτρια Εφαρμοσμέ-
νης Γλωσσολογίας από την Ελληνοαμερικάνικη
Ένωση και τον κ. Parry Cliff,  Υπεύθυνο Ακαδημαϊ-
κών Θεμάτων του Βρετανικού Συμβουλίου. Ο κ.
Bouniol παρουσίασε νέες, πρωτότυπες ιδέες και δυ-
ναμικές δράσεις που μπορούν οι εκπαιδευτικοί να
αξιοποιήσουν, προκειμένου να αυξήσουν τα επίπεδα
της παρώθησης στο μάθημα. Η κ. Irvine-Niakaris

αναφέρθηκε στο ζήτημα της αξιολόγησης και των
εξετάσεων και ανέλυσε τη θετική επίδραση που
μπορούν να έχουν στη διαδικασία της μάθησης.  Ο
κ. Parry ασχολήθηκε με τα χαρακτηριστικά και τις δε-
ξιότητες που μπορεί να αναπτύσσει ο ενθουσιώδης
και αποτελεσματικός εκπαιδευτικός ξένων γλωσσών,
παρουσίασε πρωτοπόρες ιδέες και έδωσε οδηγίες
για το σχεδιασμό ευρηματικών δραστηριοτήτων. 

Ακολούθησε ένα τρίπτυχο παρουσιάσεων στην αί-
θουσα εκδηλώσεων από τις κυρίες Δενδρινού Βα-
σιλική, Καθηγήτρια στο ΕΚΠΑ, Καραβά Ευδοκία και
Μητσικοπούλου Βασιλική, Επίκουρους Καθηγήτριες
στο ΕΚΠΑ. Η κα Δενδρινού αναφέρθηκε στις εξελί-
ξεις στην ξενόγλωσση εκπαίδευση στην Ελλάδα
κατά τα τρία τελευταία χρόνια και εξήγησε με λεπτο-
μέρειες και σαφήνεια τις δυνατότητες που παρέχονται
πλέον στους μαθητές για την εκμάθηση της Αγγλικής
και την πιστοποίηση της. Η κα Καραβά παρουσίασε
το νέο πρόγραμμα επιμόρφωσης του Κέντρου Έρευ-
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νας για την Αγγλική Γλώσσα (RCEL) του ΕΚΠΑ και
ανέλυσε τις ευκαιρίες που προσφέρονται στους εκ-
παιδευτικούς για αναστοχασμό και αυτοβελτίωση. Η
κα Μητσικοπούλου παρουσίασε αναλυτικά τις εφαρ-
μογές και τις δυνατότητες για την εκμάθηση της Αγ-
γλικής που αναπτύσσονται μέσω των διαδικτυακών
εφαρμογών που έχουν δημιουργηθεί στο πλαίσιο
του ηλεκτρονικού σχολείου από το Κέντρο (RCEL).
Στη συνέχεια οι τρεις ομιλήτριες απάντησαν σε ερω-
τήσεις και έλυσαν απορίες που τέθηκαν από τους
συναδέλφους. 

Η ημερίδα έκλεισε με τρία εργαστήρια διάρκειας
45 λεπτών το καθένα, που οργανώθηκαν από την
κα Χατζηγιάννογλου Θάλεια, Σχολικό Σύμβουλο
ΠΕ06 της Α’ Περιφέρειας Αθηνών και δύο εκπαι-
δευτικούς Αγγλικής την κα Λίνα Παναγιώτα και την
κα Ρασούλη Ελένη. Οι εμπλεκόμενοι εκπαιδευτικοί
έμαθαν να σχεδιάζουν  διδασκαλίες που περιλαμ-
βάνουν τις ΤΠΕ, να δημιουργούν ένα wiki και να χρη-
σιμοποιούν τους διαδραστικούς πίνακες. Τα εργα-
στήρια κράτησαν αμείωτο το ενδιαφέρον των συνα-
δέλφων, οι οποίοι αποχώρησαν εκφράζοντας τον
ενθουσιασμό τους και ζητώντας από το ΔΣ της Ένω-
σης να προχωρήσει σύντομα στον προγραμματισμό
παρόμοιων εκδηλώσεων. Σεβόμενοι το αίτημα των
συναδέλφων, προχωρήσαμε στη διεξαγωγή της
επόμενης ημερίδας μας την 1η Δεκεμβρίου 2012.

ΔΕΚΕΜΒΡΙΟΣ 2012
CHRISTMAS ACTIVITIES

Ενόψει των Χριστουγέννων και των εορταστικών
εκδηλώσεων που οι εκπαιδευτικοί Αγγλικής πραγ-
ματοποιούμε στις τάξεις μας, το ΔΣ της ΠΕΚΑΔΕ
αποφάσισε να διεξάγει σχετική ημερίδα με εργαστή-
ρια και εισηγήσεις που θα μας έδιναν κίνητρα για
πρωτοπόρες δράσεις αλλά και τη δυνατότητα να συ-
ναντηθούμε και να  ανταλλάξουμε ιδέες και ευχές.
Έτσι πραγματοποιήθηκε για το 2012, η τρίτη ημερίδα
μας στις φιλόξενες και άρτια εξοπλισμένες εγκατα-
στάσεις της Ελληνοαμερικάνικης Ένωσης και συγκε-

κριμένα στη Βιβλιοθήκη και στο συνεδριακό χώρο
του 2ου ορόφου. Και σε αυτή την ημερίδα υπήρξε
μεγάλη συμμετοχή συναδέλφων και λειτούργησε
έκθεση βιβλίου.

Το πρόγραμμα των επιμορφωτικών δράσεων ξε-
κίνησε στο συνεδριακό χώρο με την παρουσίαση της
κ. Γύφτουλα Γεωργίας, Εκπαιδευτικού Αγγλικής, η
οποία μας παρουσίασε ιδέες που αφορούσαν στη
χρήση των εικαστικών, της μουσικής και
διαδικτυακών εφαρμο-
γών για τον
εμπλουτι-
σμό του μα-
θήματος με
Χριστουγεν-
νιάτικες μαθη-
σιακές δρα-
στηριότητες. 

Στη συνέχεια η
κ. Κωνσταντάτου
Άλκηστις, Εκπαι-
δευτικός Αγγλι-
κής, παρουσίασε
θεατρικές παρα-
στάσεις με θέμα τα
Χριστούγεννα, τις
οποίες έχει ανέβασε
σε σχολεία στα οποία
έχει εργαστεί, και
έδωσε σαφείς οδηγίες
και κατευθυντήριες
γραμμές για τον τρόπο
με το οποίο μπορούμε να
οργανώσουμε παρόμοιες
παραστάσεις. 

Κατόπιν η κ. Δημητρο-
πούλου Δήμητρα, Υπεύ-
θυνη της Βιβλιοθήκης της
Ελληνοαμερικάνικης Ένωσης,
παρουσίασε καταρχήν το πε-
ριεχόμενο και εξήγησε τον κα-
νονισμό λειτουργίας της Βιβλιο-
θήκης και στη συνέχεια μας πληροφόρησε για τα
προγράμματα φιλαναγνωσίας που προσφέρει η Βι-
βλιοθήκη και η Ελληνοαμερικάνικη Ένωση. 

Μετά το διάλειμμα, πραγματοποιήθηκαν τέσσερα
εργαστήρια: δύο θεατρικής αγωγής και δύο εικαστι-
κών. Τα εργαστήρια της θεατρικής αγωγής διεξήχ-
θησαν από τις κ. Γεωργακοπούλου Ιωάννα και Γκό-
τση Βάλλια, Eκπαιδευτικούς Αγγλικής και Θεατρικής
Αγωγής και είχαν ως στόχο να εξηγήσουν στους συ-

ναδέλφους τις τεχνικές τις
οποίες μπορούν να ακολου-
θούν για να δραματοποιούν τη
λογοτεχνία, τους μύθους και
τις ιστορίες. 

Το πρώτο εργαστήριο
απευθυνόταν σε εκπαι-
δευτικούς Αγγλικής που
εργάζονται στην  Πρωτο-
βάθμια Εκπαίδευση και
κινήθηκε γύρω από την
ιστορία «The Selfish
Giant» και το δεύτερο
σε εκπαιδευτικούς
που εργάζονται στη
Δευτεροβάθμια Εκ-
παίδευση και κινή-
θηκε γύρω από το
Ρωσικό παραμύθι
«Babushka».  

Η κ. Μπενετά-
του Βασιλική,
Eκπαιδευτικός
E ι κ α σ τ ι κ ώ ν
ο ρ γ ά ν ω σ ε
δύο εργα-
στήρια με
θέμα τις
Χρ ισ του-

γενν ι ά τ ι κ ε ς
χειροτεχνίες, ένα για εκπαιδευτι-

κούς Αγγλικής που εργάζονται στη Δευτεροβάθμια
Εκπαίδευση κι ένα για αυτούς που εργάζονται στην
Πρωτοβάθμια. Στη διάρκεια των δύο εργαστηρίων
είχαμε την ευκαιρία να εξοικειωθούμε με την τεχνική
Decoupage σε γυαλί και πλαστικό, με pop up cards,

κατασκευές mobile αλλά και ORIGAMI-KIRIGAMI.
Τόσο τα τέσσερα εργαστήρια όσο και οι τρεις παρου-
σιάσεις ενθουσίασαν τους συναδέλφους, οι οποίοι
αποχώρησαν  ικανοποιημένοι  ανταλλάσσοντας
ευχές για Χαρούμενες Γιορτές.

Η επιτυχία και των τριών ημερίδων του 2012,
αυτής δηλαδή που πραγματοποιήθηκε στη Λαμία τον
Απρίλιο του 2012 αλλά και αυτών του Σεπτεμβρίου
και του Δεκεμβρίου 2012, μας έδωσε δύναμη και
κίνητρα για να οργανώσουμε νέα ημερίδα με τίτλο
«Links in Education», η οποία θα πραγματοποιηθεί
το Σάββατο 16 Φεβρουαρίου 2013 στην Ελληνοα-
μερικάνικη Ένωση στην Αθήνα. 

Η θεματολογία  της ημερίδας θα κινηθεί γύρω από
τα Ευρωπαϊκά προγράμματα, τις συμπράξεις Come-
nius,  την αδελφοποίηση και την επικοινωνία τάξεων
και μαθητών, τις νέες τεχνολογίες, τις σύγχρονες με-
θοδολογικές προσεγγίσεις στην εκμάθηση των
γλωσσών αλλά και σε θέματα που άπτονται περισ-
σότερο της Σχολικής Ψυχολογίας, και συγκεκριμένα
αναφέρονται στις σχέσεις μέσα στο χώρο του σχο-
λείου, δηλαδή τις σχέσεις μαθητών και εκπαιδευτι-
κών, γονέων και εκπαιδευτικών και των εκπαιδευτι-
κών μεταξύ τους. Θα πραγματοποιηθούν εισηγήσεις-
ομιλίες, παρουσιάσεις και βιωματικά εργαστήρια. 

Πιστεύουμε κι ελπίζουμε ότι και η νέα μας ημερίδα
θα ανταποκριθεί στις προσδοκίες όλων και θα μας
δώσει ώθηση, κουράγιο, δυναμική διάθεση και ζήλο
να συνεχίσουμε να εργαζόμαστε ακούραστα στο
σχολείο με αγάπη για την εκπαίδευση και τους μα-
θητές μας. 

Σας ευχόμαστε μια χαρούμενη και δημιουργική
νέα χρονιά!

Εκ μέρους του ΔΣ 
της ΠΕΚΑΔΕ
Ο Πρόεδρος

Κοσμάς Βλάχος
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The Barcelona European Council in 2002 set the
objective for the young people of the European Union
(E.U.) to learn at least two foreign languages. Most
E.U. education systems have ever since complied with
this recommendation. However, the lack of data on the
actual language skills of the young learners called for
the establishment of a reliable system to measure their
foreign language skills and competences known as the
European Indicator of Language Competence. The first
survey of this kind was carried out in spring 2011
and its results came out in summer 2012. What does
the first European Survey on Language Competences
(ESLC) show for foreign language learning in Greece
and specifically for English Foreign language
Learning (EFL)? Is EFL in Greece on the right track or
is there still a long way to go?

Introduction

Multilingualism and multiculturalism are two key features
of the European Union. The European Union, founded
sixty years ago and now comprising 27 Member States,
23 languages and almost 500 million people, has as its
ultimate goal “an ever closer union among the peoples of
Europe” (Article 1 of the Treaty of the European Union).
This task of the unification is based on a very simple
principle: “uniting the nations of Europe while fully
respecting their cultural and linguistic diversity, creating a
synthesis of European countries and not a fusion of them”
(Sosonis 2005: 40).

According to Articles 149 and 151 of the Treaty of the
European Community, the European Union does not aim
at developing a common educational system but the

objective of its education policy is to encourage
European cooperation via an understanding of
different national educational systems which have
developed as an expression and reflection of different
national cultures (Education and Training in the
European Union). 

Following the principle of subsidiarity which applies
to education, each Member State undertakes full
responsibility for organizing its educational system and
content of the courses taught (ibid.). 

In 2002, at the Barcelona European Council, the EU
Heads of State or Government decided to call for
further action in order “to improve the mastery of basic
skills, in particular by teaching at least two foreign

languages from a very early age”. This recommendation
originates earlier, in 2000, by the Lisbon European
Council at which the European Union set itself the
strategic objective of becoming “the most competitive
and dynamic knowledge-based economy in the world”
(Eurydice 2008a: 37). In this context, most E.U.
countries have ever since complied with the terms of
the recommendation by trying to give all students the
opportunity to learn at least two foreign languages
during compulsory education. 

In Greece, students have to learn English as a
compulsory foreign language from the third grade of
the primary education and they can choose either
French or German as their second foreign language
from the fifth grade of primary education till the last
year of lower secondary education (ISCED2). In
upper secondary education (ISCED3), students have
to choose which foreign language they wish to be

taught. As far as primary education is concerned,
however, reforms have been made recently on a trial
basis with a view to providing foreign language
learning at an even earlier stage and in some primary
schools English is taught in the first year of primary
education (cf. Eniaio Anamorfomeno Programma). 

What is important is that the lack of data on the
actual language skills of people in the European
Union and the need for a reliable system to
measure progress towards the objective of
mastering basic skills in at least two foreign
languages, led the Barcelona European Council
(2002) to call for the “establishment of a linguistic
competence indicator”.

The European Survey 
on Language Competences 

Thus, the European Commission initiated the

European Survey on Language Competences (ESLC),

the first survey of its kind, which was carried out in

spring 2011 with the aim that “the results collected

will enable the establishment of a European Indicator

of Language Competence and will provide reliable

information on language learning and on the language

competences of young people” (European

Commission 2007a). 

At the same time, this survey would give “strategic

information to policy makers, teachers and learners in

all surveyed countries” through the collection of

contextual information in the form of background

questionnaires (European Commission 2007b).

Key words: 
multilingualism, EFL, 
language competence, 
language friendly environment
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In this framework, the ESLC set out to assess
students’ ability in the last year of lower secondary
education (ISCED2) or the second year of upper
secondary education (ISCED3) to use foreign
languages purposefully, in order to understand spoken
or written texts, or to express themselves in writing.
Their language competence was described in terms of
the levels of the Common European Framework of
Reference for Languages: teaching, learning and
assessment or else known as CEFR (Council of Europe
2001), to enable comparison across participating
educational systems. 

The survey results were made available in June 2012.
Among the fourteen E.U. countries which took part in
the survey was our country, Greece. As each
educational system tested the two languages most
widely taught (so-called first and second foreign
languages) from the five (English, French, German,
Italian and Spanish), in Greece the two languages
tested were English and French. Each sampled pupil
was tested in one language only. The language tests
covered three language skills: Listening, Reading and
Writing as Speaking was not tested for this first round.
However, each pupil was assessed in only two of these
three skills.

As it was aforementioned, the results of the survey
were reported in terms of the levels of the Common
European Framework of Reference for Languages:
teaching, learning and assessment (CEFR) as the CEFR
not only provides a common language for talking about
language learning and teaching but it also serves as a
common set of reference of language competence
levels. Although the CEFR defines six levels of functional
competence from A1 (the lowest level) to C2, the ESLC
focused on levels A1 to B2 but it also had to define a
pre-A1 level in order to identify an A1 threshold. The
terms “basic user” and “independent user” were used to
define the broad A and B levels, as well as denotations
for each of the five levels, as shown in Table 1. 

As it was also mentioned before, the intention was
“not only to undertake a survey of language
competences but a survey that should be able to
provide information about language learning, teaching
methods and curricula” (European Commission
2007a). Also, as it was “important for Member States
to be able to contextualize the data” (European
Commission 2005), the language tests were thus
complemented by questionnaires given not only to the
pupils tested but also to the foreign language teachers
and principals of the educational institutions taking part
in the survey. 

1. Performance of the Greek students

in the English language

In four of the E.U. countries that took part in the survey

the mean number of modern foreign languages learned

was 2.2 or more and among them was Greece (the other

three being: Estonia, Malta and the Netherlands). However,

the survey results showed higher achievement in the first

foreign language that is, English for most E.U. countries

and Greece, in particular. The earlier start as well as the

greater amount of study is said to contribute to higher

achievement in the first foreign language. English enjoyed
a particularly high status as it was evident from the
students’ questionnaire responses, their reported
perception of its usefulness, and their degree of exposure
to it and use of it through traditional and new media.

In all E.U. educational systems students generally
found learning English the most useful. In Greece the
students tested in both foreign languages said that they
find learning a foreign language very useful, although
English was reported to be slightly more useful than
French (the second foreign language). For all the E.U.

Table 1:  Overview of ESLC and CEFR levels

Source: Executive Summary of the European Survey on Language Competences, 
available at: http://ec.europa.eu/languages/eslc/index.html

Source: Executive Summary of the European Survey on Language Competences, 
available at: http://ec.europa.eu/languages/eslc/index.html

Findings of the survey1

Figure 1: Percentage of students at each level by educational system
using global average of the 3 skills. (First foreign language)

1 The findings of the survey are based both on the Executive summary and the Full report of the First European
Survey on Language Competences available at: http://ec.europa.eu/languages/eslc/ index.html

▲
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educational systems, languages and skills, the effect of

“Perception of usefulness of target language and target

lesson learning” was positive, which means that the

more useful students said they find learning the

language, the higher they scored on the language tests.

Figure 1 illustrates the relative performance of

educational systems in the first foreign language that

is, English for Greece. The educational systems are

shown ordered from lower to higher, on the principle

that a higher ranking indicates a larger proportion of

students achieving the independent user levels (B1 and

B2), and a smaller proportion achieving the levels of

basic user (A1) or beginner (pre-A1).

The majority of the Greek students (26%) achieved

a B2 level. A large proportion (23%) achieved an A1
level and an almost equal percentage that is, 22%
achieved a B1 level. About 16% of the Greek students
achieved an A2 level. A slightly lower percentage (13%)
failed to achieve an A level. On the whole, almost half
of the Greek students (48%) turned out to be
independent users as they achieved a B level, either it
was B2 or B1 and Greece ranked sixth among the other
educational systems surveyed in terms of B2 level.  In
terms of the pre-A1level Greece also ranked sixth.

As far as the Greek students’ performance in the
three language skills tested is concerned, that is
Reading, Listening and Writing, fewer than half of the
Greek students that is, 45% turned out to be
independent users (B level) in Reading whereas an

equally significant number that is 40% achieved the
level of the basic user (A level). About 15% failed to
achieve a pre-A1 level. Of the three skills tested, in
Listening, the Greek students performed relatively
worse than in the other two skills. Almost the same
percentage as in Reading that is, 46% achieved the
level of the independent user (B level) whereas 35%
achieved the level of the basic user (A level). About 19%
failed to achieve a pre-A1 level. Paradoxically, it is in
Writing that Greek students performed the best. More
than half of the Greek students (53%) turned out to be
independent users (B level) in Writing whereas 41%
achieved the level of the basic user (A level). However,
only 7% failed to achieve a pre-A1 level.  

2. Assessment of factors that are considered to
positively affect the performance of students
in a foreign language: the Greek reality

Prior knowledge of other languages

Pedagogical research has shown that the existing
knowledge of other languages can positively affect the
learning of a new language in the sense that pupils
“use the skills and knowledge of known languages that
are most similar to the language to be learned” (Cenoz,
Hufeisen and Jessner 2001). More than two thirds of
the effects of the number of foreign and ancient
languages on offer in a school on the school averages
of the language test scores were positive, which means
that the more foreign and ancient languages a school
offers, the higher the average scores on the language
tests. Such educational systems which offer on average
four or more languages are Greece, the German
Community of Belgium, Malta and the Netherlands. 

Teaching methods

As the European Union does not promote a particular
teaching method but rather a holistic approach to teaching
in which emphasis is placed upon communicative ability
and multilingual comprehension, the majority of the E.U.
educational systems issue recommendations to attach
equal emphasis to all four communication skills (Eurydice
2008a). Thus, in the ESLC the emphasis on the four
communicative language skills was compared and

assessed to the emphasis on language competences
(grammar, lexis and pronunciation) within the national
curriculum and within the teaching activities and resources
used. There were only small differences between
educational systems in the relative emphasis teachers
place on the four communicative skills (Writing, Speaking,
Listening, and Reading), three linguistic competences
(Vocabulary, Grammar, Pronunciation) and Culture and
literature. In all E.U. educational systems the least emphasis
is placed on “Culture and literature”. 

In the majority of educational systems least emphasis
is put on Grammar, especially in France and Sweden.
Exceptions are the Flemish Community of Belgium
(first target language; French), Spain and Greece (first
target language; English) where the averages are
slightly positive. This is not unexpected, however, as for
years emphasis has been put on teaching the formal
properties of the language that is, grammar and syntax
(cf. structural syllabi). Generations of English language
teachers in Greece have been brought and raised
setting as a goal for their students the production of
grammatically correct written or spoken texts. Since
the 1980s, when the Communicative and Progressivist
Approaches to foreign language teaching were
introduced, English language teachers’ education has
been redesigned. Language is no longer viewed as a
system of autonomous meanings, expressed by its
formal properties but as a vehicle for communication
(Dendrinos 1992: 116). However, former perceptions
are difficult to eliminate.

Opportunities for informal learning through exposure
to the foreign language 

1. At home 

One of the goals of the European Union is to establish
a language-friendly living, learning and working
environment. A language-friendly environment is
defined as an environment where different languages
are heard and seen, where speakers of all languages
feel welcome and language learning is encouraged
(European Commission 2008). Living in a language-
friendly environment is believed to create opportunities
for informal language learning. In the Action Plan

Table 2: Percentage of students achieving broad CEFR levels 
by skill and educational system (First foreign language)

Source: Executive Summary of the European Survey on Language Competences, 
available at: http://ec.europa.eu/languages/eslc/index.html
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2004-2006 (2003) it is stated that “every community
in Europe can become more language-friendly by
making better use of opportunities to experience other
languages and cultures”. Thus, students can be exposed
informally to foreign languages through direct contact
with native speakers in their living environment
(relatives, friends, neighbours, tourists, etc.) and through
visits to educational systems where the foreign language
is spoken. According to the survey results, there was
only a small proportion of the E.U. students who
answered that they speak the foreign language regularly
at home and among them Greeks (both foreign
languages). Here, it has to be taken into account that
the synthesis of families in Greece has changed. Thus,
the number of students coming from a multilingual
background that is, mixed language families or
immigrant families have significantly increased.  

2. Exchange visits and school language projects

As far as students’ exposure and use of the foreign
language through visits abroad is concerned, on average
students in Belgium, the Netherlands, Sweden and Slovenia
reported having visited other countries more than 1.5 times
in the past three years whereas students in Bulgaria, Greece,
Spain and Poland stated less than one time. 

According to the Action Plan 2004-2006 (2003)
all pupils should have the experience of taking part in
Comenius school language projects, in which a class
works together on a project with a class abroad, and in
a related language exchange visit. The European Union
very actively promotes intercultural exchanges through
several educational programmes (Comenius, Leonardo,
and Erasmus). The lowest level of funding intercultural
exchanges is reported in Greece, Croatia and Sweden.
Action Plan 2004-2006 (2003) also states that all
secondary schools should be encouraged to host staff
from other language communities. In Greece, for both
foreign languages, less than 5% of school principals
report receiving a guest teacher from abroad.

3. The role of the media

Since the aforementioned, informal and direct
exposure to foreign languages is difficult to influence,

European Commission policies focus particularly on the
role of the media. In the Action Plan 2004-2006
(2003) and in the communication from the Commission
on multilingualism (2008), emphasis is placed on
subtitled films and television programmes as they are
considered to be an attractive and widely accessible
means for learning new languages or improving already
existing language skills. In Greece, television programmes
and cinema films are subtitled with the exception, of
course, of children programmes which are dubbed.
Naturally, the exposure through media was higher for
the first foreign language that is, English. 

4. Content and Language Integrated Learning

As it was mentioned before, a language-friendly
school is one where different languages are heard and
seen, where speakers of all languages feel welcome
and language learning is encouraged. Content and
Language Integrated Learning (CLIL), in which pupils
learn a subject through the medium of a foreign

language, is considered an effective means of improving

language learning (Council of Europe, 2008). In

Greece, fewer than 10% of the schools offer CLIL. 

However, CLIL is not the only way in which schools

can profile themselves as specialized in foreign

languages. Schools can offer more foreign languages

than the curriculum requires, give their students the

opportunity to study more foreign languages than is

the norm, offer extracurricular activities related to

languages, make an earlier start with foreign

language learning, devote more teaching hours to

languages and have smaller language classes.

Schools in Greece on average show a weaker

specialist language profile. Here, it should be noted,

however, that in the determination of the curriculum

content, schools in Greece have no autonomy

(Eurydice 2008b). 

5. Extra lessons

As far as the provision of extra lessons in schools is
concerned, either foreign language enrichment or
remedial lessons, while all school principals in the
German Community of Belgium and Poland report
that their schools offer extra lessons in the first
foreign language and 90% or more of the schools
of the Flemish Community of Belgium, Croatia,
Portugal and Slovenia offer extra lessons in the first
foreign language, in Greece less than 60% of schools
offer extra lessons in the first foreign language.
Interestingly, however, more than 40% of students of
the first foreign language (English) in Greece report
having had extra lessons for the foreign language
and as for the second foreign language, that is
French for Greece, such a proportion is reported only
in Greece. It has to be pointed out that the term
“extra lessons” is used to define any lessons in school
subjects that the students are learning at school, that
they spend extra time learning outside of normal
school hours. 

These lessons might be held at school, at home, or
elsewhere. Given the fact that remedial teaching
programmes such as Enischitiki Didaskalia/Curriculum
Support Programme (ED) or additional teaching
support programmes such as Prostheti Didaktiki
Stiriksi/ Programmes of Remedial, Supplementary or
Preventative Teaching Assistance (PDS) are no longer
offered in Greece2 due to financial cuts, by extra
lessons students may refer either to private lessons
held at home or even to lessons taking place at
private foreign language centres (a.k.a frontistiria).
Here, it also has to be noted that in the
Eurobarometer survey 64.3 which took place in
November-December 2005, only 12% of the Greeks
evaluated language lessons at school as the most
effective way to learn a language, a score which was
the lowest among the other EU countries (European
Commission 2006). 

2 There are few exceptions, though. For instance, PDS can be offered at isolated and distant schools.

▲
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6. Information and Communication Technologies

A highlighted policy area in foreign language learning
in the EU is Information and Communication
Technologies (Communication from the Commission
about Multilingualism, 2008). Information and
communication technologies (ICT), offer more
opportunities than ever before for learners and
teachers to be in direct contact with the foreign
language and foreign language communities
(European Commission 2008). As far as the availability
of a multimedia lab either with or without specific
language learning software, schools in Greece have this
facility least often (less than 30% of the schools for
both foreign languages) according to the school
principals who took part in the survey. 

7. Language teachers’ education and training

Improving the quality of initial teacher education and
ensuring that all practicing teachers take part in
continuous professional development has been
identified as key factors in ensuring the quality of school
education (Commission of the European Communities
2007). European policies and actions have, to a large
extent, been aimed at the language teacher. The Council
affirmed in 2008 that “quality teaching is essential for
successful learning at any age and efforts should
therefore be made to ensure that language teachers
have a solid command of the language they teach, have
access to high quality initial and continuous training and
possess the necessary intercultural skills. As part of
language teacher training, exchange programmes
between Member States should be actively encouraged

and supported” (Council of Europe 2008).  

In five educational systems (among them, Greece),
most teachers of foreign languages specialize
completely in teaching only the particular foreign
language.

The lowest proportions (less than 5%) of school
principals reporting teacher shortage are found in
countries such as Greece, Malta, Spain and Portugal.
In Greece, the government does offer financial
incentives to teachers in all ISCED levels for exchange
visits or stays abroad on-the-job, but not during initial
training. In the Action Plan 2004-2006 (2003),
however, it is recommended that future teachers
should stay for an extended period in countries where
the language to be taught is spoken. 

Conclusion

It seems that English Foreign language teaching is on
the right track on the ground of Greek students’
performance in the English language. However, their
language competences can be further improved.
Informal learning through students’ visits abroad and
their participation in E.U. educational programmes
(Comenius, Leonardo, and Erasmus) should be more
actively promoted. In the same context, the employment
of Content and Language Integrated Learning (CLIL) and
the use of Information and Communication
Technologies (ICT) could enhance Greek students’
performance. Also, the provision of extra lessons (either
foreign language enrichment or remedial lessons) inside
state schools and not outside them could certainly lead
to better results in a future survey.
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The image of a teacher going through the written
essay topic hurriedly in class so as to assign it as
homework is not unknown to most of us. However,
there is a different approach to teaching the much
neglected skill of writing which will hopefully be
demonstrated in the current paper.
This article reflects on the theory and application of
criteria for the effective teaching of the writing skill.
Part 1 includes recommendations for the teaching of
writing within a process-oriented framework. 
Part 2 includes a description of the learner profile
and deals with the steps of the lesson plan proposed
and implemented along the lines of criteria
underlying process writing and their justification.

Introduction

As Hyland rightly points out, the tendency to treat writing
as ‘’disembodied’’, removed from context and learners as
‘’passive users’’ to whom the teacher-expert imparts
knowledge, is still practised in many educational settings
(2002:7). This reflects the theoretical strand of ‘text as an
autonomous object’ with its distinguishing features being:
the focus on form and accuracy as the primary goals of
writing instruction, the absence of consideration of
audience, the treatment of students’ drafts as final products
and feedback aiming mostly at language-specific errors and
problems (see Hyland,2002:6-10). In the majority of the
writing lessons in course books the audience is not
specified, there is a model text to be more or less imitated
and the pre-writing exercises focus on the language to be
used, not the content. In addition, most teachers’ common
practice is either to give the pupils the topic and a time limit
so that they write their ideas down or assign it as homework
because of time pressure. Feedback is provided by the

teacher in the form of error correction (mainly

surface level features) of the students’ one and only

draft. Rarely is an entire lesson devoted to the skill of

writing alone.

On the other hand, under the influence of cognitively

oriented research into second language writing (see

Flower & Hayes, 1980), writing, according to White and

Arndt (1991:3), is seen as ‘’a form of problem-solving’’

which involves a number of sub-processes that occur

in a non-linear, ‘’recursive’’ way. Zooming in on the

components of those processes forms the ‘core’ of

what is known as ‘process writing’. In order, therefore,

to modify the currently employed writing practices and

make them conform to the aforementioned approach,

a number of criteria needs to be applied, namely:

’amount of guidance and control’, ‘finality of writing

product’, ‘amount and form of contextualization and

‘amount, form and nature of teacher intervention-

feedback’ (see Calfoglou,2004:143).

Part 1

Criteria underlying 

a process-oriented approach 

More specifically, without suggesting that form is not

important and repudiating the older trends, White and

Arndt argue that the emphasis should now be turned

to meaning (1991:2-3). Therefore, in contrast to the

tight control of the writing process advocated by text-

based approaches where all activities and feedback

were teacher-led, within the process framework, the

learner-writer is given more freedom and assumes a

central role. Activities such as free writing as well as

the introduction of texts written by other people

(model texts) only after the students have written

something of their own, instead of the heavy reliance

on and memorization of such text-types gives

learners autonomy and engages them in a creative

process.

Key words: 
writing skill, process writing,
audience, feedback

Ioanna Psalla

The teaching of writing within 
a process-oriented framework
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Moreover, a key factor, as indicated by Caudery
(1995:2), in a process approach to writing, is that
teaching focuses ‘’on the writing processes rather that
the final product’’. Various scholars have attempted
to describe the intermediate stages the writer goes
through in constructing meaning and all of them
stress that there is an interaction among the different
processes (see Bereiter & Scardamalia, 1987 and
White & Arndt, 1991). For example, Brookes and
Grundy (1990:23) observe that ‘’not all ideas are
generated before writing begins, the act of writing
often sparks off new ideas’’. In practice, this means
having students work on successive drafts of a piece
of writing before the teacher receives the final one
for evaluation by breaking the lesson up into stages
such as, following White and Arndt’s model (1991:4):
generating ideas, focusing, structuring, drafting,
evaluating and reviewing.

In addition, the notion of ‘context’ is an important one
within a process-oriented framework and needs to be
addressed by teachers and materials. In a study of the
students’ engagement and motivation in writing, Lo and
Hyland (2007:222) found that learners’ motivation is
enhanced when they are encouraged to write about
topics of interest and related to their lives and social
context, for a real purpose and a genuine audience. In
real life, we usually write in response to something else
or after reading something. This means that the piece
of writing needs to have a context and be made as
realistic as possible even within the artificial context of
the FL classroom. Zamel (1976:34) points out that ‘’the
act of composing should become the result of a
genuine need to express one’s personal feeling,
experience or reaction’’. This can also be provided to
the students in the form of peer feedback which as
suggested by O’Brien, has a positive impact on learners
because they ‘’gain a sense of audience’’ and negotiate
for meaning ‘’in a non-threatening atmosphere’’
(2004:9-10).

Finally, this brings us to a crucial issue for teachers
teaching writing and one that has been the topic of
constant debate, that is when and how to correct
students’ mistakes, what form of feedback should be

provided. The work of Zamel (1985) shows that the
tendency has been for teachers to attend to language
specific errors including mechanics, usage and style and
thus, to treat students’ writing as if it was a final draft.
However, what needs to be done is ‘’respond to student
writing before any draft is completed’’, as argued in
Frankenberg-Garcia, by providing students with ‘real-
time’ feedback ‘’at the moment they are struggling to
put their ideas down to paper’’ (1999:100-101). 

In part 2, the teaching of the writing skill in a
process-oriented framework will be demonstrated as
implemented in one of my classes.

Part 2
An implementation proposal
Learner profile 

The class consists of 10 pupils, all at the age of 15.
They attend the third class of Hydra’s state junior high
school. Their level of language competence ranges
from A2 to B1, with the majority being on the second
end of the continuum. It is a homogeneous class in
the sense that their level of proficiency, their age and
backgrounds are quite the same. They are all native
speakers of Greek and permanent residents of the
island. They have been learning English as a foreign
language since primary school and all of them attend
lessons in educational settings outside school, which
is in private language institutes. They do not often use
English for communication outside the classroom,
and they are not usually required to write in the target
language outside the classroom.

The steps of the lesson

In the beginning (see Appendix), the teacher
reminds the task: students were asked in a previous
lesson to form groups and visit a local restaurant so
as to write a review to be published in a brochure
about their island. The first activity (A) requires them
to write down ideas related to the place they have
visited. They have 5 minutes to make a list of their

ideas, working in groups. At this point, they are
advised to brainstorm without worrying about
grammar or vocabulary mistakes.

What follows (B and C) is a whole class discussion
on the students’ and their families’ eating out habits:
by asking them the most important factor they take
into account when they choose to eat out, the
teacher elicits answers like: quality of the food,
service, price and setting as well as a number of
adjectives that go with the four aforementioned
categories (e.g. expensive, cheap, quiet, romantic and
so on). In this way, students are helped to group and
organize their ideas. Then (D), students are
encouraged to group their original ideas (produced at
the brainstorming stage) on the basis of the previous
discussion and thus, produce a first draft, on their own.

The following activity (E) aims at raising students’
awareness on issues concerning the use of language to
express feelings and opinions. The students look at two
reviews (original pieces of writing downloaded from the
internet) and comment on them following a number of
guided questions (Are they positive or negative? Are the
four categories mentioned in the texts? What adjectives
do the writers use to describe the restaurant? What
expressions do the writers use to recommend or not
the specific place to other people?): the aim is to raise
students’ awareness on the grouping and organization
of ideas, the use of attributive adjectives and
expressions signaling the writer’s attitude and opinion. 

Following that (F), the students compare the
reviews with the ones they have produced so far and
are invited to compare the two and make changes,
thus producing their second draft. The next stage (G)
is to swap papers with a classmate and correct or
make suggestions on his/her writing. At this point,
students are advised to make comments on how the
content of their classmates’ review can be improved
according to the four categories already discussed in
the previous activities (price-quality of food-service-
setting). For instance, they should check whether all
the information they need to know about the place
is there. Through peer feedback, students ‘gain’ a

sense of audience. At the same time, students are
asked to award marks (that is, give stars) for each of
the four categories, an activity which they found
particularly enjoying.

The final step (H) is to write their last draft exploiting
the comments made by their classmates and paying
attention to the formal features of the language (e.g.
grammar, vocabulary and so on). 

Justification

The lesson plan proposed aims to implement a
process-oriented approach so that, to quote from
Raimes, the writing process becomes ‘’a process of
discovery for the students’’ (1983:11).   

More specifically, relatively uncontrolled expression
on the part of the students is encouraged at the initial
stage of writing in the form of brainstorming for ideas.
It is often the case that students get stuck on how to
start writing on a given topic and the technique of
brainstrorming which is carried out ‘’better among a
group of people’’, as suggested by White and Arndt
(1991:18), is the key to get them over this obstacle. 

Furthermore, students need to have a reason to
write, therefore, a genuine purpose and context are
set by the teacher at the beginning of the lesson: their
writing will appear in a local brochure and will be read
by real readers, thus, introducing them to the concept
of writing for a real audience and a real purpose.

What is more, the breaking up of the lesson in stages
(planning, structuring, revising, editing), gives emphasis
on the process of writing. The students are asked to
produce multiple drafts before completing their final
one. The goal during those stages is to simply get their
ideas on paper, without worrying too much about
spelling, syntax, grammar and punctuation. Many
students, more often than not, get too caught up in
the mechanics of their first draft and as a result their
ideas do not flow freely or they get discouraged when
they are unable to find the appropriate vocabulary so
as to express their meaning. It becomes evident,
therefore, that it is meaning and the process writers
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go through in constructing it that are given
prominence instead of the finished product. Learners
realize that they need to make revisions not only at
the final stage, but at every stage as well. In addition,
the fixed, linear speaking-reading-writing order, which
is dominant in text-based approaches, is challenged
since the reading input is given to the students not as
an ideal model to imitate before they start writing, but
rather as a resource.

As far as feedback is concerned, the teacher
responds to content in her students’ writing, so there
is plenty of room left for error, and leaves attention to
form and accuracy for the final stage. The teacher
acts as a facilitator and provides assistance before the
composition is considered finished. What is more, she

is not the sole evaluator of students’ writing: in activity
G students are asked to exchange their papers and
comment on their classmates’ work, thus, the notion
of audience is also ‘built in’.

Conclusion

This paper has attempted to show how the teaching
of the writing skill within a process-oriented
framework can be achieved and to demonstrate its
positive impact on the learners. However demanding
and challenging this task will be, we need to
incorporate process writing in our everyday teaching
and devote more time to this much neglected skill in
the foreign language classroom.

Lesson ‘Restaurant reviews’

Set the task: The editors of a local tour guide brochure have asked you to contribute a review of a restaurant in
your island. 

 Before the lesson, Ss were asked to form groups and ‘research’ two local restaurants (different for
each group): they had a week’s time to visit these restaurants and discuss their impressions. 

A. Work in groups. Think of the two restaurants in Hydra you have visited recently. Write anything that has to do
with the places that crosses your mind. Don’t worry about grammar or vocabulary mistakes at this point. You
have 5 minutes to make a list of ideas.

B. When you and your family decide to eat out, what is the most important thing for you? 
Price? Quality of food? Service? Setting? 

C. Think of adjectives that go with the 4 categories (think about synonyms and antonyms too) e.g. the price is
expensive, the food is delicious and so on.

D. Now work on your own and write the first draft of your review. Try to group the ideas you came up with under
the four categories and use adjectives from exercise D. You may need to add, delete or change some of
your original writing.

E. Read the following two reviews. They are downloaded from the internet and both refer to the same restaurant.
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 Are they positive or negative? 

 Are the four categories mentioned in the texts?

 What adjectives do the writers use to describe the restaurant? You can underline them on the text. 

 What expressions do the writers use to recommend or not the specific place to other people?

F. Compare the two reviews with what you have written. Would you make any changes to your draft? 

G. Exchange papers with a classmate. Read what your classmate has written and award marks for the four

categories (from what your classmate wrote how many stars you would give for each category and what

would be your overall score?). Is all the information you need to know about the place there? Is it helpful?

Make suggestions.

H. Now start writing your final draft. This time pay attention to spelling, grammar, vocabulary and punctuation.

Also, make any changes that you feel necessary taking into account your partner’s comments. If you don’t

have time, finish your draft at home.

Next lesson: we are going to discuss whether you agree or not with your classmates’ comments and reviews.

Lesson plan 

Students: 10 students, threshold level.

Aim: To write a review through the implementation of the process approach.

Time: 1 hour.

Anticipated problems: Ss are not used to the stages and the practice of process writing so they will need to

be carefully guided through the whole process by the teacher. Also, time will be an

issue: if one teaching hour is not enough, the lesson could be divided to be taught in

two teaching hours.

Assumptions: That the language in the reviews will not be too difficult generally although there are some

unknown words and that the students will be interested in the topic since it is related to their

immediate social context

Timetable fit: Ss have recently been asked to write a review of a book they have read. The following lesson

plan offers an alternative process to writing a review.

Ioanna Psalla has been working as an English teacher in
the state sector for 9 years. She is currently teaching in
Hydra’s senior high school. She has a bachelor’s degree
in English Language and Literature from the University of
Athens and a master’s degree in English Language
Teaching from the Hellenic Open University.
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1. Introduction

For the EFL teachers who participated in this study,
secondary education appears to be a challenging setting for
them to fully exploit the students’ potential due to certain
constraints such as limited time or very large number of
students in every classroom. In this demanding and probably
not motivating setting, students along with teachers face
various problems, one of which concerns students’ low
performance and teachers’ insufficient evidence to assess
their progress. Project Work was initially implemented in
Greek EFL classrooms in order to motivate learners and
enhance their learning. 

Taking into account the setting described above as
well as the current literature on PW  and assessment,
(Alan & Stoller, 2005; Brown & Hudson, 1998; Johnson
& Johnson, 2002; Postholm, 2006 and Stoller, 1997)
it is noticeable that PW has the potential to be used as
an effective method to assess students’ competency in
English. Because of the fact that PW appears to be a
beneficial addition to Greek secondary education, in this
paper, two research questions are going to be tackled.
Firstly, to what extent is PW treated as a tool for
assessment in secondary education, as far as Greek
schools are concerned? Secondly, is PW an effective
way to assess students’ competency in English in the
Greek reality of secondary education? It is hypothesized

that PW, indeed, functions as an assessment method.
Therefore, it is assumed that PW can be considered as
an effective tool for assessment on the basis of two
criteria its frequency of use and the processes followed
to complete the Project.

The present preliminary study aims at revealing
results that will contribute to the improvement of
assessment practices through the proper use of PW
by ELT teachers of secondary education. 

Furthermore, it is hoped that this study will reveal
the benefits of engaging PW as an assessment tool

in teaching English as a foreign language in the Greek
secondary educational system. Since this is a small
scale research, it also intends to prompt further
investigation into this particular use of PW.

2. Theoretical Background 

The arguments presented in this paper are
supported by the theoretical framework of two
different fields concerning the nature of PW and
assessment. The following subsections address each
of these topics, highlighting the issues that are relevant
to the purposes of the present paper. 

2.1 Project Work so far 

In Fried-Booth’s (1986) analysis, PW has been
characterized as learner-centered since students
themselves are involved in the process of planning the
Project and meet their needs. Towards an attempt to
define PW, Fried-Booth inevitably refers to three stages
of one single process, namely “classroom planning”,
“carrying out the project” and “reviewing and monitoring
the work”. 

A few years later, Hedge (1993:276) defines project as
an “extended task which usually integrates language skills
work through a number of activities”. In line with Fried-
Booth, Hedge (1993:276) points out that PW is
characterized by “emphasis on student group-centered
experience”. Stoller (1997) presents PW as the natural
extension of content-based instruction2 which promotes
students’ meaningful engagement with language. It was not
until 1999, when PW was considered as a quite frequent
type of innovation in teaching processes. (Hannan, English
& Silver, 1999). This innovation lies in the fact that While PW
has been treated so far as a learning vehicle, Johnson D. &
Johnson R. (2002) compare PW to tests, concluding that
in the former students in order to produce something on
their own they enhance their communication and problem-
solving skills, while in the latter, students merely reproduce
knowledge. When students do not achieve high marks in

Key words: 
Project Work, 
alternative assessment

Project Work
as an alternative method of assessment 
in Greek Secondary Education

In this paper, it is argued that Project Work (PW) can be
implemented in Greek secondary education as an
alternative method of assessment, for learning practices.
Through the assessment potential of PW1 even not high
achievers may increase their learning. In this research
experiences and beliefs on the implementation of PW of
6 state school teachers were recorded. The aim of this
paper is to investigate the effectiveness of PW as a method
to assess what students have learned. It was found that
teachers mainly view PW as an additional source of
information about their students’ level of competency in
English. The outcomes of this research could urge
teachers to trust alternative teaching methods and
implement PW in their teaching to help learners with
their learning and evaluate them adequately. Chryssa Papanikolaou

1 PW is used, in this paper, as a short form of “Project Work”.

▲

2 Content-based instruction favours alternative means of assessment, cooperative learning integrated-skills
instruction and project work.  For further information see Grabe and Stoller (1997).

▲
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their tests does not necessary mean that they do not have
knowledge of the language and its use. In this line of
thought, using PW as an alternative method of assessment,
even not high achievers may achieve better marks as they
will be able to prove what they can do with their knowledge
and language skills. An important aspect that should be
taken into account is that in order for high levels of learning
and development of competencies to be the outcomes of
PW implementation, a balance between teacher guidance
and student autonomy is needed (Alan & Stoller, 2005). 

For the purposes of this paper, the definition of PW is
expanded to include the fact that PW can be used as a
way of determining student attainment in outcome-
based assessment. In this framework, PW is viewed as
one kind of evidence on learners’ progress and
achievement (Bridley, 2001).

Alan & Stoller (2005) summarize the characteristics
of the effective PW which, for the present paper, represent
the requirements for a project to be successfully used by
the teacher as a tool for students’ assessment of their
competency in English. According to these characteristics,
immediate and future needs of the students must be
taken into account. Similarly, when students’ level of
attainment is measured, the project to be used as a
measurement tool should reflect the students’ needs.
Moreover, the stages of the project as well as the end-
product of the project must be specified. Therefore, PW
as an effective assessment tool should be clear in terms
of the process to be followed and the product to be
created. Also, collaboration should be reinforced and
students should be engaged in all stages of the project. In
any other case, the teacher will not be able to assess the
students’ performance throughout the project.  The
teacher is suggested to be “a guide on the side”
(Postholm, 2005:151) and in Stoller’s (1997) and Alan &
Stoller’s (2005) terms, the instructor should prepare the
students for each stage, monitor their progress and
evaluate both their participation and the final product. 

2.2 Key concepts in assessment 

By the term assessment we usually refer to the process
of collecting information on a learner’s language ability
or achievement by qualitative methods of monitoring and

recording student learning such as tests, observation or

PW. This process aims at making judgments about the

learner’s knowledge of the language and the ability to

use it (Brindley, 2001; Chapelle & Brindley, 2002).

Bridley (2001) has also made clear the distinction

between formative and summative assessment, both of

which can be conducted during PW. Formative

assessment, which aims at improving the instruction, is

carried out by the teacher during the learning process.

On the other hand, summative assessment which usually

happens at the end of a term, aims at “providing

aggregated information on programme outcomes” to the

teacher (Bridley, 2001:137). 

Outcomes-based assessment is a way of determining

student attainment by assessing what the learner has

produced using the second language. Assessment in this

perspective is the process of the collection of evidence

on learner’s progress and achievement (Brown &

Hudson, 1998).It is argued in this paper that this process

can be conducted by the implementation of a project. 

Drawing on the theory described above, PW appears
to be the process of assessment during which learning
both occurs and is being ranked. Therefore, it is a
complicated process involving both learning and
assessment.  From this point of view, during PW students
should be assessed on the basis of the process and on
the final product which enables the teacher to have a
clear picture of the students’ progress (Postholm, 2005). 

3. Methodology 

3.1 Participants 

In order to provide an answer to the research

questions of this paper as stated in the introduction,

the writer decided to collect data from Greek teachers

of English at secondary education. The criterion to
select the subjects was the level of students they work
with so that the research limits its scope to secondary
education including high schools and lyceums. The
teachers were asked to share their experiences and
beliefs on the implementation of PW. The sample
group consists of six experienced teachers who have
been using PW in their classes for a considerable
amount of time ranging from 3 up to 17 years. 

3.2 Research tool 

In order to gather the required information, I
decided to design a semi-structured questionnaire in
which the participants could freely express their
opinion and make remarks on the topic discussed.
The nature of the questionnaire enabled the
collection of both quantitative and qualitative data. A
cover letter which was uploaded on the internet to a
site visited by EFL teachers in secondary education,
addressed the subjects and asked for volunteers to
participate in this small scale research. 

The first part of the research tool outlines the profile
of the sample while the next part asks for information
about the practical experience of the teachers as far
as PW is concerned. The following part focuses on
the participants perceptions of what is important to
the process of PW according to the needs of their
students. The final part includes some open-ended
questions which aim at unfolding the participants’
reflections on the main area of research which is the
effectiveness of PW as a tool for assessment.

4. Results and Discussion 

4.1 Teachers’ beliefs on Project Work and
assessment based on their practical
experience 

In order to explore the teachers’ experiences and
beliefs about PW, the subjects were asked to rank
various statements about PW, regarding the degree to
which they agree or disagree. Before the results are
outlined, it is of great interest that PW is viewed by the
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sample group as multi-tasking, in the sense that by

the implementation of PW the teachers carry out

various teaching practices. They acknowledge the fact

that PW is a complicated process as it was clarified in

the theoretical background of this paper. Also, all of

the subjects agree that the projects they assign to their

students correspond to both their immediate and

future needs as their statements indicate: “I believe

that projects can enhance 21st century skills.”

“I believe that the projects sensitize them on different

matters that have to do with their immediate needs or

help them obtain knowledge for their future needs, or

socialize them in a more general aspect of the word.”

To better understand the extent to which PW functions

as a tool for assessment, the teachers were asked various

questions. Firstly, they were asked if they mark their

students’ projects and all of them answered positively.

When they were asked to define the marking criteria,

there was a wide range in their answers. The most

dominant criteria are gathered in the following figure. 

This indicates that the completion of the project by

the students helps their teachers decide on their

progress based on the criteria that each teacher has

set. Moreover, five out of six teachers stated that their

students’ performance on the project influences the

final mark of the students. Therefore, PW in these
cases indeed functions as an assessment method.

The subjects’ beliefs on the functions of PW in the
Greek secondary schools are summarized in the
following figure 2.

The high percentages recorded for the above

differential statements support the argument that PW

plays a multiple role in the classroom. It is shown that

the statement in which PW is treated as an «additional

tool for students’ evaluation of competency in English»

received the largest numbers according to the

subjects’ rating marks, which means that the teachers

strongly support this view (85% on average). 

Despite the fact that this is a clear signal that the

sample group uses PW as a way to evaluate students,

they seem rather reluctant to state that PW is an

effective tool for assessment, which is an issue to be

discussed in the next section. 

It is concluded (from figure 3 below) that the great
majority of the participants primarily assesses students
through projects, in order to help them with their
learning. Based on this finding and the results of figure
1 it could be reasonably inferred that most of the
subjects probably assign projects to their students in
order to have an additional source of information about
their students’ level of competency in English.  This
source, which is the end product of PW, requires some
stages in order to be completed according to teachers’
recorded statements. It can be deduced from the
subjects’ comments that during these stages learners
are rather helped with their learning while what they
are really being assessed on is the final product.

Lastly but most importantly, as far as teachers’

beliefs on PW and assessment are concerned, the

basic finding was that almost all of the participants (5

out of 6) entirely agree with the claim that students

should be evaluated on the basis of more than one

source and that PW is indeed such an alternative

source. More specifically teachers stated: 

“[..] how we assess our students in the school that I

work is a combination of many things, one of which

is their project work.”

“every project in my classes is an effective way to

assess students’ abilities while they actually have fun
with their learning!

4.2 The processes of Project Work and its
effectiveness as an assessment tool

In this research paper it is intended to investigate
the effectiveness of PW as a method to assess what
students have learned. For this purpose, it seems
necessary to examine certain parameters which allow
for such a use of PW. These parameters involve the
processes teachers follow to carry out a project, but



According to Allan and Stoller (2005) these are
the necessary practices to maximize the benefits of
PW. In this way we can assume that PW at least in
the cases that were examined, functions as a
learning device which then helps the teacher draw
conclusions about the student’s level of competency
in English

Lastly, it is noticeable from figures 4 and 5 that the
teachers gradually reduce their control over the
students as the PW proceeds. This remarkable
process that the teachers follow, illustrates how they
gradually lead students to learner autonomy which
is an issue beyond the scope of this paper.
Additionally, this attitude of the teachers could be
thought as facilitating the assessment which takes
place at the end. As Allan and Stoller (2005)
suggest, a balance between student and teacher
control produces the desirable results, which would

describe PW as a process through which students
acquire new skills and are being assessed on their
progress at the same time. 

The effectiveness of PW for assessment purposes
is not only reinforced by the frequency of its use, and
the processes that teachers follow at the beginning
and during the Project, but also by the fact that, on
average, about 80% of the times, the teachers
provide feedback to their students but also students
provide feedback on the whole process. After
completion of the project, as teachers stated, they
revise what has been learned and ask their students
for feedback. This collection of feedback is quite
important at the end of PW, so that not only the
process can be completed and the final product can
be assessed, but also future implementation of PW
can be improved. Such a practice allows for a
consideration of PW as an effective way both for
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also the frequency of the use of PW. 

When teachers were asked to specify how often
they use PW, the answers were not easily grouped.
This fact indicates the diversity of the needs of each
class. One teacher stated that he uses PW in the end
of every unit illustrating a quite regular use of the
project. Another teacher, though, uses PW once a
semester which means that this teacher assigns two
projects throughout the school year. This low
frequency of the conduction of Project is not in favor
of the effectiveness of PW as an assessment tool; if a
teacher does not implement PW at all how can it
function as an assessment tool after all.  

The rest of the subjects claimed that they use PW
on a quite frequent basis, almost every one or two
months, when “there is a need to do so” as one of
them wrote. In general, the participants incorporate
projects into their teaching quite often during the

school year. Therefore, the high frequency of the use
of projects is a prerequisite for PW to successfully
function as an assessment method in the classrooms
of these teachers. 

The effectiveness of PW for assessment purposes
is not only reinforced by the frequency of its use, but
also by the characteristics of PW. These characteristics
can be outlined by investigating what teachers find
important to do throughout PW.

It was found that the teachers who participated in
this research have quite different priorities at each
stage of PW depending on the varying needs of their
students. However, some conclusions have been
reached and are summarized in the following figures
(figure 4 & figure 5). The teachers were asked to rank
some statements according to the degree of
importance judging by the needs of their students.

As it is shown in figure 4, teachers find it extremely
important to explain to their students what is going to
be achieved after the completion of the project. A
detailed explanation of the final product, that is to be
produced through the project, was also ranked as
quite important by the teachers. These two reported
practices by the teachers are evidence of the use of

PW as a means to evaluate students’ competency in
English, since familiarizing students with the objectives
and defining the final product of their work are
essential for their assessment to be effective. The
reason for this lies in the fact that if students do not
know exactly what they are asked to do, they cannot
be evaluated on this. 

According to relevant literature (Postholm, 2005),
PW is a method which assesses both the process and
the final product. So, it seems necessary to investigate
further how teachers actually evaluate their students
based on the process of PW to clarify what is being
assessed by the participants. 

Figure 5 illustrates that, the teachers who were
asked, support the view that their dominant role
during PW is to support their students’ work. It is also
of great importance to them to monitor what is
happening in the classroom throughout the process
and facilitate students.
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summative and for formative assessment as it has
been defined in the theoretical background of this
paper. 

5. Conclusion

Although this was a limited research, some
preliminary conclusions have been reached about
the use of PW in Secondary Education. The
participants have offered important insights into their
teaching practices which enabled the understanding
of the extent to which PW is used for assessment
purposes but also the effectiveness of such a tool for
assessment. 

It seems that PW functions as a quite frequently

used and effective tool for assessment for the

teachers who participated in this research. They

generally view PW as an additional source of

information about their students’ level of

competency in English. This could urge teachers to

trust alternative teaching methods and implement

PW in their teaching. However, a more detailed

research on this area will enrich our knowledge of

how projects are applied and how we can enhance

our teaching incorporating alternative teaching

methods always with the aim in mind to help learners

with their learning and evaluate them adequately. 
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lesson how authentic electronic materials can be used in the
EFL classroom to enhance the teaching of writing.

The proposed lesson, directed towards Lower Secondary
School students, is a small example of how authentic
materials from the Internet can be used in the EFL
classroom to enrich the teaching of writing. In light of the
practical difficulties involved in the teaching of English in
State schools, such as the large pupil-teacher ratio, the
limited contact time, the restrictions posed on the
accessibility of computer labs and the lack of continuity this
may entail, this lesson has been planned in a way that its
implementation does not require specialised technological
training or extra funds. Moreover, the lesson plan is very
flexible and allows for adaptations (e.g. omission or addition
of tasks and materials, amendments in the order of tasks,
adjustment in the duration of the stages etc,) to meet the
varying needs of different target groups.

The Computer-based Writing Lesson:
Step by step description and analysis  

Main Aim

The overriding aim of the lesson is to enable
students to develop effective composing strategies
and improve as writers through the use of computer
technology and authentic materials.

Objectives

The objectives pertaining to the lesson are to

a)  integrate writing with reading, speaking and listening.

b) practise drafting, composing and revising
techniques. 

c) enable learners to identify different description
types. 

d) teach learners how to describe people for specific
purposes. 

e) promote pair/group work.

f) extend learners’ computer literacy by producing a
written description using the Word-processing
software and the Web.

Stages of the lesson 

Writing in the present sample lesson is treated as a
recursive and creative process. In a process-focused
classroom, writing lessons can be divided into stages,
including the pre-writing, the writing and the post-
writing phases (see Squire, 1981). It is worth noting

though, that the three-stage pattern is not obligatory,
since these stages are by no means discrete and are
in practice intertwined. On the contrary, it is rather an
ideal framework, allowing for changes and
adaptations in accordance with classroom dynamics.

1. Pre-writing stage

The pre-writing stage is the time for setting the
context for writing and for generating and organizing
ideas. Thus, through preparatory tasks, which involve
visiting Internet sites, reading relevant texts, note-
taking and speaking, this stage aims to capture
students’ attention, to activate students’ “content and
formal schemata”  (Carrel & Eisterhold, 1983), to
orientate them to the topic, as well as to offer a
transitory link to the Web-based activities (see
Appendix I, a & b).  

One of the main priorities of the teacher is to make
the writing activities more meaningful for the
students. One way to accomplish this is, according to
Byrne (1988:25), to use “the text as our basic format
for practice”, since students are expected to develop
the ability to write whole texts. It is considered very
important to provide students with examples of
various text types, especially authentic ones, because,
as Peacock (1997) maintains, students seem to be
better motivated when they are given work in a
recognizable context. Direct contact with authentic
English texts can subsequently lead to language
enhancement. Furthermore, the importance of
becoming familiar with the type of writing to be
practised has been accentuated by various language
specialists (Pincas, 1982; Raimes 1983; Hedge 1988;
Carrell, 1996 among others). Therefore, in order for
students to become familiar with the specific
discursive conventions and constraints when
addressing a new or unfamiliar readership, they will
be exposed to model texts (Appendices V, VI & VII)
relevant to the type they are expected to produce.
This will allow them to see exactly what effective
writing entails and to learn more about what is
expected of them when they are asked to write for a

Eleni Papamichalaki

Using authentic Internet materials 
to enhance the teaching of EFL writing

According to Kasper (2000), success in a digital society
depends on multi-literacies, i.e. skills in both academics and
technology. Teachers, therefore, are faced with the challenge
of transforming their classroom by extending their traditional
instructional practices to meet the evolving needs of their
students, who are widely exposed to a barrage of new
technologies outside the classroom. Thus, it is necessary to
explicate to the students how innovative technologies, such
as the Internet, can be utilised to help them develop their
multi-literacy skills and prepare them for the demands of
everyday life (Warshauer, 2000; Ybarra, 2003;
Navehebrahim, 2011 among others). Acknowledging the
immense potential of the Internet as a teaching tool, the
author attempts to demonstrate through a computer-based
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specific purpose and audience (Swales, 1990; Carrell,
1996).  It must be underlined, though, that the model
texts should not be emulated blindly. On the contrary,
students should use these texts as the starting point
and then use their own knowledge, imagination and
creativity to go beyond the model texts.

Step 1: Warm up

The teacher asks learners to open a Word file that
contains a picture of a famous couple (Appendix II),
look at the picture and try to think of adjectives that
can describe the two people. Then the teacher asks
learners: What are the things that one should have in
mind when describing people? Learners are prompted
to answer, that physical appearance, character, hobbies
and interests could be included in the description of a
person. Then, students are asked to access a site
(Appendix III) where they can find useful vocabulary
for describing people (appearance & character). The
teacher invites learners to scan the Web page and
tries to elicit more relevant vocabulary from them. The
aim of this stage is to capture students’ attention, to
orientate them to the topic and to draw on their
experience. Moreover, the questions intend to till the
soil for activating the proper schemata and to help
students retrieve relevant vocabulary from memory.
Furthermore, the visit of an Internet site offers a
transitory link to the Web-based activities.

Step 2: Pre-writing Web-based activities

The teacher divides the learners into groups and
asks them to open a Word document (Appendix IV)
and look at the title that corresponds to their group.
Learners must try to predict what the texts are about.
Then, the teacher assigns each group a different Web
site to click on. The sites contain authentic descriptions
of various people who are wanted by the police, are
missing or are taking part in a beauty contest
(Appendices V,VI,VII). Students must search their
source, collect information regarding the described
people and keep notes on the Word-Processor. Notes
should refer to the way each person is described, what
kind of information is included etc. Each group must
save their notes in a Word document and discuss their

findings with the other groups. 

Learners are invited to visit consecutively the other
two sites to verify what has been discussed. When
learners finish reading the texts, the teacher asks:
What are the differences and similarities of the three
descriptions and what is the purpose of each
description? Next, the teacher asks learners to look
in their worksheets (Appendix I, step b/10), where
they can find some new words from the three texts.
Learners are urged to explain them by using
contextual clues first. Then, they are invited to visit an
on-line dictionary to determine the meaning of the
unknown words and to listen to their pronunciation.     

The primary purpose of the pre-writing activities is
the integration of reading, writing, listening and
speaking skills. Thus, learner experimentation with

various computer applications will allow them to act

independently of one another, becoming exposed to

authentic pieces of information on the WWW and will

offer them the chance to investigate knowledge

through the active avenue of communication.

Similarly, on-line dictionary applications not only

enhance learner research skills, but also facilitate their

efforts by means of audio-visual cues. Consequently,

complementary exchanges within an interdependent

dialectical setting will enhance student appreciation

of the validity of this shared resource and its

advantageous outcomes.

Moreover, the questions the teacher poses provide

an opportunity to practise speaking and to increase

student awareness of the ways in which descriptions

can be written in widely differing styles according to

the purpose for writing them. In this way, the pre-
writing stage familiarises learners with the structure
and vocabulary of different authentic descriptions,
offers them practice in note-keeping and provides
them the grounding for the writing stage, while at the
same time promotes cooperation through group work. 

2. Writing stage 

The writing or composing phase is the period of
creation when students get their ideas onto the screen
in rough form and through successive drafts they
refine their text so that it conforms to its
communicative purpose. As Tribble (1996:115)
suggests, ‘composing and drafting do not usually mark
the end point of the writing process’. On the contrary,
there is a good deal of recycling in the process from
planning to drafting, reviewing and revising. During the
drafting stage, the students focus primarily on what
they want to say, while during the composing and
revising stages, they focus progressively on how to say
it most effectively. At this point, it is very important to
note that students should be given directions on how
to revise and improve drafts. They should come to
realize that content and meaning should be dealt with
first, whereas language should be assessed only after
the ideas and messages have been formulated.
Students, therefore, should become accustomed to
the idea of writing and revising, as this will ultimately
give them a better control both of the content and
form of their written text. 

Step 1: Drafting

At this point, the teacher asks learners to look at
the writing task included on their worksheet
(Appendix I, step c). Thus, students are expected to
work in groups to write a description of a person they
know and who has gone missing. The description
should be written in appropriate style and format in
order for it to be published on an Internet site for
missing people. In this way, students practise writing
a description for a specific purpose.

Learners are invited to look at the descriptions and

▲



>

42 43

>

TEACHING ISSUES TEACHING ISSUES

ASPECTS TODAY ΤΕΥΧΟΣ 35 ΣΕΠΤΕΜΒΡΙΟΣ-∆ΕΚΕΜΒΡΙΟΣ 2012 ASPECTS TODAY ISSUE 35 SEPTEMBER-DECEMBER 2012

>

>

their notes, jot down ideas and prepare a rough plan.
Then, the two groups swap computers to read each
other’s work, discuss content and organisational
problems and suggest improvements. The teacher
supervises the procedure and provides consultation
on students’ work.

Step 2: Composing

The groups return to their seats to write their
description. They are advised to use Word-processing
capacities such as split screen, copying, pasting etc.
When they finish writing, they swap computers again
to discuss possible improvements and adjustments. 

Step 3: Revising

Learners resume their seats to complete their
descriptions. The teacher reminds them to use the
spell/grammar checker to correct surface errors.
When they finish their descriptions they must use
various Word-processing functions (font, bold, colors,
underlining, frames), to make them as eye-catching
as possible. They can also insert symbols or pictures
from Clipart. 

Taking this process a step further, the stimulating
Word-processing capabilities, compounded with
hypermedia properties, will allow learners to
consolidate the conventions of the written genre, as
well as the skills to negotiate meaning. Viewing the
issue from a wider perspective, it is clear that Word-
processing allows for self-correction strategies to be
accomplished, rendering the writing task less daunting
and allowing for the rewards to be reaped more readily.
Cunningham (2000) argues that the most obvious
point in using the Word - Processor is that drudgery
of revising and refining a text are significantly reduced.

3. Post-Writing stage

This stage aims to practise reading and assessing
peer work, to give students initiative and a sense of
responsibility for their own work and to develop self-
confidence in identifying content, structure and
language irregularities (see Appendix I, d). 

Feedback

Feedback will be provided to students in two stages:
the first, while-writing and the second after the
completion of the writing task. During the while-writing
stage in class, the teacher will act as facilitator, offering
students “scaffolding” (Bruner 1986) in order for them
to resolve any unforeseeable developments that could
jeopardise the successful completion of the tasks at
hand. Apart from the oral response provided during the
writing process, more systematic and detailed feedback
will be provided in the form of written comments after
the completion of the writing procedure. The nature of
this feedback will vary according to individual student
needs and will range from ‘overt correction’ to ‘indirect
feedback’, as proposed by Lee (Lee 1997).  Errors will
be indicated, but the onus of correcting them will be
on the students themselves, involving them, in this way,
in a more conscious assessment of what they have
produced. A combination of balanced criticism and
praise on behalf of the teacher and of peer evaluation
will enable learners to develop a more positive attitude
towards writing, as well as towards technological
applications such as the Internet and the Word-
Processor, utilizing a large repertoire of skills and
strategies. 

Option 1:

When the groups complete their descriptions, they
print them out in multiple copies. They submit a copy
to the teacher and they distribute the rest to the
members of the other groups. Then, each group
presents their work orally in class. At the end, the
teacher and the learners provide feedback on the
final products. 

Option 2:

Another option is that students of each group send
their descriptions to the teacher and to the members
of the other groups via e-mail in order for them to
read the texts and revert electronically with their
written feedback. In this way, students will be exposed
to a form of asynchronous, computer-mediated
communication that, according to current research,

can bring benefits to them if it is creatively integrated
into the EFL classroom. As Gonglewski et al comment,
e-mail can “extend what students have done in the
classroom” by giving them the opportunity “to
reiterate or clarify opinions expressed in class or to
offer an opinion they were not prepared to express in
class” (Gonglewski et al 2001).

Conclusion

Given that communicative competence is a complex
and multi-faceted phenomenon, EFL writing pedagogy
requires continuous experimentation and evaluation on

behalf of language teachers. Undoubtedly, there is a

bewildering variety of techniques available nowadays in

textbooks and training courses. To this end the present

model lesson serves as an example only of how the

possible imperfections and deficits of the prescribed

teaching materials can be circumvented, through the

implementation of motivating alternative methods of

teaching English to EFL students. The need to constantly

amend teaching practices and to incorporate novel

ideas in the foreign language classroom is imperative

for a teaching environment to be at the forefront of

pedagogical developments.
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LESSON PLAN & TEACHER’S NOTES 

TITLE: DESCRIBING PEOPLE
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APPENDIX I

Learners’ Word File
a) Warm Up 

Work in pairs 
1) Click on the following link to open the word  file: APPENDIXIIphoto.doc
2) Look at the picture. Does it ring a bell? Who are these people?
3) Now click on the link: http://www.talkeasy.co.uk/link/materials/esl11.html  or click APPENDIXIII.doc                    

Here you can find useful vocabulary for describing people (appearance & character).  
Try to think of more words. 

b) Pre-writing Web-based stage
Work in groups
1) Now, click on APPENDIXIV.doc
2) Read the title that corresponds to your group. Comment on the title. What do you expect to read?

Discuss with your partners. When you finish, close the Word document APPENDIX IV TITLES.
3) Now click on the following sites:
Groups 1,4,7:
http://www.fbi.gov/mostwant/topten/fugitives/dorantes.htm or click on APPENDIXVWANTED.doc
Group 2,5:
http://www.newcomerstown.com/Susan.html or click on APPENDIXVIMISSING.doc
Group 3,6:
http://www.missuniverse.com/missuniverse/index.html or click on APPENDIXVIIUNIVERSE.doc

4) You should be able to see the description of a person. 
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5) Leave the internet page open and go to Word. Open a new document. Before you start writing, save it
under the name: Describing People. 
(To save it, go to File→ Save as→ Τα εγγραφα μου→ File name: type Describing People →Save as
type: Choose Word document→ Click on Save).

6) Go back to your internet site. Read your text and keep notes on the word document you have created.
Your notes should refer to the way the person is described, the purpose of the description and the kind
of information included (e.g. physical appearance, character, habits, age etc.).

7) When you finish with your notes, do not forget to click on the SAVE button, to save your work.
8) Report orally your findings and discuss them with the other groups.
9) Now, you can click on the other two sites (see Step 2/3 above) and have a quick look at the other two

descriptions. What do you see? What are the differences and similarities between the three
descriptions? What is the purpose of each one of them? 

10) Look at the following words:
Groups 1,4,7: fugitive, prosecution, homicide, consulate
Groups 2,5: advent, closure, linger, obituary
Groups 3,6: vivacious, resided, ambassador, mentor
Find these words in your text. Can you work out their meaning? If not, click here www.yourdictionary.com
to find out! (Go to Quick Look Up, English Dictionary→Type in your word and click go→ click on the
entries Found).
Welcome to the On-Line Dictionary! Now you can look up the unknown words. 
You can also listen to the way these words are pronounced if you click on the              button. 

c) Writing stage
Work in groups
Writing task

Imagine that a person you know is missing. Write an announcement to send to an Internet site for
missing people. Include any information that could help locate this person. Try to make the
announcement as eye-catching as possible, otherwise no-one will take it seriously. You can take
ideas from the descriptions you have already accessed.  

1) Jot down your ideas and prepare a rough plan.
2) Read  and revise each other’s work. Discuss content (περιεχόμενο) and organisational problems (δομή,

σύνταξη, οργάνωση παραγράφων).
3) Compose your description. 
4) Discuss possible improvements and adjustments.
5) Complete your descriptions. (Use grammar /spell-checking capacities to check for mistakes.)
6) When you finish your descriptions you can use various Word -  processing functions (font, bold, colors,

underlining, frames) to make them as eye catching as possible. You can also insert pictures or signs from
Clipart.

d) Post-Writing stage
1) When you finalise your descriptions, print them out and submit them to the teacher.
2) You should also print copies for the members of the other groups.

3) A spokesperson from your group must present your description to the class.
4) Comment on each other’s work. Pay attention to content, language and presentation.

TIRED?
OK, YOU DESERVE A BREAK

APPENDIX II

APPENDIX III
Describing People

http://www.talkeasy.co.uk/link/materials/esl11.html
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APPENDIX IV

APPENDIX V

TITLES
Read the following titles and guess what the texts are about.

GROUP 1

GROUP 2
Newcomerstown's Unsolved Mystery 

Susan Wolff Cappel

GROUP 3 
AMELIA VEGA

MISS UNIVERSE® 2003

DESCRIPTION 1

APPENDIX VI
DESCRIPTION 2
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APPENDIX VII
DESCRIPTION 3

AMELIA VEGA
MISS UNIVERSE® 2003

Amelia Vega, who captured the audience during the 2003 Miss Universe Competition, is a statuesque 19-year-old native
of Santo Domingo, Dominican Republic. Her incredible energy and vivacious nature won over the judges during the live
NBC telecast held in Panama City, Panama. Amelia’s move from the Dominican Republic to take on the title of MISS
UNIVERSE is a sweet reunion for her and New York City, where she once resided as a student in Queens. This time around,
Amelia will work as a goodwill ambassador for women around the world by representing the Miss Universe Organization.
Before putting on the crown, Amelia was completing her high school studies and was planning to continue her education
to earn a degree in television production. In the future, Amelia hopes to also pursue her dream of becoming a singer.
With a demo single already completed, Amelia is working on her first CD. In addition to singing, a few of Amelia’s loves
are sushi, her dachshund puppy named Weenie, and dancing the merengue. Amelia‘s father is a general medical
practitioner with offices in New York City and Miami; and her mother, a previous Miss Dominican Republic titleholder with
a fondness for flying, has recently received her pilot’s license. She has a very close relationship with her parents and is a
mentor to her half-sister. In addition to her parents, Amelia considers her grandmother and uncle Juan Luis Guerra, an
author and Grammy Award-winning Latin musician, amongst her idols. As MISS UNIVERSE 2003, Vega will travel
extensively working with internationally recognized HIV/AIDS organizations including the Global Health Council, Cable
Positive, amfAR, the Elizabeth Glaser Pediatric AIDS Foundation, and God’s Love We Deliver. As a “celebrity” spokesperson,
she will be responsible for working with the media globally to generate a better understanding and acceptance of AIDS
and HIV and its prevention while helping to increase awareness, funding and resources for these key organizations.

Eleni Papamichalaki holds a BA in English Language and
Literature (University of Athens) and a Med Master in
Education (Hellenic Open University). She is a State School
teacher. Her research interests focus on ELT methodology
and the integration of New Technologies in EFL teaching.
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My firm belief has always been that being a successful
teacher in a state school presupposes creating a motivating
educational environment which will keep students’ interest
aroused and vivid. For this reason, I have come up to suggest
the use of technology and project-work as a means of
satisfying contemporary educational needs.

‘Project-work’ has already been introduced in the school
curriculum in senior high schools but it can also be applied
successfully in junior high schools since all ‘THINK TEEN’
books offer multiple opportunities for that. Moreover, my
experience has shown that project work is likely to be very
popular with students for various reasons (some of them are

mentioned further down in this work), and thus, should
occasionally replace traditional teaching methods even
if that means extra work for the teacher. At the same
time, the use of technology, the internet mainly, in order
to meet the requirements of the project and to deal with
traditional teaching fields like grammar is a challenge
for our students and gives scope for learning. 

One of the most important advantages of the use of
technology and project-work in language teaching is
that they both make school more like ‘real life’, as Sylvia
Chard (University Professor, Emeritus of Elementary
Education at the University of Alberta and author)

claims. Learners put on the masks of researchers,
decision makers or problem solvers, in an attempt to
deal with topics of common real-life interest; they
assume roles which they definitely enjoy and yearn for
in the traditional communicative classroom. As a result,
if, in my view, project-work and the use of technology
are not applied in every session but are used periodically
to prevent the students considering them a routine, they
can definitely involve:    

a) increased attendance, growth in self-confidence and
improved attitudes towards learning (Thomas,
2000).

Vasiliki Fanouraki Creating a project using 

ICT and educational software in class
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b) academic gains better than those generated by other
teaching models as learners involved in projects take
greater responsibility for their own learning than
during more traditional classroom activities (Boaler,
1997).

c) opportunities to develop complex skills such as
problem-solving, collaborating, communicating and
higher-order thinking (SRI,2000).

d) access to a broader range of learning opportunities
in the classroom which gives us the chance to
engage culturally diverse learners and thus, bring
them together (Railsback,2000).

e) Students’ engagement in real world activities that
have major significance beyond the classroom.

Another major benefit of doing projects in class is that
teachers adopt a new role in the sense that they now
do more coaching and modeling and less ‘telling’. The
teacher is no longer the instructor in a ‘teacher-centred’
classroom but a ‘facilitator’, a ‘guide by the side’ (as
Anidya Syam Choubhury, 2011, calls him/her), an advisor
and definitely a ‘communicator’ with the learners. S/he

monitors the students’ strengths and weaknesses taking
special care when s/he arranges the groups or pairs in
front of the computers so that learners of different
potential join together to create a product  which
everybody has made a contribution to. Even the weaker
students are encouraged to join by their peers or in case
they cannot help with the research for the project, they
undertake the decoration (the art-work) of the project
and the presentation of the final product. Finally, let’s
not forget that technology gives the teacher the chance
to facilitate the learning process by creating diverse
communicative activities that are interesting and
challenging to the learners. It is actually remarkable that
in the teaching process you will be presented with,
students enjoyed all activities, mostly the language ones.    

Below, you will be presented with a teaching practice
I implemented in my B grade of junior high school
(advanced level) students at the end of Lesson 4, Unit
2 (Think Teen 2). Unit 2 follows thematically Unit 1,
lesson 3, which points out that many buildings such as
the Erectheion, the Taj Mahal and the Colosseum, were
built for a specific purpose in the past.  Unit 2 focuses

on the theme of ancient civilisations and mysteries of
the past such as the mystery of the lost city of Atlantis
(lesson 4), the destruction of Pompeii (lesson 5) and
the ancient civilization of Egypt (lesson 6).  My teaching
practice was based solely on technology used to present
and practise most real-life skills and sub-skills (reading,
speaking, taking notes, guessing, making deductions)
while I also grabbed the chance to revise and practise
previously taught language (passive voice) on the net in
a variety of activities; activities which aroused students’
enthusiasm because they were given the scope for self-
correction and praise despite the fact that they seem
to be traditional in form.

The teaching practice was carried out in the ICT lab
of our school and all means of communication and
information technology of our school were used; that
is, the projector, different educational webpages,
dictionaries on-line as well as authentic articles, entries
and texts on the Internet concerning Mysterious
Monuments around the World. Obviously, the use of
technology presupposed my collaboration with the ICT
teacher of the school. What is more, the specific topic

of our project (World Cultural Monuments) gave us the
opportunity to develop an interdisciplinary project,
which also served the principle of diversity, since we
also entered the fields of history, religion and civilization,
so as to get to know, discuss and thus wonder about,
compare and contrast civilisations around the world.
For this reason, this project could also last more than
two teaching sessions as it gives scope for a lot of
discussion.

Before we have a look at the lesson plan that follows,
it should be noted that despite the fact that learners
were given the potential to use on-line-dictionaries
during their Internet research to facilitate understanding
authentic texts, I tried to convince them that there is no
need to know the meaning of every single word so as
to grasp the meaning of a text but try to guess the
meaning from the context. Finally, it should be noted
that in order to give students the pleasure of presenting
their products to parents, classmates and other
teachers, on the last day of the school year we exhibit
some of our projects in the big hall of our school and
invite everybody to see our works. (see photos)
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LESSON  PLAN 

C/B:               THINK               TEEN               2               (ΟΕΔΒ)
Unit 2- Lesson 4 (Mysteries of our World)                p.32

Topic:  GETTING INFORMATION ABOUT WORLD MYSTERIES:
PROJECT TIME

TAΞΗ: B’ ΓΥΜΝΑΣΙΟΥ (ΠΡΟΧΩΡΗΜΕΝΟΙ):  22 sts  (9 boys/13 girls, well-disciplined,      
mixed-ability class)                         

SKILLS:  reading, speaking, writing            

LANGUAGE FOCUS:  Passive Voice, Past tenses (pre-taught)

AIMS: a) To develop sts’ reading (skimming/scanning) & speaking skills using authentic texts  
on the Internet.

b) To practise previously gained knowledge on Passive Voice.
c) To engage sts in interesting research on the Internet in order to do a project 

concerning famous world mysteries.
d) To practise different real-life skills like guessing, taking notes, making a deduction.

AIDS: a) Projector
b)  LEARN ENGLISH-PASSIVE: English Grammar-on-line for you

1. www.learnenglishfeelgood.org (grammar exercises passive)        
2. www.ego4u.com (exercises in passive mixed exs)

c) Internet ‘Wikipedia’,   The Free Encyclopedia (STONEHENGE)
d) e-dictionary (English-Greek mainly)           
e) different websites on Mysterious Places/Monuments around the world.     

TIME: 45’ – 90’ (or more)

ASSUMED KNOWLEDGE: Sts have been dealing with authentic reading texts on the 
Internet and have already been engaged into research on
web pages in order to do a similar project in Lesson 3 (unit 1).

PRE-COMPUTER TASKS:
Teacher revises the construction and use of passive voice, asking certain questions.

WHILE-COMPUTER TASKS:
a) Students are presented with an activity concerning passive voice on the projector (see

Material A below)
b) Students in pairs or in groups of 3 are asked to visit certain web pages (see AIDS: b) and 

practise Passive Voice. (for short example see Material B below)
c) A picture of Stonehenge (one of the world’s famous mysteries) is shown on the projector

and sts are asked to guess which monument it is and where it is found (no concrete answers
are given by the teacher at this point except for the name).

d) Sts are asked to find information about Stonehenge on the internet, visiting the Wikipedia
(Free Encyclopedia) webpage (see part of it in Material C below). They read the text for
gist at first and then they are asked to answer certain questions shown on the projector
(see Material D below) working in pairs or in groups of 3 (reading for specific information
technique).  Finally, they present their findings in class

e) Free-computer activity. Project work. Sts assume the role of new archaeologists and search
for information concerning other famous world mysteries on the Internet. They have to find
answers to certain questions similar to those about Stonehenge also shown on the projector
(see Material E below) and take notes so as to present their findings at an archaeological
conference (group-work). Each group deals with a different world mystery (the list is provided
in their books , see also Material F below) so the jigsaw-reading technique is put to practice.

POST-COMPUTER TASK   
Students share their findings with the other groups in the next teaching session  if there is
not enough time in one session. Discussion follows and students also prepare their projects
in posters or big cardboards which will be used to decorate the classroom for some time
until the next project is ready (photos of projects are presented in the appendices).

* The above teaching practice was submitted to and published by ‘Major Training

Programme’ (ΜΕΙΖΟΝ) in 2011.

Boaler, J (1999, March 31) Mathematics for the Moment or the Millennium? Education Week

Chard, Sylvia (2001, October 1) Project Learning
www. edutopia.org/Sylvia-chard-project-learning

Choudhury, Anihdya Syam (2011). Classroom roles of English language teachers: The traditional and the
innovative, Contemporary Online Language Education Journal, 2011, 1, 33-40

Curtis, Diane (2001). Project-Based Learning: Real-World Issues Motivate Students, 
www.edutopia.org/project-learning-overview-video

Railsback, J (2002) Project-based Instruction: Creating Excitement for Learning. Portland

Thomas, J.W., Ph.D (2000, March) A Review of Research on Project-Based Learning, Autodesk Foundation
http://web.archive.org/web/2003081212529/www.k12reform.org/foundation/pbl/research

SRI International (2000, January)The Multimedia Project: Project-Based Learning with Multimedia, Silicon
Valley Challenge 2000: Year 4 Report
http://pblmm.k12.ca.us/PBLGuide/MMrubric.htm

The Project Approach   http://www.project-approach.com

download.intel.com/education/Common/ph/Resources/DEP/projectdesign, Designing Effective Projects:
Characteristics of Projects .Benefits of Project-Based Learning

Resources & References



PRESENTATION OF MATERIALS USED DURING THE TEACHING PRACTICE

A) PASSIVE VOICE (REVISION)  
Put the words in order to make passive sentences:

* grown Oranges are Spain in

* morning letters are The in the delivered

* by paintings are Japanese painted These artists

* compositions corrected been tutor The by have the

* was by me homework e-mail to yesterday sent

B) www.learnenglishfeelgood.co 
The first sentence is in the ACTIVE VOICE. Choose the most correct way of saying the same thing in the
PASSIVE VOICE: 

C)  STONEHENGE
Stonehenge is a prehistoric monument located in the English county of Wiltshire, about 2.0 miles (3.2 km)
west of Amesbury and 8 miles (13 km) north of Salisbury. One of the most famous sites in the world,
Stonehenge is composed of a circular setting of large standing stones set within earthworks. It is at the
centre of the most dense complex of Neolithic and Bronze Age monuments in England, including several
hundred burial mounds.

Archaeologists believe the iconic stone monument was constructed anywhere from 3000 BC to 2000 BC,
as described in the chronology below. Radiocarbon dating in 2008 suggested that the first stones were
erected in 2400–2200 BC, whilst another theory suggests that bluestones may have been erected at the
site as early as 3000 BC………..

D) QUESTIONS ON STONEHENGE
1. Is Stonehenge a modern monument? When was it built?
2. Where is it found?
3. What is it like? What is it made of?
4. What was it used for?

E) WORLD MYSTERIES TO LOOK FOR

* The Great Pyramid  

* The Sphinx  

* Baalbeck

* Tiahuanaco

* Easter Island Statues

* Ollantaytambo

* Sacsayhuaman

* Kailasa Temple

* Al-Khazneh

F) QUESTIONS ON WORLD MYSTERIES’ TEXTS

* When were these monuments made? Who were they made by?

* Where were they found?

* What were they like?

* Who discovered them?

* What materials were used to build them?

* Which were the most important artifacts found?

* Who lived there?                        

* What were they originally used for?
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1. They were interviewing her for the job.                
She ________________ for the job.                 

a) was being interviewed                            
b) was interviewed                                  
c) has been interviewed                         

2. Tom is writing the letter.
The letter ________________ by Tom.   

a) was written    
b) is being written
c) has been written       



WORKSHEET 1

Vasiliki Fanouraki is a State EFL
teacher at the 17th Junior High
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Introduction

Our need to read literature goes beyond enjoyment and
stems from the fact that literature relates to our lives, our
experience, and the need to interpret or come to terms with
it. In fact, reflecting consciously upon literary texts comparing
and contrasting attitudes, ideas, and values, helps us define
‘where we stand in the world’ (Probst, 2004).  

The same applies in the classroom context where this
need could lead us to make use of this powerful and
beneficial learning tool. 

Because of its intrinsic value, literature can connect the
student to the world outside the classroom by exposing

him/her to universal concepts such as love, hatred,
death, nature, which are common to all languages
and cultures thus raising his/her cultural and
intercultural awareness (Samanidi, 1999).

Emotional intelligence is also promoted through the
sharing of feelings and opinions and the attitude
learners develop toward the characters, situations and
values in a literary text (ibid.).

Furthermore, it is generally recognized that
literature also encourages critical thinking since it is
fertile with ideas to critically look at and helps
students develop the ability to think flexibly and
intelligently (ibid.). 

On the level of language practice, literary texts,
because of their manifold layers of meaning raise
issues which can lead to fruitful discussions among
the students allowing them to use multiple language
forms (ibid.).

Last but not least, using literature in the language
classroom helps build up a learner/reader centered
approach since it allows students to select and
engage in what may function as stimuli separately to
each one of them (Sinclair,1996).

Recognition of the multiple benefits of incorporating
literature in EFL teaching led to the project work I am
going to describe the main aim of which was to bring

Key words: 
teaching literature, graded
readers, reading, project
work, creativity, motivation,
learner autonomy

Maria Barberi

From the creation of the book cover 
to the exploitation of the literary text
A way of introducing literature in the secondary English language learning classroom

Because of its intrinsic value, literature can become a
valuable tool in the learning process aiding learners’
affective and cognitive development in many ways and,
at the same time, enhancing learners’ autonomy and
motivation. In the light of the above, this article presents
the procedure of the project work that functioned as an
introduction to literature and was developed in the 1st
Junior High School of Mandra during the school years
2010-2012. Starting from the creation of book covers
students continued with the exploitation of the content
of three simplified novels, thus familiarizing themselves
with the notion of ‘the book’ as a whole. The entire
project was well received by the students, a comment
based on the positive feedback I got from them and
which led me to include more ideas in the further
development of each project in this article.
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learners into contact with literary texts in the form of
simplified readers.

Methodology

The project was developed during the school years
2010-2012 at the 1st Junior High School of Mandra and
was accomplished in two phases. During the first phase
Junior A High school students were involved in the
design and creation of book covers, which, in turn,
functioned: a. as stimuli to raise students’ interest in
literary texts, b. as a chance for students to get
acquainted with the notion of “the book” as a whole.
The second phase was developed when the same
students moved to B class and included the exploitation
of specific graded readers. Both projects, though initially
experimental, were well received by the students. The
second one was developed during the first term of the
second academic year, and covered the students’ needs
necessitated by the absence of books.

Procedure

The project on book covers was accomplished in
three teaching sessions. Each session lasted 50
minutes. Its principal aims were: a. to involve learners
in a project (creation of book covers), b. to develop
learners’ reading, speaking and writing skills, since
students were required to read several authentic book
covers, talk about them and create their own after
reading a graded reader of their choice, c. to
introduce them to topic based vocabulary, that is,
words used when reviewing or describing a book
which they would definitely need for their project, d.
to reinforce and expand the previously taught lesson
( Think Teen, 1st Grade Junior High School, Advanced
pp. 20-21)

PROJECT ON BOOK COVERS

Class profile: 1st Class of Junior High School 

Level: A2- B1

Materials: authentic book covers

Aim: to foster Ls’ reading speaking and writing skills
by involving them in project work

Specific aims:

1. To develop Ls’ reading, speaking and writing skills

2. To present them with authentic material

3. To achieve skills integration

4. To introduce them to topic based vocabulary
which the students would need for  the creation
of the project

5. To provide a starting point; which would function
as a stimulus, for working with literary texts later
on

6. To reinforce and expand the previously taught
lesson (Think Teen, 1st Grade Junior High School,
Advanced pp. 20-21)

Lesson Plan of Session 1
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Stage 3 sample questions 

on the authentic book covers:

- In which book does the heroine travel to Central

America? -How old is she?-What does the heroine

own? 

- What difficulties does she encounter?

- What is Vesper Holly looking for in The Illyrian

Adventure?

- In which book do people blame the hero for setting

fires?

- What does the hero decide to do to solve the

mystery?

- What is the price of “Creepy Riddles”? 

- What will the readers of this book expect?

- Who are the pictures of this book by?

- Who is the winner of the Los Angeles Times book

prize?

- Which book is about real events?

- Which book blurb starts with a question? Why?

During the second teaching session T presented

Ls with their own feedback in the form of word clouds

(Wordle-Create) which would help them create the

book cover. The writing was done in class so that the

T could have the opportunity to aid or correct Ls’

written language. The T explained to Ls that they

would have to assume the role of editor and try to

produce a book cover that would attract the reader

and get him to buy the book. The best book cover

would get a prize. Something very interesting

happened at this point when students themselves

asked for a concrete evaluation system (rubric) for

their projects. So the need for a third session arose.

The third session included the project evaluation

where the students were given an assessment rubric,

adapted to their level and needs, and were asked to

give a mark to each project. 

Other uses of book covers

The project on book covers can potentially become
the initiator of other projects as well. I will give an
example to illustrate the idea. The class is divided into
groups which have different roles to perform. For
example, one group of Ls is given various visual/oral/or
written prompts and is asked to write stories or poems
based on the prompts. Another group can become
the editors of these stories, i.e. their role is to correct
the written work (with the help of the teacher).
Another group can become the designers of the
book covers, the people who are going to review the
literary product and prepare a suitable book cover.
Another group can become the designers of a poster
to promote the end product, that is, the new book,
the target of this promotion being to try and sell their
end product. This is an idea for another project which
could turn students themselves into actual writers.

Project on simplified readers

The project on simplified readers took place during
the first term of the second academic year
(September –October 2011). The same students
were involved in this project and it was meant to be a
continuation of the project on book covers.

The aim of this particular project was a. to motivate
Ls to develop personal “responses” to the content of
literary texts through “classroom interaction” (Brumfit
et al, 1986) which took place between the teacher
and the students and among the students
themselves. Through these responses Ls were able to
develop their own attitude towards the issues and
characters of the novels, a procedure contributing to
the enhancement of their emotional intelligence and
awareness of the specific cultural context (Samanidi,
1999), b. to stimulate students so that they give
responses through activities such as the creation of a
poster, which would epitomize the aspects of the
novel that roused the students’ interest or the
dramatization of a scene of a novel. Learners were
also free to choose whether to work individually or in

groups. Allowing this shift of focus to the learners and
their choices was conducive to the development of
the autonomy element since they were in position to
decide for themselves “what to learn, and also why,
when, how, with whom” (Sinclair et al, 1996).

Since it is of primary importance that the students
enjoy what they read, texts were carefully chosen so
as to contain few unknown words. This was also done
because preference was given to analyzing the
content of the books rather than concentrating on
aspects of language.

Class profile: 2nd Class of Junior High School

Level: B1

Materials: three simplified novels: 
1. Tom Sawyer by Mark Twain  
2. Secret Garden by F.H Burnett
3. Lorna Doone by R.D Blackmore

Aim: to foster Ls autonomy by helping them
develop their personal responses to literary
texts.

Specific aims:
1. To improve Ls’ communicative skills
2. To foster Ls’ reading and writing skills

3. To raise their cultural and intercultural awareness 
4. To promote their emotional intelligence.

Warm up: Students were encouraged to look at the
back cover and the story introduction on the first page
of the book and talk about their anticipations. They
were also encouraged to search on Youtube for
videos based on the specific books.

Post reading phase:

Stage 1): After reading the novels, each group was
asked to present a summary of the content of the book
so that all students would get an idea of all three books. 

Stage 2): A discussion phase followed during, which
several issues arose, such as the need for information
on the era the books were written, the setting and the
authors. Connected to the era were also the clothes
people wore. Another issue discussed was what the
clothes revealed about the characters. The following
spider gram helped the teacher lead the discussion on
characters. During this phase students had to take notes
to use in the creation of posters. The end product was a
free choice of whatever aspect of the novel they wanted
to deal with and present in their posters, e.g. one student
decided he wanted to deal only with the characterization
of the main protagonist and nothing else.
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Some students opted to pick a scene and act it out. A
group actually chose to parody a scene and this was
because they disapproved of the teacher’s behavior
toward the main character, thus adopting a critical view. 

List of activities you can do with a simplified reader
novel:

 Ask students to assume the role of a character they
like and write a letter to another character in the book
keeping in mind the traits of this character

 Students give their own ending to the story

 They pick a quote a character says, write it out and
display the quote along with a picture

 Important objects in the book ,who they are important
to, why they are important

 Ask them to guess what the main characters might
have in their pockets, handbags or desk drawers

 Suppose that your favorite character had a
homepage or was on face book, what sort of
information or graphics and photos would he /she
include in his her homepage

 Make a picture book to portray your favorite scenes
from the novel.  They can either design their own
book or they can use the internet to do that

Conclusion

Three important factors determining motivation are
the interest, the degree of participation in the learning
process, and the time the students are willing to devote
in order for a certain task to be accomplished (Samanidi
S., 1999). 

All three motivational determinants were made
evident during the realization of both projects. This was
an inference drawn by the positive feedback the teacher
got from students. In the case of the first project the Ls
wished to further engage themselves in the project work
and proceed to the so-called evaluation stage. In the
case of the second project their enthusiasm during the
discussion phase as well as during the production phase
made their motivation evident. 

It is generally accepted that we learn better or do
better if we love the things we do and it was the love for
books and their authors that The teacher tried to instill
in the students always hoping that this will not only
ameliorate their performance in the English language
but it will also make learning more joyful and their life
more radiant.

Maria Barberi (mabarberi@gmail.com) holds a BA in
English Language and Literature (University of Athens)
and an MA in Comparative Literature (University of East
Anglia). She has presented her work in cooperation
with the School Advisors on many occasions in the past
and her interest currently focuses on creative writing,
learner autonomy and extensive reading.
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That is the title of the programme for English Teachers on
Irish and in general European Culture I attended this summer
after receiving a grant by the European Lifelong Learning
Programme. The course lasted from 30th July to 10th August
2012 and it was held in Dublin, Ireland. Although it was held
on the premises of the legendary Trinity College Dublin (TCD),
the course was organised by the Institute English Matters,
situated in Jaen, Spain. Do you think this is weird, or unusual?
Well, this is what we should call the Intercultural European
Dimension in Education, as the programme coordinator,
Eduardo Marin, stated. The countries represented by
participating teachers were 17 and the participants who
received a grant from their National Agencies were 57. Namely,
Belgium (1), Czech Republic (3), Denmark (2), Finland (5),
France (1), Germany (3), Greece (4), Hungary (1), Italy (5),
Latvia (1), the Netherlands (2), Poland (4), Portugal (1),
Slovakia (1), Spain (20), Sweden (2), Turkey (1). The main
aims of this programme were the exploration of the Irish
culture, the promotion of communication, networking and
European awareness among European teachers, intercultural
learning (and teaching), the establishment and promotion of
teacher cooperation and European school partnerships, the
use of investigating reflective learning. The key areas included
investigative projects and lectures by specialist speakers on
various cultural topics, visits to places of geographical, historical
and cultural interest, sharing teaching resources and
understanding the importance of follow-up activities and
dissemination of knowledge.

How can words express the feeling of becoming culturally
wealthy? My two-week stay in Dublin was certainly
unforgetable. It was a pack of cultural, educational as well
as social experience all in one, which is worth sharing. And
it is not just me. All 57 of us, left Dublin with mixed feelings,
happy to go back home but sad to leave this wonderful
place and our newly acquired friends. What we got back
with us, though, was our precious memories of what we had
experienced and learnt. 

But what did we actually experience? The course
content was rich in different types of activities. We had
workshops and lectures on many important Irish writers,
poets and playwrights, both classical and contemporary,

such as James Joyce, W. B. Yeats, Seamus Heaney, Sean
O’ Casey, Patrick Kavanagh, Eavan Boland and many more.
We had lectures on the use of films for the development
of literacy skills, and we particularly focused on teaching,
based on short films by Irish directors1. We practised our
writing skills as we had to write a daily reflective journal on
our everyday professional and language development,
cultural understanding, feelings about our participation in
and understanding of debates, etc. We also had creative
writing workshops and most importantly sharing teaching
resources sessions. Each one of us had prepared their
favourite practices and materials, lesson plans, games or
activities, websites and more, and we eagerly presented
these in class, exchanging valuable knowledge and
teaching experience. What was also of great importance
was our European Food Exchange Dinner; each one of us,
too, offered samples of traditional delicacies brought from

home in order to offer a glimpse into our own culture. From
Polish “applepie” cocktail, to Belgian chocolate, Spanish
omelette and Finnish reindeer ham, we experienced a taste
of a colourful European buffet, an intriguing challenge to
the palate, mouthfuls of condensed culture! And of course
some of the most memorable moments of the course
come from the Irish dance class we had as a farewell
evening. We were all together with our tutors and did our
best to perform like true Irish dancers. 

As we had already found out during our two-week stay
in Dublin, Irish people love quizzes. That is why our course
coordinator and our tutors had organised the Grand Finale
Irish Quiz session, in order to test our knowledge on Irish
culture, literature and current affairs. Not only was it very

entertaining, but it was also a great revision for all
participating teams. I had the privilege of being in the
winning team with my Spanish mates, but every single
participant got a little souvenir as a reward. Of course the
big winners got the “real” prize, which was a pint of Guinness
from the Guinness Storehouse and a pack of the famous
Butler’s Chocolate and Toffee Irish Fudge. 

There were also some classes, which aimed at promoting
communication among teachers and enhancing the
European dimension and International awareness in
education as well as disseminating the Irish culture in the
English language class. These sessions focused on the
European school partnerships and networking as we all
tried to find future project partners. 

When it comes to the type of teaching methods used
during the course, it is worth noting that it contained a great
variety of methods. There were lectures given in either
plenary sessions or classes divided into 3, and practical
workshops as well as project work which involved
groupwork with activities that engaged all the participants.
We were also divided into groups of 4-5 and were asked to
work on investigative projects, including topics such as
Immigration in Ireland, Irish cooking, Gaelic Sports, Irish Arts,
etc). In order to complete a project, we had to interview
some locals who were usually selected by our tutors and
they sometimes had an extraordinary story to tell2. We
finished our project with a power-point presentation of our
investigations, findings and reflections on pedagogical use.

We also received lectures by specialist speakers on literary,
social and political issues, such as the lecture Irish Society
Today by Dylan Haskins3, a young and aspiring journalist in
National Irish Television who was an independent candidate
at the recent National Irish elections. There were many video
presentations and of course the use of ICT was very frequent.
There were also plenty of cultural outings, visits and guided
tours in places of interest. Namely, the National Museum
exhibiting the Tara Brooch4 and the Bog Bodies5, the
National Art Gallery, the Hugh Lane Art Gallery exhibiting

1 See examples of short films:  http://www.thisisirishfilm.ie/shorts/the-white-dress, 
http://www.thisisirishfilm.ie/shorts/donkey,   http://www.thisisirishfilm.ie/shorts/granny-o-grimms-sleeping-beauty

▲ 2 eg Mostafa Salameh, the first Jordanian to climb the Mount Everest.  see: http://www.mostafasalameh.com/
3 see: http://www.dylanhaskins.ie/
4 a beautiful Celtic piece of jewllery
5 some Iron Age human remains

▲

http://www.tcd.ie/
http://en.wikipedia.org/wiki/James_Joyce
http://en.wikipedia.org/wiki/W._B._Yeats
http://en.wikipedia.org/wiki/Seamus_Heaney
http://en.wikipedia.org/wiki/Se%C3%A1n_O%27Casey
http://en.wikipedia.org/wiki/Se%C3%A1n_O%27Casey
http://en.wikipedia.org/wiki/Patrick_Kavanagh
http://en.wikipedia.org/wiki/Eavan_Boland
http://www.museum.ie/en/homepage.aspx
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the Harry Clarke’s wonderful stained glass, the National
Library and the W.B. Yeats exhibition, James Joyce Centre,
where we attended a lecture on James Joyce’s Ulysses, the
House of the Parliament, the Senate, the Irish Film Institute
and more. There was even an excursion to the medieval town
of Kilkenny, and to the countryside of Glendalough, where
there is a monastic settlement of the 12th century. Another
organized outing was to a coastal suburb named Howth. 

What I really liked about this course is that it was about
us, teachers. The co-ordinator explained right from the
beginning that this was not just another typical course on
language or teaching methodology. It was something
beyond. We didn’t have to ask: “OK, then, how do I use this
in class?” He urged us to indulge in our Dublin experience
without the feeling of guilt that usually accompanies
teachers when they have a seminar and they have fun at
the same time. We teachers always tend to try and put into
immediate practice in our class what we learn at seminars.
Especially if we are abroad, we may find ourselves balancing
our time between our need to learn about our subject-
matter and at the same time our cultural need to discover
the city, the locals etc. The coordinator helped to dissolve
that dilemma, assigning us the task to go out in the city after

the classes and get to know the place as much as we can.
He urged us to mingle with and talk to the locals, get into
as many pubs as possible, go sightseeing and eat, drink and
live like the Irish for some days! Even though we had little
sleep during the night and no rest during the day, we were
a happy lot of exhausted but energetic, active and curious
people, willing to learn about everything!

And that is what we did. Dublin is a vibrant city with lots of
things to do and places to visit. There is the Christ Church
Cathedral with the mummified heart of Strongbow, which
we did not get to see because it had unfortunately been
stolen a few months before! There is also the largest
cathedral crypt6 as well as Saint Patrick’s Cathedral with
one of the best and oldest choirs. We saw the museum of
the famous Book of Kells7 and the Old Library of the
historic Trinity College. There was also Dublinia, an interactive
exhibition on Viking and Medieval Dublin and, of course, The
Guinness Storehouse and the Jameson Distillery. Need I
say more? Dublin, or as it is also called the Literary City has
got a wide range of theatre companies and lots of festivals
and performances taking place all year round. We chose to
attend some live Irish music sessions in historic pubs, such
as O’Donogues, i.e. the pub where the famous Irish band
The Dubliners started playing, and two performances, i.e.
Oscar Wilde’s A Woman of No Importance and Sean O’
Casey’s The Plough and the Stars, a play about Easter
Rising in 1916 that sealed the Irish Independence. 

As for my favourite moments, there were quite
a few; so I do not really know which one to
choose. Should I favour the passionate
debates and discussions about nationally
sensitive cultural topics? Walking along the
muddy paths around the cliffs of Howth, or
strolling around the streets with the villas in
Dalkey and Killiney? Trying to find the best
carrotcake and scones in town? Our daily
group appointment at 9pm at our usual
meeting point “downstairs” to go out for
some Guinness in a pub? Exploring the non-

touristic hidden corners, arcades and vintage

neighbourhoods of Dublin? Having picnics during the short

sunny intervals between the Irish rain showers? Or maybe

all of the above mentioned? 

I felt immensely privileged to be part of this fascinating

programme called Comenius In-Service Training. Apart from

the fact that I had great fun during this seminar, I gained lots

of personal and professional benefits. To begin with, there is

the development and practice of my language skills. Getting

to know new teaching techniques was highly significant and

particularly valuable, too. What was important to me was

gaining insight into culture in general; not just into Irish

through our interaction with tutors and locals, but also into

17 European cultures through our fellow participants, with

whom we dove deeply into discussions about sometimes

“dangerous” or “sensitive” but extremely interesting socio-

political, geographical, historical, educational, cultural and

financial topics. Thanks to the seminar, we gained a deeper

and better understanding of these issues that triggered

debates and discussions after which we realised that our

general understanding of the world and our tolerance to

others had been enriched. The gift, which we all received

there, was intercultural learning, knowledge but mostly

understanding. Now I am ready to share my experience with

my students providing them with information about various

cultures of Europe, because I reckon that learning English is

a way to learn about the world, geography, culture and

therefore a way to embrace diversity, motivate dialogue,

debate differences, leave fear for anything unknown or

different behind, create the need and interest to travel and

learn. Fortunately, all participants agreed on our keeping in

touch and networking so as to maintain our friendship and

also be able to find contacts for future partnerships. Let’s not

forget that all of the activities we had, created a strong bond

among us; for two weeks our multicultural community

turned into a family. And that exactly was the best part of it.

6 The crypt contains various monuments and
historical features.

7 An illustrated manuscript Gospel book in Latin
of the 9th century AD.

▲

http://www.christchurchdublin.ie/
http://www.christchurchdublin.ie/
http://www.stpatrickscathedral.ie/index.aspx
http://www.guinness-storehouse.com/en/Index.aspx
http://www.jamesonwhiskey.com/default.aspx
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ΠΕΚΑΔΕ
Εγγραφή μέλους

Η Συνδρομή των μελών είναι 30 ευρώ.
Στο ποσό αυτό συμπεριλαμβάνεται και η αξία τευχών του Aspects Today.
Μπορείτε να καταθέσετε τη συνδρομή σας στην ΤΡΑΠΕΖΑ ΠΕΙΡΑΙΩΣ στον αρ. λογ/σμού 5081-

053424-676 (υπόψη Κοσμά Βλάχου, Ιωάννας Ψίνα) δηλώνοντας απαραιτήτως και το όνομά σας
ή στο ΚΕΝΤΡΙΚΟ ΤΑΧΥΔΡΟΜΕΙΟ ΑΘΗΝΩΝ, υπόψη ΠΕΚΑΔΕ (Αιόλου 100 - 10200 Αθήνα).

Σας παρακαλούμε να μας ενημερώνετε για κάθε αλλαγή στη διεύθυνσή σας, για να είναι δυνατή
η επικοινωνία μας, στο info@pekade.gr ή στα γραφεία της Ένωσης στη Χαρ. Τρικούπη: 210
3619500 (κάθε Τετάρτη 10:00-14:00).

Παρακαλούμε, επίσης, να συμπληρώσετε την παρακάτω Φόρμα Εγγραφής και να την στείλετε
μαζί με το αποδεικτικό πληρωμής στην ηλεκτρονική διεύθυνση της Π.Ε.Κ.Α.Δ.Ε. (info@pekade.gr) ή
στο φαξ (210 3619500) με τα πλήρη στοιχεία σας προκειμένου να μας διευκολύνετε στην ολο-
κλήρωση του μητρώου των μελών.

Σας γνωρίζουμε ότι τα μέλη της Ένωσης που δεν είναι τακτοποιημένα οικονομικά δεν θα έχουν
πρόσβαση στην ηλεκτρονική έκδοση του περιοδικού μέχρι ανανέωσης της συνδρομής τους. Υπεν-
θυμίζουμε ότι η ετήσια συνδρομή αναφέρεται κάθε φορά στο αντίστοιχο σχολικό έτος.

Οδηγίες προς τους συγγραφείς
άρθρων για το Aspects today

Ονοματεπώνυμο:

Διεύθυνση:

Τ.Κ.:

Πόλη:

Τηλέφωνο (σχολείου):

Τηλέφωνο (οικίας):

Τηλέφωνο (κινητό):

Ηλεκτρονική Διεύθυνση:

Καθηγητής/τρια Δημοτικού:

Καθηγητής/τρια Γυμνασίου:

Καθηγητής/τρια Λυκείου:

Καθηγητής/τρια ΕΠΑΛ/ΕΠΑΣ:

Άλλο:

Παρακαλούμε να τακτοποιήσετε τη συνδρομή σας για το σχολικό έτος 2012-2013.

Το AspecTs today, περιοδικό που εκδίδεται 4
φορές το χρόνο με την ευθύνη της Πανελλήνιας
Ένωσης Καθηγητών Αγγλικής της Δημόσιας Εκπαί-
δευσης (ΠΕΚΑΔΕ), φιλοξενεί ποιοτικές συνθετικές
εργασίες, μελέτες και παρουσίαση ερευνών εκπαι-
δευτικού περιεχομένου στα Αγγλικά και στα Ελλη-
νικά. Ιδιαίτερο εκδοτικό ενδιαφέρον παρουσιάζουν τα
άρθρα εφαρμογών, μεθοδολογίας και διδακτικής που
άπτονται σύγχρονων προσεγγίσεων. Το περιοδικό
απευθύνεται στους μαχόμενους εκπαιδευτικούς, τα
στελέχη όλων των βαθμίδων της εκπαίδευσης,
καθώς και ερευνητές.

Τα άρθρα δεν θα πρέπει να ξεπερνούν σε έκταση
τις 7 σελίδες (3500 λέξεις), μεγέθους Α4 (συμπε-
ριλαμβανομένων των βιβλιογραφικών αναφορών και
των παραρτημάτων). Το περιοδικό διατηρεί το δι-
καίωμα να επιστρέφει άρθρα που υπερβαίνουν αυτό
το όριο των σελίδων. Η κάθε σελίδα θα πρέπει να
είναι μεγέθους Α4 με γραμματοσειρά Times New
Roman, μέγεθος 11. Η πρώτη σελίδα περιλαμβάνει
ένα σύντομο τίτλο του άρθρου, το όνομα και την ιδιό-
τητα του συγγραφέα και την ηλεκτρονική του διεύ-
θυνση. Μία σύντομη περίληψη του άρθρου (περίπου
100-150 λέξεις) με λέξεις-κλειδιά προτάσσεται του
άρθρου. Ένας κατάλογος βιβλιογραφικών αναφορών
ακολουθεί μαζί με μία πολύ σύντομη βιογραφική ση-
μείωση του συγγραφέα στο τέλος του άρθρου.

Συνιστάται στους συγγραφείς και στους συνεργάτες
του περιοδικού τόσο για τις βιβλιογραφικές αναφορές
όσο και για τη συγγραφή και διόρθωση των άρθρων

γενικότερα, να ακολουθούν τις Οδηγίες συγγραφής
επιστημονικών εργασιών του Α.Ρ.Α. (publication
Manual of the American psychological Association).

Τα άρθρα κρίνονται από τη Συντακτική Επιτροπή
του Περιοδικού (εξωτερικούς αξιολογητές και μέλη
του Διοικητικού Συμβουλίου της ΠΕΚΑΔΕ), η οποία
και αποφασίζει για την τελική δημοσίευσή τους.

Τα πρώτα δοκίμια των άρθρων αποστέλλονται
στους συγγραφείς προς διόρθωση.

Ο κατάλογος βιβλιογραφικών αναφορών, ο
οποίος περιλαμβάνει όσες παραπομπές χρησιμοποι-
ήθηκαν, παρατίθεται στο τέλος του άρθρου ενιαία,
μαζί ελληνόγλωσση και ξενόγλωσση, ως εξής (A.p.A.
1994):

Βιβλιογραφία για το Aspects today

Για βιβλία

Hernstein, R.J. & Murray, c. (1994). The bell curve:
Intelligence and class structure in American life. New
York: Free press.

Για περιοδικά
serlin, R.c.,&Lapsley, D.K. (1985). Rationality in psy-
chological research: The good-enough principle.
American psychologist, 40, 73-83.

Τα άρθρα αποστέλλονται στην ηλεκτρονική διεύ-
θυνση: info@pekade.gr
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