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1 Introduction
The professional development deliverable details the approach and activities we have undertaken in
the project to support the schools involved in the pilots in their use of Navigo (WP6), Amigo (WP7)
and the teacher tools (WP8). The pilot sites are:
•
•
•

Novice readers: UK (UCL), Greece (Doukas), Germany (DHBW), Spain (UB)
EFL: Sweden (UGOT), Greece (BC), Romania (ULBS), Spain (UB). The addition of Spain
(UB) in EFL was not part of the initial project plan
Struggling readers: UK (UCL), Greece (UOI)

The goals driving the strategy for this deliverable were:
•
•
•

To understand the schools, education context and policies to inform technology
implementation (section 2)
To involve teachers in the technology implementation as designers to produce culturally
specific learning designs (lesson plans) (section 3)
To develop a comprehensive technical, pedagogical and content resource for teachers and
design/deliver ongoing Continuous Professional Development to participating teachers that
involves the whole school (section 4)

The outcomes of this deliverable are:
•
•
•
•

An analysis of pilot countries’ literacy and language practices informing a contextual strategy
for implementing technology in each country
The design and development of learning designs (lesson plans) involving the apps with
teachers
The design of a teacher manual localised for each pilot
The design, contextual localization, and delivery of CPD comprising a hands-on training
session and ongoing support visits as requested by the schools involved
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2 Observations
2.1 Motivation
The curriculum analysis and observations reported in M6 within the user requirements deliverable
D3.1 indicated that reading was taught in different ways in each country involved in the pilot. While
D3.1 supported us to identify criteria for design, it was necessary to understand the teaching practices
in relation to literacy in more depth. The aim of this exploratory stage was to identify specific
requirements that would inform our strategy for professional development.
Each partner secured dates for observations of school lessons with a subset of participating schools.
We sought to capture the gamut of learner and age groups relevant to each pilot. In this section we
present a structured analysis of each pilot site followed by a summary of our key findings.

2.2 Novice and struggling Readers: United Kingdom (UCL)
The observation analysis reported below collects insights on the pedagogical, technological and
organisational nature of literacy classes in three different schools in the United Kingdom. A diversity of
approaches and methods for literacy teaching and learning were identified; variations were dependent
upon school typology and institutional choice.
For instance, in school 1 ‘guided reading’ is used consistently across the school. The ‘guided reading’
concept was originally developed by Marie Clay in the 1960s, and was developed further in the US by
Fountas and Pinnell (1996) and adopted by the UK National Strategies in the 1980s/90s. Guided
reading is not now mandatory as part of the UK National Curriculum (2014) but remains a recommended
strategy still used in classrooms as part of a ‘balanced literacy approach’ for teaching reading. It utilises
scaffolded support from peers/adults for developing decoding and comprehension skills. There are
different manifestations and ways of organising sessions; but children tend to be grouped by reading
ability and share texts at an appropriate instructional level in their groups. There is a paucity of research
around Guided Reading, but some studies have found it worked well (Lyons & Thompson, 2012).
In school 2 (a private institution) teachers are encouraged to develop their own approaches and
methods for literacy teaching.
Furthermore, there were differences in the availability of technology in each context, and more
importantly different roles of technology in teaching and learning. To provide two contrasting examples;
in school 1 children use literacy apps widely as learning tools in the classroom, whereas in school 3
computers are used solely as tools for practising touch-typing exercises.
Analysis
Lesson Observations: United Kingdom (UCL)

Total number of schools

3

Total number of literacy lessons observed 14

Lesson Observations: United Kingdom (UCL) School 1

School type

Non-fee paying urban primary school with a self-developed curriculum.

Number of literacy
lessons observed

4
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Year groups (age of
children)

Year 1 (age 5-6)
Year 3 (age 7-8)

Pedagogical
approaches

Observation of guided reading sessions, in which children in the class
were divided into 4-5 groups and worked independently on a task
differentiated for each group (e.g. creating words; reading a book
chapter; playing literacy games). The teacher coordinated and
monitored the activities. In most cases, during the activities teacher
and teaching assistant worked one-to-one with pupils in the ‘reading
group’.

Set-up notes
(organisation)

Work in groups was mainly observed. Children were grouped
according to their ability level. Each group of 6 worked around a table
on an individual activity.

Technology use in the
classroom

The classes used tablets and literacy apps (e.g. Teach Your Monster
to Read) as a learning tool in guided reading sessions. In two of the
observed lessons, one of the groups played with the tablets
independently during guided reading, without teacher support. Insights
have yet to be developed regarding the ways in which technology is
used or teacher selects app learning material tailored to children's
ability.

Lesson Observations United Kingdom (UCL) - School 2
School type

Fee-paying rural girls’ primary school.

Number of literacy
lessons observed

7

Year groups (age of
children)

Year 1 (age 5-6), 2 (age 6-7), 3 (age 7-8), 4 (age 8-9), 5 (age 9-10), 6
(age 10-11)

Pedagogical
approaches

In year 1, 2 and 3 teachers don’t adopt consistent approaches and
methods for literacy teaching, except for activities for spelling. Guided
reading is not used. Teachers are free to develop their own literacy
lessons, and design activities in the way they think is most
appropriate. No particular programmes are used for differentiated
spelling in year 4, 5 and 6.

Set-up notes

In line with the school approach to teacher autonomy in planning and
assessing literacy classes, some very different approaches to lesson
organisation and set up were observed. For instance, pupils in year 1
mainly worked autonomously on their paper book, whilst pupils in year
6 were observed working in pairs or groups on text comprehension
activities.

Technology use in the
classroom

‘Purple Mash’ (a cross curricular online learning tool) is used in year 1,
2, 3 and 4 to involve pupils with reading. This occurs in the school
computer room, where children play independently with the
programme on their PCs with use of headphones. Teachers don’t
intervene and use their ‘dashboard’ after the lesson to understand
pupil performance. In some cases, teachers use ‘Twinkl’ (another
online educational resources platform) to access literacy resources
using the smartboard.
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Lesson Observations United Kingdom (UCL) - School 3

School type

Fee-paying urban specialist dyslexia school

Number of literacy
lessons observed

3

Year groups (age of
children)

3 (ages 7-8), 4 (ages 8-9), 5 (ages 9-10), 6 (ages 10-11)

Pedagogical
approaches

Each child is provided with individualised learning goals and a
progression framework that teachers review both mid-term and end of
term. This reflects a ‘differentiated teaching and learning’ approach.
Teachers and school more broadly adopt evidence-based, structured
approaches to literacy and support each struggling child in their
learning step by step. Most work is in small groups or one-to-one with
specialist teachers, with precise and pre-defined learning goals and
assessment criteria. More advanced learners participate in guided
reading sessions, which usually include work on reading strategies
and text comprehension to develop advanced literacy skills.

Set-up notes

Most work is organised in small groups or one-to-one using paperbased resources.

Technology use in the
classroom

The school does not use smartboards in the classroom and does not
have availability of tablets. They have a computer room that is used for
touch-typing exercises. During these tasks, pupils use computers
independently, and teachers do not intervene. Thus, learning apps are
not used in this school at present.

2.3 Novice Readers: Greece (Doukas)
The analysis based on the classroom observations intends to provide the project partners with useful
insights from the literacy classes in 3 different schools around the area of Athens. One of the foci of the
visits to schools for the observation sessions was to study the pedagogical approaches used in public
schools. As Doukas staff attended 2/3 consecutive lessons at each school, there was the chance to
observe the continuity of lessons.
In parallel, a lot of attention was also given to the technical infrastructure available in the Greek public
schools. As there were a few regulations that affected the basic required technological infrastructure
(e.g. wifi not allowed, etc.) it was important to see their way of operation in order to have all information
needed to provide them with feasible solutions before the beginning of the pilots. We noticed that the
use of technology in literacy classes was absent and for that reason the Doukas team attended an
‘informatics’ class to see if the available equipment in the ‘informatics’ lab could possibly facilitate the
pilot sessions.
Analysis
Lesson Observations Greece (Doukas)
Total number of schools

3

Total number of literacy lessons observed

8 literacy lessons + 2 ‘informatics’ sessions (total 10)
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Lesson Observations Greece (Doukas) - School 1

School type

Greek public school urban (Athens)

Number of literacy

2 literacy lessons

lessons observed

2 informatics classes

Year groups (age of

1 (age 6-7) and 3 (age 9-10)

children)
Pedagogical

Literacy lessons

approaches

Informatics lessons (ICT focus)

Set-up notes

Literacy lessons: exactly the same set up as the second school that
participated in the classroom observations.

(organisation)

Technology use in
the classroom

Informatics Lessons: Again, students are sat in a Π shape but with their
backs facing the teacher and the interactive whiteboards as they had their
stationary PCs in front of them. While the teacher introduces them to the new
concepts of that day’s lesson they turned around and the set up was
transformed and was similar to the literacy classes. When there was the need
to work with the PCs, they turned the chairs around as were initially.
All of the classrooms (and those that we observed) have a whiteboard that is
used mainly to present content that relates to the book (power point
presentation aligned with the book chapter being taught).
Lesson Observations Greece (Doukas) - School 2

School type

Greek public school urban (Athens)

Number of literacy

3

lessons observed
Year groups (age of

1 (age 6-7), 2 (age 8), 3 (age 9-10)

children)
Pedagogical
approaches
Set-up notes
Technology use

Similar to the first school, Doukas team observed mostly traditional
approaches in literacy lessons. Spelling, Vocabulary, Reading activities as a
whole class.
Teacher centred with students' desk (2 per desk) having a Greek Π shape.
Again, the interactive whiteboard was the main technological element used in
the three class lessons that were observed.
Lesson Observations Greece (Doukas) - School 3

School type

Greek public school urban (Athens)

Number of literacy

3

lessons
Year groups (age of

1 (age 6-7), 2 (age 8), 3 (age 9-10)

children)
Pedagogical
approaches

Each child has individualised learning goals and progression that teachers
review each term and mid-term. This reflects a ‘differentiated teaching and
learning’ approach. Teachers and school more broadly adopt evidencebased, structured approaches to literacy and support each struggling child in
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their learning step by step. Most work is in small groups or one-to-one with
specialist teachers, with precise and pre-defined learning goals and
assessment criteria. More advanced learners participate in guided reading
sessions, which usually include work on reading strategies and text
comprehension to develop advanced literacy skills.
Most work is organised in small groups or one-to-one using paper-based
resources.
The school doesn’t have smartboard or tablet availability. They have a
computer room that is used for touch-typing exercise. During these tasks,
pupils use computers independently, and teachers don’t intervene. Thus,
learning apps are not used in this school.
Informatics Lab: the most technologically advanced place of the school.
There is an interactive whiteboard and 15 PCs. The internet uses Ethernet
technology and wires as wifi is not allowed.

2.4 Struggling Readers: Greece (UOI)
The observation analysis reported below collects insights on the pedagogical, technological and
organizational nature of literacy classes in three different schools in Ioannina. We did not identify
diversity of approaches and methods for literacy teaching and learning. Most classes were private and
only one class had 4 students. That was the only difference between classes. Only in the school that
had the class with 4 students, we noticed group activities. All schools were public. Since they were
facing internet problems, no technology was used by teachers during lessons. Teachers used guided
reading (see earlier description section 2.2).
Analysis
Lesson Observations Greece (UOI)

Total number of schools

3

Total number of literacy lessons observed

6

Lesson Observations Greece (UOI) - Schools 1 and 2

School type

Public schools

Number of literacy
lessons observed

4

Year groups (age of
children)

1 (age 10), 2 (age 11), 3 (age 8), 4 (age 9)

Pedagogical
approaches

We observed guided reading sessions, with one student. Tasks include
reading (the teacher corrects any words that the student misreads),
questions about the meaning of difficult words, comprehension questions
and exercises for syllabification and phonemes). The teacher coordinates
and monitors the activities.

Set-up notes
(organisation)

We mainly observed private work. Teacher sits at their desk and the child
on their own.
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Teachers didn’t use any technology

Lesson Observations Greece (UOI) - School 3

School type

Public school

Number of literacy
lessons observed

2

Year groups (age of
children)

1 (age 10), 2 (ages 11-12)

Pedagogical
approaches

The student and the teacher read the text (a snippet from “Don Quixote”).
The student reads one paragraph and the teacher the next one and so on.
The teacher corrects any word that the student misreads. The teacher also
makes points about syllabification of difficult words.

Set-up notes
(organisation)

In a private lesson the teacher helps the child and sits near him, while in a
group lesson he sits in her desk or use blackboard.

Technology use in
the classroom

Teacher didn’t use any technology

2.5 Novice Readers: Spain (UB)
The observation analysis reported below collects insights on the pedagogical, technological and
organisational nature of literacy classes in three different schools in Spain. Despite the fact that all
schools were found to follow the Spanish national curriculum, we identified a diversity of approaches
and methods for literacy teaching and learning that depend on school typology and institutional choices.
As far as our observations demonstrated, overall, the uses of technology throughout the literacy lessons
was minimal, which makes us think that for some teachers it might be rather difficult to use Amigo and
Navigo, but in turn could provide them with a very interesting, new and innovative approach.
Analysis
Lesson Observations Spain (UB)

Total number of schools

2

Total number of literacy lessons observed 4

Lesson Observations Spain (UB) - School 1

School type

Private school with public funding in a big town

Number of literacy
lessons observed

2

Year groups (age
of children)

2 (ages 7-8)
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Pedagogical
approaches

We observed guided reading in Spanish. The teacher told a story with
considerable emphasis, beautiful intonation, appropriate redundancy and
repetition, with rhetorical questions, with questions addressed to the
students, with rich and varied vocabulary (e.g. she used some of the difficult
endings of adjectives and nouns that we will be working on through the
games), great noises (e.g. opening of doors, knocking on doors…),
theatrical emphasis, excellent markers and linking words, excellent use of
emotions. After that, the students had to draw their favourite part of the story
and discuss it publicly as they draw.

Set-up notes
(organisation)

The first part was in a whole class setting and the second part an individual
activity, although students were allowed to talk and share experiences.

Technology use in
the classroom

No technology was used in the Spanish lessons, but the teacher seemed
willing to adopt new teaching methods.

Lesson Observations Spain (UB)- School 2
School type

Public school in small town

Number of literacy
lessons observed

2

Year groups (age
of children)

2 (ages 7-8)

Pedagogical
approaches

In the Spanish lessons, the aim is to work on spelling. The first activity
consisted of spelling some important words and writing on the digital
whiteboard. In total the class worked on 7 words and the students also
suggested other words that appear to have the specific difficult feature.
Afterwards, they do a dictation, which apparently, they do once a week on
the orthography day.

Set-up notes

In the Spanish lessons, the activities are mainly in a whole class setting or in
an individual basis.

Technology use in
the classroom

The teacher knows how to use the digital whiteboard, but does not seem to
be using much technology in the class.

2.6 Novice Readers: Germany (DHBW)
All participating schools in Germany are public and therefore not fee-paying. The observation analysis
reported below collects insights on the pedagogical, technological and organizational nature of literacy
classes in two different schools in Karlsruhe, Germany. All observations took place in public elementary
schools. None of the schools have internet, nor do they use any form of technological support. One
classroom had a laptop and a projector but this is not integrated into every day teaching. Another
interesting point is that there is really no such thing as a “reading lesson”. Literacy classes are therefore
usually about learning letters or grammatical points. Mostly, classes are teacher centred followed by
individual work sessions. The most open lesson and closest to “reading” that was observed regarded
teamwork around the creation of a poster for a book that the class read.
Analysis
Lesson Observations Germany (DHBW)
Total number of schools

7
Page 11

PUBLIC

D9.2 Teacher Professional Development

Grades

Grade 1 (77), Grade 2 (10), Grade 3 (31)

Total number of literacy

104 learning sessions (total of 869 minutes)

lessons observed
Below are two detailed reports that exemplify 6 general lesson observations.
Lesson Observations Germany (DHBW) (School 1)

School type

Public school

Number of
literacy lessons
observed

4

Year groups (age
of children)

Grade 1 (ages 7-10)

Pedagogical
approaches

In first grade each week is dedicated to learning a new letter. The lessons are
usually designed in very much the same way across teachers and schools.
The pattern is the following:
The teacher introduces a new letter with the group of students around
him/her. They can do this by telling a story where the letter appears with high
frequency and asking the students to guess the new letter that is the topic. A
teacher will write the new letter on the board. Then the teacher will find words
that start with that letter or contain the letter (vowels). Next the children will be
asked to find their own words or check if their friends’ names contain that
letter. In the second part of the lesson, the children are asked to do a number
of exercises on their own with several to choose from. The order is
determined by the children.

Set-up notes
(organisation)

Frequent changes in seating arrangement and work. First group lead by
teacher then individual work that is usually basic drill exercises on paper,
sometimes with self-correction. Few times, games are used, where children
pair up in teams of two and role dice to do exercises together on a card-board
game.

Technology use
in the classroom

Teachers didn’t use any technology

Lesson Observations Germany (DHBW) – (School 2)

School type

Public school

Number of
literacy lessons
observed

2

Year groups (age
of children)

Grade 3 (ages 8-11) Grade 4 (ages 9-12)
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Pedagogical
approaches

Students read a book together as a class. In follow-up lessons the kids were
asked to create a poster about the book as a group. The teacher walks
around answers questions, gives ideas about improvements and supports the
work. The next lesson, students are asked to present their posters to the
class. The had created questions for the class to answer about their
presentations. The students then read excerpts from the book to the class.
The class was then asked to give feedback to the group that did the
presentation. The teacher coordinates this work by helping with
understanding and formulations.

Set-up notes
(organisation)

Group work, Student presentations, teacher as support role.

Technology use
in the classroom

Teacher didn’t use any technology

2.7 English as a Foreign Language: Sweden (UGOT)
The observation analysis reported below collects insights on the pedagogical, technological and
organisational nature of EFL classes in three different schools in Sweden. We identified a diversity of
approaches and methods for EFL teaching and learning that mainly depend on the teacher’s own
pedagogical approach. Swedish teachers are quite free to form and develop their teaching as long as
the students reach the objectives set for year 6. For instance, the teacher in school 1 used a quite
structured approach with ‘repeat-after-me’ reading, while the teachers in school 2 and 3 let the
students discover more on their own and had a more explorative approach. Furthermore, we noted
that although all the schools have access to technology, the way the teachers used it differed. To
provide two opposite examples, in school 1 the students could use games when they were finished
with their ordinary tasks, and in school 3 computers were around all the time.
Analysis
Lesson Observations Sweden (UGOT)

Total number of schools

3

Total number of literacy lessons observed 4

Lesson Observations Sweden (UGOT) - School 1

School type

Comprehensive school (non-fee), preschool- year 6, in small town, large
proportion of students with another/an additional native language

Number of literacy
lessons observed

1

Year groups (age
of children)

5 (ages 10-11)
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We observed an EFL lesson, in which children were first quizzed on their
vocabulary homework. They then read the text aloud that they had read for
homework; first one sentence per student, then one student read several
sentences and the class repeated after. They read the new text for
homework silently and then they listened to it. The teacher gives them the
new vocabulary and reads each word out loud for the students to repeat.
Then they read the new text that way- the teacher first, the students repeat.
All of this was done with the whole class together. Then the students gave
peer-response on texts they had written in a previous lesson. This was done
in pairs. If anybody finished, they could play on gamestolearnenglish.com.
The teacher explained that the procedure around the homework and new
text was something they did every week, the peer-response perhaps twice in
a year.
The approach here is quite traditional, with the teacher leading and the
students repeating. The same with the approach to games which was
something to do if one was finished. It was unclear whether this was to fill
time or as a reward. The teacher explained that she would mostly work with
the textbook and not specifically tailor learning content to the children’s
ability.

Set-up notes
(organisation)

This lesson was mainly organised as a whole class session. The focus is on
the teacher during the first part of the class (homework checking and
reading). The peer-response was in pairs. They moved from their ordinary
spots to sit in pairs.

Technology use in
the classroom

The class listened to the new text from the teacher’s computer. They used
their Chromebooks for writing and revising their texts. Those who finished
the tasks could play gamestolearnenglish.com, but nobody got that far. This
seemed like something that would be done without teacher support.

Lesson Observations (Sweden (UGOT) - School 2
School type

Comprehensive school (non-fee), preschool-year 9, rural

Number of literacy
lessons observed

2

Year groups (age
of children)

4 (ages 9-10)

Pedagogical
approaches

We observed two similar EFL lessons in which they worked with vocabulary
around animals. The teacher showed cards of different animals and the
students tried to describe the animals using old and new vocabulary. The
teacher explains that they will write a text about their favourite animal. The
students sit in pairs trying to come up with words that describe the chosen
animals. Then they write sentences with those words in it, along the model
S/He is… S/He has… S/He can…
The teacher explains that she tries to get reading, writing, speaking,
listening into every lesson. Also, she varies between tasks where everybody
does the same (as this time) or where the task is more differentiated so that
the students can work at their own level.

Set-up notes

The first part of the lesson is done with the whole class. Then the students
sit in pairs (or in smaller groups, maximum 4) around tables.
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The teacher explains that the projector is sometimes used to show films.

Lesson Observations Sweden (UGOT) - School 3
School type

Comprehensive school (non-fee), preschool-year 6, urban

Number of literacy
lessons observed

1

Year groups (age
of children)

5 (ages 10-11)

Pedagogical
approaches

The teacher instructs the students to read a chapter in their textbooks. Then
they are to sit in pairs and re-tell what they’ve read in their own words. After
that, the whole class contributes to add new words to a list on the
whiteboard, consisting of relevant words/vocabulary which are NOT included
in the text in the book. Next, students are asked to roleplay or enact the
episode in the textbook chapter. This is done in pairs. Certain words or
expressions that the students introduce during their roleplay is then
discussed in class (like “how do you say ‘phew’ in Swedish?”). In connection
to this, phonetic representation of sounds is mentioned. During the roleplay
the students improvise around the content of the episode from the textbook,
adding phrases, words and expressions that are not included in the textbook
episode, but which they know from previous encounters with English (such
as “someone’s in trouble”).
This teacher strongly emphasizes daring to speak and that speaking is ‘half
of the grade’. It is apparent that they have practiced speaking a lot in class
since the students are quite comfortable to perform in front of each other.
Regarding differentiation, the teacher sometimes puts two ‘strong’ ones
together and two ‘weak’ ones together so that they all get challenged and
nobody can hide.

Set-up notes

When they read, they sit in their usual spots. Then the pupils are asked to
form pairs with someone else than the one they usually sit next to, which is
something they seem used to be used to.

Technology use in
the classroom

The students all have laptops. The previous chapter in the textbook they had
read as a Penguin Easy Reader. They got the first 2 pages in their textbook,
but then they found the rest on Slideshare and read the rest online. They
also found questions to the text online that they did as homework.

2.8 English as a Foreign Language Romania (ULBS)
The observation analysis reported below collect insights on the pedagogical, technological and
organisational nature of literacy classes in three different schools in Sibiu County, Romania. We
identified some approaches and methods for literacy teaching and learning that depend on school
typology and institutional choices, but in most of them the reading is guided consistently across the
school, whereas in few cases schools allows teachers to develop their own approaches and methods.
We found different technology availability in each context, and more importantly different roles of
technology in teaching and learning. Most of the schools are working with classical learning tools in the
classroom for literacy (books, notebooks), and in some schools’ computers with CD-ROMs or cassette
players with audio cassettes are merely used as tools for touch-typing exercise.
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Analysis
Lesson Observations Romania (ULBS)

Total number of schools

4

Total number of literacy lessons observed 6

Lesson Observations Romania (ULBS) - School 1

School type

Non fee paying urban middle school with a national-based developed
curriculum

Number of literacy
lessons observed

1

Year groups (age
of children)

4 (ages 8-9), 5 (ages 9-10)

Pedagogical
approaches

We observed guided reading sessions, in which children are divided into 5-6
groups and work independently on a task (e.g. creating words; reading a
book chapter; playing literacy games). The teacher coordinates and
monitors the activities. In most cases, during the activities teachers work
one-to-one with pupils in the ‘reading group’.

Set-up notes
(organisation)

We mainly observed work in groups. Children are grouped according to their
ability level. Each group of 6 works around a table on an individual activity.

Technology use in
the classroom

The classes did not use tablets and literacy apps as a learning tool in guided
reading sessions. There are mainly based on are working with classical
learning tools in the classroom for literacy (books, notebooks). We
suggested about the possibility of using technology in their learning process
and the teachers were very interested about this change. Furthermore,
because teachers will select specific apps with learning material tailored to
children’s ability, they considered a very useful thing.

Lesson Observations Romania (ULBS) - School 2
School type

Non fee-paying urban gymnasium school with a national-based developed
curriculum

Number of literacy
lessons observed

3

Year groups (age
of children)

4 (ages 8-9), 5 (ages 9-10), 6 (ages 10-11)
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Pedagogical
approaches

We observed guided reading sessions, in which children are divided into 5-6
groups and work independently on a task (e.g. creating words; reading a
book chapter; playing literacy games). The teacher coordinates and
monitors the activities. In most cases, during the activities teachers work
one-to-one with pupils in the ‘reading group’.

Set-up notes

Even the teacher’s autonomy is not very high, when it is possible teachers
apply their idea in the planning and assessing literacy classes. We mainly
observed work in groups. As far the age increases, students worked less
autonomously on their paper book and more worked in pairs or groups on
text comprehension activities.

Technology use in
the classroom

The pupils learn sometimes in the school computer room, where they play
independently with their headphones. Teachers don’t intervene and use
their ‘dashboard’ after the lesson to understand pupils’ performance.
Lesson Observations Romania (ULBS) - School 3

School type

Non-fee paying rural secondary school with a national-based developed
curriculum

Number of literacy
lessons observed

1

Year groups (age
of children)

3 (ages 7-8), 5 (ages 9-10)

Pedagogical
approaches

Each child has individualised learning goals and progression that teachers
review each term and mid-term. At third year group most work was in small
groups or one-to-one with teachers, with precise and pre-defined learning
goals and assessment criteria. In the fifth year more advanced learners
participate in guided reading sessions, which usually include work on
reading strategies and text comprehension to develop advanced literacy
skills.

Set-up notes

Most work is organised in small groups or one-to-one using paper-based
resources.

Technology use in
the classroom

The school doesn’t have smart board or tablet availability and neither a
computer room. Thus, learning apps are not used in this school.

Lesson Observations Romania (ULBS) - School 4
School type

Non-fee-paying urban gymnasium school with a national-based developed
curriculum

Number of literacy
lessons observed

1

Year groups (age
of children)

5 (ages 9-10)
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Pedagogical
approaches

We observed guided reading sessions, in which children are divided into 5-6
groups and work independently on a task. The teacher coordinates and
monitors the activities. In most cases, during the activities teacher work oneto-one with pupils in the ‘reading group’

Set-up notes

We mainly observed work in groups or with a single group (the whole class).
Children are grouped according to their ability level. Each group of 3-5
works around a table on an individual activity.

Technology use in
the classroom

The classes did use cassettes (tape) with different texts as a learning tool in
guided reading sessions.

2.9 English as a Foreign Language Spain (UB)
The observation analysis reported below collects insights on the pedagogical, technological and
organisational nature of EFL classes in two different schools in Spain. Despite the fact that all schools
were seen to follow the national curriculum, we identified a diversity of approaches and methods for
literacy teaching and learning that depended on school typology and institutional choices. There was
not much use of technological tools throughout our observations, although most of the teachers have
some knowledge on how they could implement technological options and it will be therefore interesting
to implement Navigo and Amigo in that context.
Analysis
Lesson Observations Spain (UB)

Total number of schools

2

Total number of English as a Foreign
language lessons observed

4

Lesson Observations Spain (UB) - School 1

School type

Private school with public funding in a big town (urban)

Number of literacy
lessons observed

2

Year groups (age
of children)

6 (ages 11-12)

Pedagogical
approaches

We observed guided reading sessions in English. The aim of the session
was to read aloud and in a whole group setting a part of an adapted
Sherlock Holmes book. Each paragraph was read by a different student.
The teacher asked the students that were reading to translate some
vocabulary into Spanish or Catalan.

Set-up notes
(organisation)

The reading activity was carried out as a whole class activity. Only around
ten children got to read aloud in a single session.

Technology use in
the classroom

No technology was used in the English lessons observed, but Navigo/Amigo
could clearly help fostering engagement, especially in terms of the students
that are left behind or beyond the overall level of the class.
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Lesson Observations Spain (UB) - School 2

School type

Public school in small town

Number of literacy
lessons observed

2

Year groups (age
of children)

6 (ages 11-12)

Pedagogical
approaches

The aim of the session was to prepare and conduct an interview to obtain
personal information. The teacher elicited vocabulary to help students
generate questions for the personal interview. The teacher used English at
all times except for grammar explanations, which usually took place in the
learners’ L1. The learners wrote the questions they came up with in their
notebooks. They asked lots of questions, and the teacher provided feedback
(recasts, comprehension checks, brief explicit explanations, feedback on
intonation-vocab-grammar), elicited previous knowledge and made learners
think for themselves. Once the questions were ready, they started practising
a personal interview in pairs. Finally, they went public. In pairs, they stood in
front of the class and they read/performance their interview. At some point,
some students good occasional feedback in case it was needed. This was
the shortest part since they had spent most of the time preparing the
questions (No reading tasks were devised for this particular class, but one
can gather the kind of dynamics that would take place in the reading class,
where feedback as learners read would be expected).

Set-up notes
(organisation)

In the English lessons, there have been activities observed in a whole class
setting, and others in pairs or small groups.

Technology use in
the classroom

The teacher observed have great knowledge on the use of the digital
whiteboard, but no other technology seems to be used in the class. It should
be easy to integrate Navigo and Amigo in this context. However, the school
only committed to use Navigo and Amigo for 45 minutes every two weeks,
which may not be enough to gather useful data.

2.10 English as a Foreign Language Greece (BC)
The observation analysis below is a record of the pedagogical, organisational and technological
nature of English as a foreign language lessons in three different schools in Greece. Two schools are
British Council teaching centres in Athens and thus follow an identical approach determined in the
main by the British Council Global Statement of Approach which sets the standards for the
organisation’s approach to teaching and learning. The third school is a private school following the
Greek national curriculum which in turn specifies the content and outcomes of learning. This private
school is also a partner school of the British Council and has partnered with the British Council on a
number of curriculum development and capacity-building projects in the area of English as a Foreign
Language.
Analysis

Lesson Observations Greece (BC)

Total number of schools

3
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Total number of literacy lessons observed 10

Lesson Observations Greece (BC) - School 1 and 2
British Council teaching centres (Kolonaki and Kifissia)
School type

Fee-paying after-school foreign language schools

Number of literacy
lessons observed

4 (2 at each centre)

Year groups (age
of children)

A2 and B1 level students (12-13 year olds)

Pedagogical
approaches

Clear statement of learning aims/session
Learner-centredness through pair work and group work
Varied teacher role – teacher, manager, facilitator, supporter, monitor
Limited 1-to-1 teacher-learner interaction
Assessment of learning
Focus on self-/peer-correction

Set-up notes
(organisation)

Whole-class moving to pair and group work.
Children grouped according to activity
Flexible class set-up with furniture being positioned and repositioned as need
requires

Technology use in
the classroom

High use of IWB
Resources pre-selected for teacher
Use of tablet-based apps e.g. Quizlet and British Council LE apps
Teachers confident with use of tablet-based learning

Lesson Observations Greece (BC) - School 3

School type

Fee-paying private school

Number of literacy
lessons observed

6

Year groups (age of
children)

Years 5, 6 and 7 (12 to 3 years olds A2 to B1)

Pedagogical
approaches

Book-based curriculum
Emphasis on acquisition of grammar and vocabulary
Focus on accuracy over fluency
Controlled activities
Teacher as manager as manager and monitor
Peer and teacher feedback
Assessment for learning

Set-up notes
(organisation)

Whole class
Some pair work
Nomination of individual learners
High frequency of teacher-individual learner interaction
Fixed class set up not conducive to big group work
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Technology use in
the classroom

Computer connected to digital projector
e-book activities associated with course book
internet resources such as Youtube
Little evidence of tablet-based learning

2.10 Summary and Reflections
Literacy lessons in a total of 15 schools across partner countries: UK, Greece, Spain and Germany
(DHBW) were observed in relation to the ‘novice’ and ‘struggling reader’ groups and a total of 40
lessons observed by researchers across a variety of year groups. (It should be noted that many more
lessons were observed by the Germany but only the outcomes for 6 schools were provided by the
German team for this analysis.) With regard to the ‘EFL’ groups, 12 schools were involved across
partner countries; Sweden, Romania, Spain and Greece and a total of 24 lessons viewed. Types of
primary school varied depending on country involved and included: fee paying, non-fee paying,
private, public, single and mixed gender institutions. Other school types reported were ‘gymnasium’
and secondary schools. Schools were geographically located in both rural and urban areas.

Pedagogical approaches
Schools in the UK, Spain and Greece focusing on the ‘novice’ and ‘struggling reader’ groups utilised a
variety of pedagogical approaches and methods for literacy teaching and learning; whilst all following
a national curriculum. In one of the Greece settings (Doukas), where there was less diversity in
approach evident. Guided reading occurred in all three countries and was the approach most
commonly observed. Other literacy teaching activities focused on phonics/letter knowledge, spelling,
reading comprehension. Whole class, group, pair and 1:1 learning situations were observed. In the
classes observed by UOI (Greece) more traditional teaching approaches were observed; though in all
settings there was again variety of teacher led and peer led activities or differentiated work set for
different abilities. The approaches observed by DBHW in German schools differed substantially.
There was no internet or technology used in the schools and rather than actual reading lessons, the
focus was teacher led and based on development of phonological and grammatical skills.
With regards to the EFL classes, again a variety of pedagogical approaches were observed in literacy
lessons. Teachers in Sweden tended to face fewer external restrictions and base their teaching on
their personal pedagogical approach; whereas the national curriculum in Romania and Spain and the
British Council Standards for British Council Schools in Greece guided expectations. None of the
schools were restricted from using a creative approach for teaching and learning. EFL learners were
engaged in varied language learning activities including vocabulary learning, comprehension skill
development, grammar use, interviewing, guided reading and oral rehearsal of spoken English. Again,
a variety of learning contexts were observed including whole group, small group, pair and one to one.

Use of technology
Technology use in the classroom showed more variation. Whilst all schools observed in the UK were
using Apps and other technologies to support learning; in schools in Greece, Spain, Romania and
Germany there was a different picture. Observed technology use was minimal and use of Apps and
tablets in classrooms was rare. Technology use (where it happened at all) tended to be in a room set
up with computers or was seen in use of an interactive whiteboard within the classroom. Issues with
internet connection problems and Wi-Fi quality were identified as possible reasons for non-use.

Reflections: key points and implications
•

•

Analysis of the observations showed a diversity in lesson content across schools and in
different countries. This is something that could be built upon and celebrated and the
potential for encouraging a diversity of approaches could be further implemented through
using a flexible CPD approach such as ‘learning design’.
A variety of different pedagogical approaches to teaching literacy across schools was
noted; though many similarities were also evident; for instance, in the use of ‘'guided
reading” in many contexts.
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It would seem that the varied use of technology (where it was used at all) indicated that
technology use in classrooms is often ad hoc and variable and does not always involve
strategic planning for use. This would be consistent with research findings (Zhao &
Bryant, 2006).
Some interesting feedback from partners was captured during the observations. In
schools where there was limited use of technologies, it was proposed that there was a
real potential for Navigo/Amigo to offer opportunities for children to engage in the use of
technology to support development of literacy or EFL skills and knowledge.
Observation of sessions led partners to suggest that using Navigo/Amigo could potentially
increase pupil motivation and engagement for learning.
The importance of having a secure and fast internet connection and access to Wi-Fi was
highlighted as essential for successful use of the Amigo and Navigo apps in schools.

3 Learning Design workshops
3.1 Motivation and Theory
The findings from the observational stage of our school research clearly indicated the diversity of
practice across different country contexts, and most importantly within countries. Though an effort
was made during the design phase to align our apps to the educational philosophies of each country,
we recognise that the project technologies (Amigo reader and Navigo games) embody particular
pedagogical approaches and content coverage that may be more, or less so cogent, with the
practices and the curricula of each country. In scaling up the technology use across the numerous
pilots it was important to recognise, value and not undermine this diversity, thus leaving room for
teachers to subvert the app design. To achieve this, we drew from the field of Learning Design.
Learning Design (LD) is a field concerned with the design, evaluation and re-use of learning activities
involving technology. Learning designs are in essence detailed learning activities and interventions.
They can span from modules to sessions, and to activities (Dalziel et al, 2016). Scholars in this field
have recognised the extrinsic forces that are currently changing the nature of both teaching and
learning. Those in the teaching profession have less time, while they face high demands to align with
technological and pedagogical innovations, as well as curricula. At the same time, learning is no
longer bounded to academic knowledge and skill acquisition, but also requires collaboration and
communication (Dalziel et al, 2016). The challenge therefore remains how to design an education that
prepares learners, whilst also supports educators to more effectively prepare and facilitate this new
kind of learning.
It is here where those working in the field of LD have argued in favour of developing learning designs
that will support teachers in their teaching practice by placing the teacher in the role of the designer,
conceiving this as a form of professional development (Laurillard et al, 2018). In contrast to
Laurillard’s view where the teacher is put in the centre, Ames et al (2016) report on the one laptop per
child programme in the US to argue that techno-centric approaches to technology in education are
less likely to facilitate implementation. Thus, a collaborative multi-stakeholder approach is needed that
works across micro, meso and macro levels, respecting the social complexities of the education
context. In the iRead project, we viewed the involvement of the teacher to be a critical aspect to
technology implementation and scaling up in schools. Thus, alongside CPD and ongoing support we
planned to offer a design involvement fostered through the process of collaborative learning designs,
as one way to further secure this.
Some scholars have argued that learning designs should support a socio-constructivist approach to
learning (e.g. Mangaroska & Giannakos, 2018; Laurillard et al 2018). For Dalziel et al (2016) learning
designs are pedagogically agnostic. According to these authors, the core concepts informing a LD are
the pedagogical approaches, the specific assumptions about the educational context, meso and
macro level values, alongside teacher practice and reflection. In the iRead project we aligned with
Dalziel et al (2016); because their view created the space to recognise the different contextual
practices, and policies, we identified in the observation stage. In not prescribing a particular
philosophy there was room for teachers to define this for themselves.
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One of the key goals of learning designers is to yield outputs that can be reused, re-appropriated and
scale up to facilitate digital learning (Laurillard et al, 2018). It is thus not surprising that notation and
thus representation have become a key requirement in delivering this vision. In defining notation as
the central language of learning designs the goal is for teachers “to keep improving their practice, in a
principled way” (Laurillard et al, 2018). Using the analogy of music, Dalziel et al (2016) explain that
learning designs capture the core elements of practice which according to Agostinho et al (2009) are
effective when they offer (i) detailed and complete descriptions of tasks (ii) the resources and
supports needed to accomplish the activity (iii) implementation of context. A variety of notations have
been developed amongst which are the learning designer developed at UCL and the Learning Activity
Management System developed at Macquarie University. In the iRead project we draw on a learning
design representation developed by Laurillard et al (2018), which we will discuss in this section.
Alongside the hype of scaling up technology use in education with the use of learning designs, the
Learning Designs community has also been self-critical about the standardised form and abstraction
that learning designs promote. Though learning designs could “facilitate the drive from tacit
educational practice to explicit” (Mangaroska and Giannakos, 2018), in doing so they become
reductive. Laurillard et al (2008) argues that teaching requires the use of generic forms of knowledge.
Other work, however, argues and shows that teachers learn through doing, professional practice
occurs reflectively and is highly situated (Oliver et al 2017). While a learning design may capture the
elements of practice, it is the teacher’s adaptation to the context and his/her students that makes this
practice effective (Dalziel at al 2016). In the iRead project we approach the learning designs
developed as a potential anchor point for teachers’ adaptations. The same designs can serve as
exemplars for teachers allowing them to go imagine pedagogical practices around the apps and to
recognise that the two apps can be used in new ways.
We now move from what learning designs can achieve to how they are produced. Mangaroska and
Giannakos (2018) provide a methodological definition of learning design when saying that it is “a
methodology that educators use and communicate with each other to make informed decisions in
designing learning activities and interventions with effective use of resources and technologies”.
Though these authors make reference to stimulating teacher creativity, the processes and methods
through which creativity is fostered is missing from the current debate. To the contrary, as discussed
above, learning designs have been typically generated through digital tools that privilege structure
and existing constraints. In the iRead project we seek to intentionally promote teacher creativity in the
production of learning designs by borrowing creative processes from the field of design thinking,
which we will detail in this section.

3.2 Learning Design Methodology
3.2.1 Design thinking applied to learning design
Design thinking is an approach to designing digital tools, processes, and outcomes (Kolko, 2018).
Design thinking has been widely adopted by researchers and practitioners in the fields of interaction
design, business, education as a methodology that can stimulate creative problem solving. While
different diagrammatic views have been offered to capture the process of design thinking, they all
share some common dimensions. Design starts with a broad problem exploration. After a design
problem has been identified creative ideation begins. In creative ideation, the design team engages in
divergence of ideas followed by the application of quality criteria to assess the feasibility and value of
the ideas proposed. Through this latter process of convergence, ideas are refined and evaluated
ending with a prototyping phase during which the ideas are given material form. Design thinking is
carried out by an interdisciplinary design team who collaborates and critiques each of the design
decisions (Hey et al., 2007). Figure 1 captures the divergent-convergent cycles within the problem
definition and the solution space illustrated by the design council.
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Figure 1 – Design thinking model
The goal of our work was to produce learning designs that promote deliberate pedagogical practice
with technology. These learning designs would be embedded in subsequent CPD and teacher
resources developed in a next stage. Given its grounding in theories of creativity, we adopted a
design thinking process to facilitate teachers’ creation of learning designs that would support the use
of Navigo and Amigo in their classroom. We followed two principles of design thinking when possible:
(i) divergence-convergence and (ii) the involvement of collaborative teams of teachers working
together with a researcher. Rather than facilitating a process where teachers move from the problem
setting to the solution space, as we will explain in the next sections, our methodology left it open to
teachers to start from the technology (solution), or equally the educational problem.

3.2.2 Inspiration Cards
Following our aim to facilitate teacher creativity we used the Inspiration Cards. The inspiration card
workshop method was developed by Halskov and Dalsgård (2006) and its use is now widespread in
the design thinking process. Originally, the cards were developed to stimulate the creative process by
fostering the combination of different ideas coming from technology and the domain of use. In addition
to this, we were drawn to this method because of its tangible and material form, and its potential to
scaffold conversations that were closely coupled with what technology could achieve. Furthermore,
the inspiration cards introduced structure and rules, which as we will show were particularly pertinent
in terms of representing specific pedagogical concepts that would inform the learning designs
(Halskov and Dalsgård, 2006).
An Inspiration Card is a material card presenting a space for a title, image and description. Domain
Cards describe the general domain, context of use, user group and so on. During collaborative sessions
including experts in the reading domain, designers and educators, we designed three types of domain
cards. The rationale for this organisation is aligned with the notion of breaking the design process into
small meaningful components, as has been done in other design card decks (e.g. Deng et al., 2014).
As recommended by Münch et al. (2013), scaffolding the design process into a workable number of
dimensions helps produce a design plan when working with interdisciplinary teams. The learning
objectives captured broad literacy areas, namely Reading, Writing and Oral Production, which
teachers usually target during their lessons. The set up described typical class configurations, for
instance Individual Activities and Small Group Sessions. The learning types cards reflected ways of
learning based on Laurillard’s (2013) conversational framework (summarised in Table 2).
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Learning through acquisition is what learners are doing when they are
listening to a lecture or podcast, reading from books or websites, and
watching demos or videos.
Learning through collaboration embraces mainly discussion, practice,
and production. Building on investigations and acquisition it is about
taking part in the process of knowledge building itself.
Learning through discussion requires the learner to articulate their ideas
and questions, and to challenge and respond to the ideas and questions
from the teacher, and/or from their peers.
Learning through investigation guides the learner to explore, compare
and critique the texts, documents and resources that reflect the
concepts and ideas being taught.
Learning through practice enables the learner to adapt their actions to
the task goal, and use the feedback to improve their next action.
Feedback may come from self-reflection, from peers, from the teacher,
or from the activity itself, if it shows them how to improve the result of
their action in relation to the goal.
Learning through production is the way the teacher motivates the
learner to consolidate what they have learned by articulating their
current conceptual understanding and how they used it in practice.
Table 2 – six learning types

The Technology Cards represented the breadth of functionality for both Amigo Reader and Navigo
games. Each distinct functionality appeared on a single card allowing teachers to mix and match
different functionalities. By combining two categories of cards to create new ideas, Technology Cards
and Domain Cards, it is possible to uncover generative opportunities for technology design (Halskov
and Dalsgård, 2006). Table 3 displays example cards for each category with the full set available in
the Appendix.
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Domain cards
Learning objectives:
these included cards that
captured literacy
(reading, writing, oral
language) [4 cards]
Set up cards: these
included time for the
activity and group
configuration [4 cards]

Learning type: these
included generic
pedagogical approaches
to learning [six cards]

Technology cards
Reader cards [14 cards]
Games cards [18 cards]

Table 3 – Summary of Cards (full set in the appendix 7.1)

3.2.3 Procedure
Each partner invited participating pilot schools and their teachers to take part in the learning design
workshops. Most of the partners ran two workshops of 2 hours each: one for the Amigo Reader and
one for the Navigo games. Prior to the workshop, partners had localised the inspiration cards
presented in the previous section adjusting for language, but also reflecting differences in the domain
models underpinning in particular the game cards. The “learning type”, “setup” and “learning
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objectives” cards were consistently presented in both reader workshops and games workshops.
Given the different affordances and functionalities of Navigo and Amigo, the technology cards for the
game and Reader were different in each dedicated workshop (see Appendix).
The workshop took place a in a room with a big table allowing the participants to move around and
organise their cards on the table surface. It involved a maximum of 5 primary school teachers. Each
workshop was video-recorded with the camera pointing to the table to capture how participants use
the cards and what they say. Additionally, photographs of each learning design were taken. In what
follows we present the 4 phases of the workshop:
Phase 1: Explanation (10 mins) – Necessary material: cards, tablets
The cards were already on the table divided by category. Each card had a brief explanation on it. The
facilitator explained the different categories of cards, ensuring at least 1 card for each category was
introduced starting from the “learning objectives”. The facilitator ensured that all the participants
understood the content and differences between the cards. For the technology cards, researchers
used the tablets to demonstrate the different features to the teachers, as they introduced them.
Phase 2: Divergence: Learning design (40-50 mins) – Necessary material: cards, post-it notes
The facilitator asked the teachers to create learning designs combining the cards. For the purposes of
our project, we consider a learning design to be “one or more activities in a sequence with the same
learning objective”. The only “rule” for this task was using at least one card from each category, plus
the “time” card. We made sure that participants understood we did not aim to do curriculum
development, but rather to work on a learning activity level.
Encouraging divergence, participants had a maximum of 5 minutes to produce each learning design.
Each time we started a learning design, we used a different set of cards and we left the previous
one(s) on the table. At the end of each learning design, participants had to write 2/3 keywords on a
post it note in order to “recall” the key aims of the particular learning design. We aimed to create
approx. 10 learning designs in 40-50 mins. During this phase, the facilitators did not intervene actively
in the process, and their role was to ensure that the work proceeded smoothly while answering
questions.
Phase 3: Convergence: Selection and reflection (20-30 mins in total) - Necessary material:
post-it notes
Having the 10 learning designs on the table, we asked participants to “prioritise them” by ordering
them, using the post-it notes. If participants struggled, we prompted them with convergence criteria:
Which one supports its learning objective best? Which one is the most feasible? Which one promotes
a diversification of learning types? At the end of this part, we asked our participants to articulate the
criteria they used to prioritise the learning designs.
Phase 4: Refinement: Practical details (30-40 mins) – Necessary material: 5 printed copied of
the table
Once we agreed on a final list, we considered the first 5 learning designs. The aim was to write down
the concrete details of what the teacher would do during this activity and the students. To do this, we
provided a template that required more details about the set-up domain cards prompting the teachers
to answer the following questions:
•
•
•
•
•
•

What would the teacher do during this activity?
What would the pupil(s) do during this activity?
How much time should they spend on each part of the activity? Is the time enough?
How many pupils should be involved in total?
Would it work with a big class?
How should the classroom be organised?
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Figure 2 -Workshop Outcomes
Phase 5: Transforming workshop outcomes into consistent learning designs
In a final stage we set out to formalise and represent the outcomes of the workshop. From a
pragmatic perspective, our goal was to produce simple and readable learning designs. Initially we
explored importing the data we had collected about each design into the learning designer developed
by Laurillard et al (2018). Though the learning designer aligned with the inspiration cards, when
showing some of the teacher the output, the notations produced by the learning designer were not
immediately understandable by them. This led us to adopt a simple format that lacked an explicit
articulation of the notations.

3.3 Novice and Struggling Readers – United Kingdom (UCL)
Teachers and teaching assistants (TAs) from diverse school contexts were involved in learning design
workshops that were organised at their school. The work generated 26 lesson plans (10 for the reader
and 16 for the games) that captured a variety of pedagogical practices and points of view. One of the
key initial observations from analysis of the CPD sessions indicated that teachers tended to use their
school or personal pedagogical approaches as starting points to devise lesson plans during the
workshops.
For example, in schools 1 and 3 teachers designed activities that they hoped would be engaging and
original, with the goal to promote pupil motivation in learning. During the workshop the
group approached the Navigo/Amigo apps and their evidence-based learning content as a novel
opportunity to design for pupil motivation; generating creative lesson plans in which technology played
a central role in supporting active and collaborative learning. Conversely, in school 2 teachers
envisioned use of the games primarily to practice learning content previously taught and saw the
reader as a source of texts for guided reading sessions. This reflected the school’s approach to
literacy teaching, which tended to focus on the most effective methods to achieve learning outcomes
aligned with the curriculum. This priority superseded an emphasis on pupil engagement and
motivation.
During the design activities, the sorting cards were fundamental to support the creative process.
Initially, their tangible and visual nature promoted the teachers’ comprehension of the task. Thanks to
this, teachers often completed the first learning design autonomously. Particularly, ‘technology cards’
were fundamental to represent and scaffold teachers’ understanding of reader and games
capabilities. During learning design activities, the concrete use of the ‘technology cards’, in
combination with other three categories of cards (representing different dimensions of lesson planning
such as learning objectives and class configurations) and a subsequent phase in which teachers
selected a small number of lesson plans, and refined them (convergence). This is in line with the
design thinking approach described in section 3.2.1. In the workshops, this structure provided an
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effective approach to initially stimulate teachers’ creativity, subsequently balancing this with more
reflective accounts on the outcomes, leading to the selection of the most relevant lesson plans.
Analysis
Learning design workshops United Kingdom (UCL)

Number of schools involved

3

Number of reader workshops

2

Number of games workshops

3

Number of teachers

24

Number of learning designs

26

Learning design workshops United Kingdom (UCL) - School 1

School type

Non-fee paying rural primary school

School
description

The school recently received an ‘outstanding’ evaluation in an Office for
Standards in Education, children’s services and skills (OFSTED) inspection
report. OFSTED assess education and social care services quality all over the
country, reporting to policymakers on their effectiveness. Teachers described
the use of evidence-based approaches to literacy, namely methods that are
proven to produce positive results on learning. These effective literacy
approaches are made ‘engaging’ for pupils thanks to creative lesson plans that
include playful and active tasks – for instance outdoors activities – to promote
children’s motivation alongside their learning.

Description of
the activities

Two teachers and one TA took part in both workshops, one for the reader and
one for the games. Workshops lasted 2 hours each. As a result, 5 learning
designs for the reader and 5 for the game were collected. This reflects the
engaging and creative nature of the teachers’ approaches to literacy. For
instance, teachers designed activities in which technology plays an active role
in promoting collaboration, or it is a source of learning content that is
developed further in literacy activities which don’t include technology.
Learning design workshops United Kingdom (UCL) - School 2

School type

Non-fee paying Roman Catholic primary school
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School
description

The school utilises structured approaches to literacy, which are organised in a
centralised way by the literacy coordinator. Thus, all teachers use the same
literacy teaching methods and assessment protocols. This leaves less freedom
to teachers in designing teaching and learning.

Description of
the activities

Two teachers and two TAs participated in the first workshop (reader), and
another two teachers and two TAs took part in the second workshop (games). 5
learning designs for the reader and 5 designs for the games were developed.
These designs considered that the technology could provide a way to ‘practice’
skills previously taught or the technology could provide a source of texts that
could substitute the traditional ‘paper’ books used in guiding reading sessions.

Learning design workshops United Kingdom (UCL) - School 3

School type

Non fee-paying primary school

School
description

The school is located in a multicultural area in the London suburbs. Teachers
utilise guided reading consistently, but are generally free to design their literacy
classes aligned with the curriculum learning objectives.

Description of
the activities

13 teachers and TAs participated in a game workshop that lasted 1.5 hours.
They worked in two groups with the support of two researchers. Given the limited
time availability, we shortened the activities and collected 6 learning designs for
the games. Teachers were very creative in rethinking their lesson plans to
include the games. For instance, they planned to play games collaboratively in
small groups, and then create brief theatrical scenes to represent each sentence
included in the game.

3.4 Novice Readers – Greece (Doukas)
Using the Learning design approach explained by UCL and after translating the cards to be used we
were able to interact with 24 teachers producing 26 lesson designs based on the use of the
Navigo/Amigo applications (apps) that are intended to be piloted in the Greek public schools in the
context of the Greek novice readers pilot.
Some teachers regarded the apps as potentially complementary to the lessons taught in the
classrooms and others suggest that the apps could be used during the learning process and partially
replace the traditional way of teaching that is found in Greek public schools.
In order for the teachers to be able to visualise a lesson where they use the apps, the learning design
workshops followed an initial CPD session where there was extensive interaction between teachers
and the apps. The apps were still being developed at this stage. Teachers were also introduced to the
adaptivity model and shown the way the teacher can bypass the model and assign students specific
features that relate to the focus of the day’s lesson.
For the purpose of the workshop Doukas presented an example (cards randomly chosen) in order to
demonstrate the use of the cards to form a learning design. The aim was not to influence teachers but
to provide a model for use. After the initial demonstration the Doukas team had the role, only, of an
observer.
As for the Reader, at the time of the learning design workshops the Reader was not functioning in
Greek and teachers were not able to comprehend the way it worked. Thus, no learning design
workshops were run for the Reader.
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Analysis
Learning design workshops Greece (Doukas)

Number of schools involved

21

Number of reader workshops

0

Number of games workshops

4

Number of teachers

54

Number of learning designs

12

Learning design workshops Greece (Doukas) - School Group 1

School type

Greek public schools (West Attica, Athens)

School
description

The schools that participated were all Greek public schools from the area of
Peristeri, Western Attica. They all are coordinated by the same local authority
that belongs under the Greek Ministry of Education. We met in one of the
schools of that area for the CPD. Following the CPD sessions teachers were
engaged with the learning design workshop. This came as a logical
continuation of the CPD as teachers had the change to experiment with the
game and understand the model behind it (adaptation or teacher’s choices)

Description of
the activities

Teachers were divided in teams of 2 and were given two sets of cards. The
set-up of the classroom used, was two student desks placed side by side.
Teachers did not collaborate when creating the initial learning designs. In the
next phase, they were separated into 2 groups and from all the designs
created they had to choose those that they would like to keep and those that
they would like to discard.

Learning design workshops Greece (Doukas) – School Group 2

School type

Greek public Schools (Eastern Attica, Athens)
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School
description

The schools that participated are all Greek public schools from the area of
northern (Chalandri, Agia Paraskevi, Psychiko, Lukovrisi, Kifisia) Attica. We
met in one of the schools of that area for the CPD. Following the CPD
sessions teachers were engaged with the learning design workshop. This
came as a logical continuation of the CPD as teachers had the chance to
experiment with the game and understand the model behind it (adaptation or
teacher’s choices)

Description of
the activities

Teachers were divided in teams of 2 and were given two sets of cards. The
set-up of the classroom used, was two student desks placed side by side.
Teachers did not collaborate when creating the initial learning designs. In the
next phase, they were separated into 2 groups and from all the designs
created they had to choose those that they would like to keep and those that
they would like to discard.

Learning design workshops Greece (Doukas) - School Group 3

School type

Public Schools (East Attica, Athens)

School
description

The schools that participated are all Greek public schools from the area of east
Attica (Pallini, Fokaia, Lavrio, Ag, Paraskevi). They are all coordinated by the
same local authority that belongs under the Greek Ministry of Education. We
met in one of the schools of that area for the CPD. Following the CPD
sessions teachers were engaged with the learning design workshop. This
came as a logical continuation of the CPD as teachers had the change to
experiment with the game and understand the model behind it (adaptation or
teacher’s choices)

Description of
the activities

Teachers were divided in teams of 2 and were given two sets of cards. The
set-up of the classroom used, was two student desks placed side by side.
Teachers did not collaborate when creating the initial learning designs. In the
next phase, they were separated into 2 groups and from all the designs
created they had to choose those that they would like to keep and those that
they would like to discard the games.

Learning design workshops Greece (Doukas) - School Group 4

School type

Greek public schools (Thessaloniki)

School
description

The schools that participated are all Greek public schools from Thessaloniki,
Kalamaria and Kavala. We met in one of the schools of that area for the CPD.
Following the CPD sessions teachers were engaged with the learning design
workshop. This came as a logical continuation of the CPD as teachers had the
change to experiment with the game and understand the model behind it
(adaptation or teacher’s choices)

Page 32

PUBLIC
Description of
the activities

D9.2 Teacher Professional Development
As the number of teachers was significant smaller than the other game learning
design workshops (5), teachers formed one group and sat in a round table.
They were given 5 sets of cards, and having in mind their experience with
playing the game (during the CPD sessions) they were asked, each, to create a
learning design. They were finally asked to choose those (2), after discussion
and presentation of the learning designs, that they were more attracted two as a
group.

3.5 Novice Readers – Spain (UB)
We involved teachers and teaching assistants from diverse school contexts in learning design
workshops that were organised at their school. The work generated 10 Spanish lesson plans – 5 for the
reader and 5 for the games – that captured a variety of pedagogical practices and points of view. Most
of the teachers use their personal pedagogical approaches as starting points to think of lesson plans.
However, as Navigo/Amigo is very far from their regular lessons, some of them were very creative and
came up with very interesting learning designs. Others seemed to be a bit lost and created very
complicated designs. As they were looking at the cards, their comments were positive and they could
think of innovative features they had not noticed that could be done with the technology. Some of them
had trouble understanding how the games and books could individualise the learning experience and
adapt it to all kind of levels. All the teachers agreed that using Navigo/Amigo could boost the students’
engagement and motivation.
Furthermore, it was positive to notice how the teachers collaborated to understand how to use all the
cards. By explaining their own learning designs aloud as they were creating them, they allowed other
teachers to get more ideas and become more creative. The session consisted of a brief explanation on
the games and the reader with practical examples with a tablet and then a description of the different
categories of cards. Then, the teachers would each take a set of cards and start creating learning
designs while being recorded. In the end of each learning design we took a picture of the resulting
sequence. Some workshops took place with EFL teachers and Spanish literacy teachers at the same
time, although each had the cards in their target language. In most of the cases their collaboration was
very positive.
Analysis
Learning design workshops Spain (UB)

Number of schools involved

4

Number of reader workshops

3

Number of games workshops

2

Number of teachers

5

Number of learning designs

10
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Learning design workshops Spain (UB) - School 1

School type

Private school with public funding in a small city

School
description

It is a catholic religious school placed in the historic centre of a 50.000 inhabitants
city. It is one of the very few private schools in the centre of the city, which stands
as a choice for all kind of families looking for a private school with public funding
in the city. Therefore, the students attending the school come, in general, from
middle income families, although there are some immigrant families that also
decide to enrol to the school. As for the literacy lessons, in the classes we have
observed, it is taught in a rather traditional way. The teacher is also the head of
studies and has been doing the same job for over 30 years. She is great at class
management.

Description of
the activities

One Spanish teacher took part in the workshop. It lasted for around 2 hours. As a
result, 2 learning designs for the reader and 2 for the game were collected. The
teacher was engaged in the workshop and was always willing to participate in all
kind of activities. This is surprising considering her traditional methods, but shows
she might be ready to move to a more innovative and digital setting.

Learning design workshops Spain (UB) - School 2

School type

Public school in small town

School

The school is located in a town with less than 10.000 inhabitants in the outskirts
of Barcelona. It consists of a medium-to-high income town, in which most families
work in the city but chose to live in a residential area in the outskirts. Most of the
students come from families that are well educated having a medium-to-high
socio-economic status. The teachers are motivated and full of energy, and the
school building looks quite new and full of light.

description

Description of
the activities

There were two teachers attending the workshops, one Spanish teacher and one
English teacher, as they decided they wanted to carry out the training together.
The English teacher, who is the head of studies as well, had some issues with the
iRead project and did not want us to record her nor take pictures of her work.
Therefore, we could not use her learning designs, although both teachers created
very nice lessons.

Learning design workshops (Spain (UB) - School 3

School type

Private school with public funding in a big city

School
description

It is a catholic religious school in a residential neighbourhood in Barcelona. It has
middle income families and some immigrant students coming from a wide range
of European and Asiatic countries. The teachers are committed and willing to
participate in the project. The Spanish teaches are obviously experienced in
teaching literacy in the first years of Primary Education, and they appear to have
a deep knowledge of the curriculum.
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There were three teachers participating in the workshops, two Spanish teachers
and one English teacher (we only carried out one workshop at the school and
therefore there were both Spanish and English teachers). The two Spanish
teachers designed 5 learning designs, which were a bit traditional, mixing their
usual lessons with the uses of the apps provided by the iRead project.

Learning design workshops Spain (UB) - School 4

School type

Public school in a rural village

School
description

Very small public school in a village of around 1.000 inhabitants. The school has
one class per year, although none of them have more than 20 students per class.
The teachers come from nearby towns and are both committed and flexible

Description of
the activities

Three teachers participated in the workshops. They came up with 5 learning
designs. Most of the learning designs were long and complicated, which made us
think they might not be realistic and teachers will probably not use them in their
classes.

3.6 Novice Readers – Germany (DHBW)
The German research team determined that the learning design workshops would be very difficult for
teachers to understand. There are a number of reasons for this that are specific to the German
context. Firstly, the use of technology has been non-existent in the schools we have visited. Secondly,
“reading” is not taught as a subject. German class contains grammatical or spelling lessons in class
settings followed by individual or small group practice. We thus decided to take a ‘bottom up’
approach and investigate the types of lessons that we observed (reported in Section 2) using them as
a foundation to learning design and introducing “reading” exercises. We went through an enormous
effort of visiting seven schools in three different grades, observing 104 learning sessions for a total of
869 minutes. Each of these observations was annotated according to a template with deductive
categories. Among others, the lessons were annotated using the proposed design cards for the
learning design workshops. (A table is attached in the appendix to show these annotations in detail.)
Based on this data, the most important lesson patterns were:
1. Practice reading individually during free-work time
2. Practice writing individually during free-work time
3. Oral group work in class collaborative setting, learning new items
4. Oral practice in class collaborative setting
5. Reading practice in collaborative small groups
Based on the data and conversations with the teacher in training sessions, we realized that the fact
that these schools have no prior experience or training in technology in the classroom, we needed to
recommend a very slow start. Many of our schools are just receiving WIFI installed into a few of their
classrooms this and next year, so several schools we work with still have no internet in December
2019. Teachers are too worried about technology failure to use the technology in a whole-class
setting for the moment. With the collected information and this background, we recommend to use the
tablets in individual setting of free-work time, where students can choose from a variety of available
tasks to practice material. This setting also coincides with the most frequent classroom setting.
Therefore, the interference in teaching style is minimal. The tablets represent only one of the offers.
Should the technology fail on that day, the classroom is not disrupted. Over time and with more
confidence, teachers can then move to whole classroom activities.
5 learning designs were developed following this approach.
1. Identify Letters (Amigo, Navigo) – matching lesson Pattern 1
2. Identify long vs. short vowels (Amigo, Navigo) – matching lesson Pattern 1
3. Reading (Amigo) – matching lesson Pattern 1, 4, 5
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4. Vocabulary (Amigo) – matching lesson Patterns 2, 3, 4, 5
5. Part of Speech (Amigo, Navigo) – matching lesson Pattern 1
The learning designs follow the design cards approach. In addition, a few prototypical students were
created as personas that all teachers will immediately recognize. The deficiencies of these students
focus on the following areas for which games were designed:
1. Long vs. short vowels (Hüte vs. Hütte)
2. High frequency words (und, …)
3. Sentence structures (Subject, Predicate, Object)
4. Spelling and practicing graphemes (Sch, sp, ..)
For these students, the manual shows how the teacher would select the games using the teacher
view. Since we recommend free-work time, the lesson wrapper around the exercises is not needed in
these latter examples: the games are selected based on the teaching content. This content is usually
introduced on Mondays and not within the same lesson as the material is used. Therefore the “lesson
wrapper” – the introduction to the topic takes place Mondays and not on Fridays when the games will
be used in open-learning environment for practice.

3.7 Struggling Readers – Greece (UOI)
We involved teachers and teaching assistants from diverse school contexts in learning design
workshops that were organised at University of Ioannina. The work generated 18 lesson plans – 9 for
the reader and 9 for the games – that captured a variety of pedagogical practices and points of view.
Overall, we noticed that teachers used their personal pedagogical approaches as a starting point to
think of lesson plans during the workshops. For instance, in school 5, teachers designed group
activities that involve 4 -5 students facing problems in phonology. During the workshop teachers from
school 5 mainly interacted with the Navigo Games in order to make lesson plans to help students
facing phonological problems and support active and collaborative learning. Conversely, in school 6
teachers suggested lesson plans while using the reader, because this would help students facing
reading comprehension problems. So, their lesson plans were for guided reading sessions while
using the reader app.
During the design activities, cards were fundamental to support the creative process. Initially, their
tangible and visual nature promoted teachers’ comprehension of the task. Thanks to this, teachers
often completed learning designs in pairs. Particularly, Technology Cards were fundamental to
represent and scaffold teachers’ understanding of reader and games capabilities. During learning
design activities, their concrete use in combination with other three categories of cards representing
teachers’ pedagogical ‘context’ promoted rich discussions around the interaction between technology
– with its embedded instructional design – and pedagogy. More broadly, the workshop structure
included an initial learning design moment (divergence) and a subsequent phase in which teachers
selected a small number of lesson plans, and refined them (convergence). In our workshops, this
structure seemed a good approach to stimulate teachers’ creativity first, and then balance it with more
reflective accounts on the outcomes to select the most relevant lesson plans.
Analysis
Learning design workshops Greece (UOI)
Number of schools involved

12

Number of reader workshops

2

Number of games workshops

2

Number of teachers

22

Number of learning designs

18

Page 36

PUBLIC

D9.2 Teacher Professional Development
Learning design workshops Greece (UOI)

School type
School description

Description of the activities

Public primary schools in a district town
All schools are located in Ioannina. All students are provided
with free textbooks (no special books for dyslexia). Teachers
utilise guided reading, and exercises in preprinted worksheets.
Teachers in public schools are free to design their literacy
classes aligned with the curriculum learning objectives.
Twenty-two teachers and four teaching assistants took part in
both workshops, one for the reader and one for the games.
Workshops lasted 2 hours each. As a result, 9 learning designs
for the reader and 9 for the games were collected. Teachers
were divided into two groups (11 teachers in each group) and
worked in pairs in order to make lesson plans with the
support/guidance of six researchers. Some teachers considered
the technology (a) as a way to ‘practice’ skills previously taught
or (b) as a source of texts that could substitute the traditional
worksheets or books used in guiding reading sessions or (c) as
a pool of exercises. In the designed activities, technology plays
an active role in promoting collaboration or it is the source of
learning content that is developed further in literacy activities
that don’t include technology. Teachers were very creative in
rethinking their lesson plans to include the games.

3.8 English as a Foreign Language – Sweden (UGOT)
We involved teachers from diverse school contexts in learning design workshops that were organised
at their schools. The work generated 28 lesson plans – 14 for the reader and 14 for the games. These
plans reflect a variety of pedagogical practices and approaches to teaching. Overall, we noticed that
teachers used their personal pedagogical approaches as starting points to think of lesson plans
during the workshops. For instance, teachers in school 3 and 4 normally design activities that aim to
be engaging and varied, with the goal to promote pupils’ motivation in learning. During the workshop
they approached the Navigo/Amigo apps and their evidence-based learning content as a novel
opportunity to design for pupils’ motivation, generating creative lesson plans in which technology
plays a central role in supporting active and collaborative learning. Conversely, in school 2 teachers
envisioned to use the games only to practice learning content previously taught, especially concerning
grammar. This reflects their approach to teaching EFL, which focuses more on the most effective
methods to achieve learning outcomes aligned with the curriculum than to foster students’
engagement and motivation.
The cards developed for the lesson planning activities were used to support the creative process
during the design activities and helped the teachers to understand the task. By using the cards and
discussing with one another, teachers often completed the first learning design autonomously.
Particularly, Technology Cards were fundamental to represent and scaffold teachers’ understanding
of reader and games capabilities. During learning design activities, their concrete use in combination
with other three categories of cards representing teachers’ pedagogical ‘context’ promoted rich
discussions around the interaction between technology – with its embedded instructional design – and
pedagogy. The workshops were initiated with a learning design moment (divergence). This was
followed by a phase in which the teachers selected a small number of the lesson plans which they
found to be the best among those that they had created together and refined them (convergence). In
our workshops, this structure seemed a good approach to stimulate teachers’ creativity first, and then
balance it with more reflective accounts on the outcomes to select the most relevant lesson plans.
Analysis
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Learning design workshops Sweden (UGOT)

Number of schools involved

4

Number of reader workshops

4

Number of games workshops

3

Number of teachers

6

Number of learning designs

28

Learning design workshops Sweden (UGOT) - School 1
School
type
School
description
Description
of the
activities

Independent (non-fee), preschool- year 9, in small town
Montessori school run by a non-profit parents cooperative. Integrated work in year 1
to 3 work. From year 6 the students can choose a music profile. Teachers are free
to design their EFL classes aligned with the curriculum learning objectives.
One teacher took part in the reader workshop. The workshop lasted just over 1
hour. The teacher did not want to heed the instructions and designed an activity for
several consecutive lessons. Unfortunately, this activity was not possible to break up
into smaller activities. As a result, no learning design was collected. This reflects
the independence of Swedish teachers. The teacher was however very enthusiastic
about the possibilities of using the reader in class.

Learning design workshops Sweden (UGOT) - School 2

School type

Comprehensive school (non-fee), preschool- year 6, in small
town

School description

Large proportion of students with another/an additional native
language. As in all comprehensive schools in Sweden, teachers
are free to design their EFL classes aligned with the curriculum
learning objectives.

Description of the activities

Two teachers participated in the first workshop (reader), and the
same two teachers took part in the second workshop (games).
Both workshops lasted just over an hour. 5 designs for the
reader and 5 for the games were collected. The teachers
thought the reader seemed like something that would be a good
complement to their ordinary reading activities and especially
liked some of the features, eg the Tricky Words list. They found
it more difficult to design for the games as they found it difficult
to fully grasp how they would work. The workshops were held
late in the day which possibly had an impact on the teachers’
willingness to engage in design work. For the games they
mostly designed activities involving grammar.
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Learning design workshops Sweden (UGOT) - School 3

School type

Comprehensive school (non-fee), preschool-year 9, in village

School description

As in all comprehensive schools in Sweden, teachers are free
to design their EFL classes aligned with the curriculum
learning objectives.

Description of the activities

One teacher participated in the first workshop (reader), and
that same teacher plus another one took part in the second
workshop (games). Both workshops lasted just over an hour. 4
designs for the reader and 5 for the games were collected.
The teachers especially hoped Navigo/Amigo would help them
with differentiation and individualization in the classroom as
the students’ levels of English vary greatly.

Learning design workshops Sweden (UGOT) - School 4

School type

Independent school (non-fee), preschool-year 9, rural

School description

Montessori school run by a non-profit parents and staff
cooperative.
The teachers are free to design their EFL classes aligned with
the curriculum learning objectives.

Description of the activities

One teacher participated in the first workshop (reader), and
that same teacher plus another one took part in the second
workshop (games). Both workshops lasted just over an hour. 4
designs for the reader and 5 for the games were collected. In
the first workshop, when the teacher was alone with the
researcher, she struggled with coming up with designs. It was
late in the day and she needed a ‘sparring partner’ so the
researcher took on a more active role and discussed possible
scenarios with her. During the following session, when there
were two teachers, the researcher could take on a more
observing role as the two teachers discussed with each other.

3.9 English as a Foreign Language – Romania (ULBS)
We involved teachers and teaching assistants from diverse school contexts in learning design
workshops that were organised at their school. The work generated 26 lesson plans – (15 for reader +
11 for the games) – that capture a variety of pedagogical practices and points of view. Overall, we
noticed that teachers used their school or personal pedagogical approaches as starting points to think
of lesson plans during the workshops. In some schools teachers normally design activities that aim to
be engaging and always different, with the goal to promote pupils’ motivation in learning. During the
workshop they approached the Navigo/Amigo apps and their evidence-based learning content as a
novel opportunity to design for pupils’ motivation, generating creative lesson plans in which technology
plays a central role in supporting active and collaborative learning.
During the design activities, cards were fundamental to support the creative process. Initially, their
tangible and visual nature promoted teachers’ comprehension of the task. Most of the times teachers
completed the learning design autonomously. Particularly, Technology Cards were fundamental to
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represent and scaffold teachers’ understanding of reader and games capabilities. During learning
design activities, their concrete use in combination with other three categories of cards representing
teachers’ pedagogical ‘context’ promoted rich discussions around the interaction between technology
– with its embedded instructional design – and pedagogy. The workshops stimulated teachers’
creativity helping to select the most relevant lesson plans.
Analysis

Learning design workshops Romania (ULBS)

Number of schools involved

4

Number of reader workshops

4

Number of games workshops

4

Number of teachers

12

Number of learning designs

26

Learning design workshops Romania (ULBS) - School 1

School type

Non-fee-paying urban gymnasium school (primary) with a
national-based developed curriculum

School description

The school has a long good tradition in Sibiu county. Teachers
described the use of evidence-based approaches to literacy,
namely methods that are proven to produce positive results on
learning. These effective literacy approaches are made ‘engaging’
for pupils thanks to creative lesson plans that include playful and
active tasks – for instance outdoors activities - to promote
children’s motivation alongside their learning.

Description of the activities

The school’s principal, two teachers and one teaching assistant
took part in both workshops, one for the reader and one for the
games. Workshops lasted 2 hours each. We have two meetings
in this school one for Reading and one for Games. As a result, 5
learning designs for the reader and 5 for the game were collected.
This reflects the engaging and creative nature of the teachers’
approaches to literacy. For instance, teachers designed activities
in which technology plays an active role in promoting
collaboration, or it is source of learning content that is developed
further in literacy activities which don’t include technology.

Learning design workshops Romania (ULBS) - School 2

School type

Non-fee paying urban gymnasium (primary) school with a
national-based developed curriculum
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School description

This is one of the oldest schools from Sibiu dating from
14thcentury. Most of the teaching is done in German. We pilot the
EFL here.
Every teacher adapts its teaching methods and assessment
protocols to the class level. This leaves relatively high freedom to
teachers in designing teaching and learning.

Description of the activities

We have two meetings in this school one for Reading and one for
Games. Two teachers and one teaching assistants participated in
the first workshop (reader), and another two teachers and one
teaching assistants took part in the second workshop (games). 4
designs for the reader and 4 for the games were collected and
considered the technology provided a way to ‘practice’ skills
previously taught or as a source of texts that could substitute the
traditional books used in guiding reading sessions.

Learning design workshops Romania (ULBS) - School 3

School type

Non-fee paying rural secondary school with a national-based
developed curriculum

School description

The school is located in a rural area of Sibiu County. The town even it is
small gave birth to 11 academicians during the last 150 years. Teachers
utilise guided reading aligned with the curriculum learning objectives.

Description of the activities

Two teachers participated in a game workshop that lasted 2 hours. They
worked in two groups with the support of two researchers. We collected
3 learning designs for the reader and one for the games. Teachers were
very creative in rethinking their lesson plans to include the games. For
instance, they envisioned to play games collaboratively in small groups,
and then create brief theatrical scenes to represent each sentence
included in the game.

Learning design workshops Romania (ULBS) - School 4

School type

Non-fee paying urban gymnasium school with a national-based
developed curriculum

School description

The school has a long good tradition in Sibiu county. Teachers
described the use of evidence-based approaches to literacy,
namely methods that are proven to produce positive results on
learning. These effective literacy approaches are made ‘engaging’
for pupils thanks to creative lesson plans that include playful and
active tasks – for instance outdoors activities - to promote
children’s motivation alongside their learning.
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Description of the activities

The school’s principal, one teacher and one teaching assistant
took part in both workshops, one for the reader and one for the
games. Workshops lasted 2 hours each. We have two meetings
in this school one for Reading and one for Games. As a result, 3
learning designs for the reader and 1 for the game were collected.
Teachers designed activities in which technology plays an active
role in promoting collaboration, or it is source of learning content
that is developed further in literacy activities which don’t include
technology.

3.10 English as a Foreign Language – Spain (UB)
We involved teachers and teaching assistants (TAs) from diverse school contexts in learning design
workshops that were organised at their school. The work, as for the Spanish (see section 3.5 Spanish
novice readers above above) setting, generated 10 lesson plans – 5 for the reader and 5 for the games
– that captured a variety of pedagogical practices and points of view. In some cases, both EFL and
Spanish teachers participated jointly in the workshops. The first part of each workshop was the same
for both groups, but then the specific designs for Spanish and EFL were done separately. Most of the
teachers used their personal pedagogical approaches as starting points to think of lesson plans.
However, as the Navigo/Amigo approach is very far from their regular lessons, some of them were very
creative and came up with very interesting learning designs. Other seemed to be a bit lost and created
very complicated designs. As they were looking at the cards, their comments were positive and they
could think of innovative features they had not noticed that could be done with the technology. Teachers
raised questions about the ‘adaptivity’ component, and they wondered how adaptive and personalised
the system was, and how it exactly worked. General rules about adaptivity were briefly explained (e.g.
if a feature is mastered quickly, they move on to the next more difficult feature, each student follows
his/her own path, etc.). They were interested in the concept and some of them thought that this would
be encouraging and motivating, especially for both weaker and more advanced students.
Furthermore, it was positive to notice how teachers collaborated in order to understand how to use all
the cards. By explaining their own learning designs aloud as they were creating them, they allowed
other teachers to get more ideas and become more creative. The session consisted of a brief
explanation on the games and the reader with practical examples with a tablet and then a description
of the different categories of cards. Then, the teachers would each take a set of cards and start creating
learning designs while being recorded. In the end of each learning design we took a picture of the
resulting sequence. Some workshops took place with EFL teachers and Spanish literacy teachers at
the same time, although each had the cards in their target language. In most of the cases their
collaboration was very positive.
Analysis
Learning design workshops Spain (UB)

Number of schools involved

4

Number of reader workshops

3

Number of games workshops

2

Number of teachers

5

Number of learning designs

10
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Learning design workshops Spain (UB)- School 1

School type

Private school with public funding in a small city

School description

It is a catholic religious school placed in the historic centre of a
50.000 inhabitants city. It is one of the very few private schools
in the centre of the city, which stands as a choice for all kind of
families looking for a private school with public funding in the
city. Therefore, the students attending the school come, in
general, from middle income families, although there are some
immigrant families that also decide to enrol to the school. The
teachers come from different towns in the area and have great
experience in the teaching profession.

Description of the activities

Two English teachers took part in the workshops. The workshop
lasted for 2 hours. As a result, 3 learning designs for the reader
and 3 for the game were collected. The teachers were engaged
and creative. This shows that they have their own strategies but
have also understood the Navigo/Amigo approach.

Learning design workshops Spain (UB) - School 2

School type

Public school in small town

School description

The school is located in a town with less than 10.000 inhabitants
in the outskirts of Barcelona. It consists of a medium-to-high
income town, in which most families work in the city but choose
to live in a residential area in the outskirts. Most of the students
come from families that are well educated and with a mediumto-high socio-economic status. The teachers are motivated and
full of energy, and the school building looks quite new and is full
of light.

Description of the activities

There were two teachers attending the workshops, one Spanish
teacher and one English teacher. The English teacher, who is
the head of studies as well, had some issues with the iRead
project and did not want us to record her nor taking pictures of
her work. Therefore, we could not use her learning designs,
although both teachers created very nice lessons.

3.11 English a Foreign Language – Greece (BC)
The pilot study for both schools 1 and 2, the British Council teaching centres was planned in two
phases:
1. reader exploitation as part of the approach to literacy;
2. game exploitation once a satisfactory level of competence with the reader has been
established.
Phase 1 was originally scheduled for June 2019 but was postponed due the absence of the
appropriate learner profile. It has subsequently been rescheduled for November 2019. The
associated CPD activity for the phase 1 for both these centres was carried out prior to the proposed
June pilot date with 5 British Council teachers. This resulted in 10 lesson plans for the reader which
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captured a variety of ideas for exploitation. The associated CPD activity for phase 2 is planned for
December 2019.
The pilot study for school 3, the private school is timetabled for February 2020. Learning design
workshops are planned both for the set-up and support the pilot. The partner school has requested
that this learning design activity be delivered synchronously to the pilot to build up teacher confidence
and ensure a standard of delivery.
Though the design activity cards prompted discussion around the interaction between technology and
pedagogy, the confidence of teachers in existing pedagogy coupled with the organisational global
statement of approach led teachers to view the Navigo/Amigo apps as a replacement or alternative
for a particular lesson stage or activity. Overall the resulting lesson plans are aligned with teacher
experiences and transferable.
Furthermore, a review of the lesson plans shows that teachers view technology as playing a core and
leading role in stimulating rather than simply practising learning. The teachers participating in the
workshops constructed learning pathways with the Navigo/Amigo apps as the starting point for
discovery rather as an extension activity which meant to consolidate previous learning.
Analysis
Learning design workshops: Greece (BC)

Number of schools involved

2

Number of reader workshops

2

Number of games workshops

0

Number of teachers

5

Number of learning designs

10

Learning design workshops - schools 1 and 2
British Council teaching centres (Kolonaki and Kifissia)
School type

Fee-paying after-school foreign language schools

School description

Both schools are British Council teaching centres teaching
children aged 4 -17. The British Council offer promises
language development, life skills growth and development of
digital literacy. All classrooms are well-equipped with wi-fi
access and there is access to tablets.
Courses include a digital learning component. All teachers hold
a minimum professional qualification, including university level
qualification, appropriate certification in teaching children are
assessed annually according to a set of corporate standards
including IT competency and provision of e-learning
opportunities.
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5 teachers took part in the learning design workshops.
1 workshop was run in the Kolonaki teaching centre (3
participants) and 1 in the Kifissia teaching centre (2
participants). Both workshops were delivered by the Academic
Manager. 10 lesson plans were captured demonstrating how the
reader app could be included in the organisation’s pedagogical
approach to reading

Summary and Reflections
‘Novice readers’ and ‘struggling readers’ learning design workshop data combined:
UK (UCL), Spain (UB), Greece (Doukas & UOI) and Germany (DHBW).
Number of schools involved

40

Number of reader workshops

7

Number of games workshops

11

Number of teachers/TAs

105

Number of learning designs

66

EFL learning design workshop data combined:
Sweden (UGOT), Romania (ULBS), Spain (UB), Greece (BC).
Number of schools involved

14

Number of reader workshops

13

Number of games workshops

9

Number of teachers/TAs

28

Number of learning designs

74

Overall 140 learning designs were created within the school workshops; 66 for the ‘novice’/’struggling
reader’ groups and 74 for the EFL group. Overall 133 teachers/TAs from 56 schools across Europe
were involved in the learning design workshop sessions. Learning designs were created for use of the
reader and the games and informed development of the lesson plans, that were incorporated into the
teacher manual for all countries involved (see next section). Lesson ideas and a structure for teacher
implementation and potential uses of the games/reader were developed. The diversity of the learning
designs created reflects the range of settings and variety of pedagogical approaches involved as
reported in section 2.
In parallel with the lesson observations, diversity was represented in the wide range of schools
involved in the learning design workshops, including: private/ private with public funding, public, fee
paying, non-fee paying, independent, comprehensive, primary (including one middle school) school.
Schools were located in both rural and urban settings. 18 workshops were held for ‘novice’/’struggling
reader’ groups for the games and reader and 22 for the EFL group. Some schools considered both
the reader and the games and some just focussed on one or other of the Apps.
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In the ‘novice/struggling reader’ groups’ learning design workshops, both teachers and teaching
assistants (TAs) were involved in creating the learning designs in schools in the UK (UCL), Spain
(UB), Greece (UOI). Teachers alone were involved in the sessions in Greece (Doukas). In the
Spanish learning design workshops, two of the schools combined EFL teachers and teachers of
‘novice/struggling reader’ readers together in the sessions. In four contexts UK (UCL), Spain (UB),
Greece (UOI and Doukas) it was observed that teachers tended to use their school or personal
pedagogical approaches as starting points to devise the designs/lesson plans during the workshops.
The German context was slightly different and the learning design workshops were introduced more
gradually as it was felt that a lack of prior learning and experience with either technology in the
classrooms or existence of dedicated reading lessons would mean the learning design activity would
be too conceptually challenging. A different approach was hence taken and workshop numbers were
not provided here.
It was also noted by many of the partners involved that the learning design process using the cards
encouraged creativity and originality; though in one school in Spain this resulted in an over complexity
of the lesson plans that were developed. In the UK the teachers chose to ‘reflect’ upon which designs
would be most appropriate to convert into lesson plans.
Researchers suggested that the multisensory nature of the cards and kinaesthetic sorting activities
fostered opportunities for collaborative working by the teachers, resulting in the co-creation of designs
and plans. Researchers from different settings also commented on teacher views that the
Navigo/Amigo apps had great potential for engaging and motivating pupils. Whilst some schools saw
technology as playing a central role in supporting active and collaborative learning; other schools
wanted to stick to using technologies to reinforce prior learning and practice skills.
In the EFL schools a combination of teachers and TAs engaged in the learning design workshops in
Spain and Romania, whilst in Sweden and Greece workshops were for teachers only. Again, it seems
that participants tended to use their school or personal pedagogical approaches as starting points and
creativity was encouraged by working with the learning designs. It was emphasised that the cards
fostered collaborative learning and scaffolded the process; which again reflects the experience of the
‘novice/struggling reader’ workshops. Links to evidence-based practice were observed.
Reflections: key outcomes and future implications
•
•

•

•

•
•
•
•

Teacher understanding of the potential of Amigo and Navigo was demonstrated through their
engagement in skilfully developing a varied set of learning designs.
A positive ethos of collaboration between teachers and researchers was fostered through the
design workshops and underpinned many of the sessions. Both worked together sharing skills
and expertise, through a process of knowledge exchange, to create learning designs and lesson
plans that will support technology appropriation.
Considering some of the longer and more complex learning designs that were created by some of
the teachers, the researchers reflected on the potential issues that these lesson plans raised e.g.
plans would be harder to implement in the classroom context. This could inform future
development of learning designs.
Teacher involvement in design creation could reinforce teacher understanding of the potential
usage of the technologies in the classroom. The experience in exploration and development of
the learning designs could also contribute to confidence in using technologies during the
implementation phase.
Design activities did not work so well when just one group member was involved. Hence future
guidance should perhaps suggest minimum group numbers for sessions.
Collaborations between teachers of ‘struggling’/’novice readers’ and teachers of EFL learners
were fruitful and positive; indicating there is some crossover.
There is a need to be mindful of and follow ethical procedures carefully when unexpected issues
are faced when working with schools. e.g. when permission is refused by a participant.
It is likely that with continued use of the Reader and games that teachers would quickly become
familiar and more experienced with the personalised/adaptive features of the technology and
develop their expertise and increase confidence levels.
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Enhancing knowledge of adaptivity potentials of the technologies may need additional support
from researchers.
Teachers could discuss the importance of ease of implementation and develop future ‘best
practice’ guidelines for developing lesson plans using the Laurillard framework (Laurillard, 2013).

4 CPD
4.1 Motivation and Theory
Continuing Professional Development/Professional Development (CPD/PD) is an essential element of
the iRead project, underpinning and providing a foundation to support successful implementation and
embedding of technologies within schools in the identified partner countries. This links to the project
evaluation (D9.1) aims; particularly the second aim of embedding and scaling up the Navigo and
Amigo apps into everyday practice. Collaboratively designing new ways of including the technologies
into learning requires flexible approaches, reflecting the richness offered by the diversity of learning
approaches and the resulting potentially different configurations of technology usage to support
reading. An extensive literature based on CPD/PD already exists (Timperley et al, 2008); though less
literature exists on the links between CPD and pupil outcomes. There is a developing literature
regarding PD with specific regard to use of technology in schools which will be briefly examined here.
After researchers had first observed the pedagogical diversity and variety of learning contexts within
schools (observation data and reflections are reported and analysed below) researchers embarked
upon a process of engaging schools in collaborative processes to support the introduction of the
Amigo/Navigo apps and ensure teachers understood the aims of implementation/ felt confident to use
the apps. To support the learning of the three target groups (novice readers, struggling readers and
EFL learners) teachers and researchers collaborated on a CPD approach. Studies have indicated
teachers have struggled to integrate new technologies and need convincing to include games into
their classrooms (Steiler -Hunt & Jones, 2018). Initial problems with embedding technology have
seemed to contribute to negative views inhibiting use of mobile technologies in school (Zhao &
Bryant, 2006).
A well planned CPD programme was integral to supporting development of a positive ethos around
incorporating game use in classrooms and in ensuring intended outcomes were achieved. A recent
study (Geer at al, 2015) focused on emerging pedagogies around using iPads in schools suggested
that well-planned professional development could support teachers to move towards a
‘transformational’ stage in tablet use that could potentially support learning outcomes and
development of new pedagogies. Case studies have been emerging which could inform practice,
looking at personalisation of learning and use of technologies including mobile devices and the
important role CPD has to play (Ekanayake & Wishart, 2015).
Planned CPD aimed to establish teacher/researcher partnerships beginning with co-creation of
learning designs; informed by theory represented in Diana Laurillard’s approach to learning design
(Laurillard, 2013). Laurillard’s idea that we should see ‘inquiry learning’ as a process whereby the
‘narrative’ presented can be transformed into a participant’s own story is pertinent. A supportive
environment provides scaffolding for teachers to become involved with using technology in the
classroom based on their distinct needs and pedagogies. Thus, the learning design phased reported
in section 3 was the first stage of our CPD.
A teacher manual was created to support the process and incorporated the lesson plans created by
teachers and a training programme (for each country) to support teachers to learn to use and embed
the technologies within the classroom in their local contexts. The Technological Pedagogical Content
Knowledge (TPACK) model (Harris & Hofer, 2011) informed the CPD process, recognising that
teachers need to feel confident to use Navigo/Amigo in their particular schools in an effective way
(Mishra & Koehler, 2006). The TPACK model can be applied in the context of the iRead project; in
that teachers would make creative links between the learning (content), methods of teaching
(pedagogies), and the appropriate tools (technology) in order to effectively implement the
technologies in their classroom.
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For the subsequent implementation phase to be a success, a clear and evidence informed approach
to professional development was essential. The CPD sessions occurred directly within the schools,
linking to the idea that CPD based in school settings of teachers involved leads to better student and
teacher outcomes (Cordingley et al, 2003). CPD was delivered face to face, as this was the key
preference expressed in teaching interviews that took place earlier. CPD scaffolded the learning
process to empower the teachers to develop confidence, skills and knowledge (Vygotsky, 1978) in the
process of appropriation. This was seen to help enable teachers to plan for using the technologies
independently within their varied settings. Researchers supported schools to set up their teaching in a
way that fitted best with their distinct contexts and acknowledged differing starting points and varied
levels of prior knowledge (Weston & Clay, 2018).
A gradual withdrawal process was applied, whereby researchers ensured that staff were given
continued contact and access until they were confidently and independently using the technologies
(Dix, 2007). Research suggests that as staff expertise develops, staff become more adaptable
(Kennedy, 2016). Teachers were able to continue to access support to tackle problems. After CPD
sessions were delivered suggestions were made to have a ‘research champion’ in each school as
well adoption of social media support groups where schools and researchers could communicate.
This area will be developed at a later stage.
In many learning contexts the dominant form of professional development remains as a ‘transfer’ of
knowledge or ‘best practices’ from an expert presenter to an audience. In practice, this often includes
a process whereby a teacher participates in an external course and then returns to school to share
knowledge with colleagues. However, despite continued dominance, this CPD model is known to be
unlikely to lead to improvements in teaching and learning (Nutley et al, 2007) unless further
interactions are involved (Hemsley-Brown & Sharpe, 2004). The relationship between researchers
and practitioners is evident in the project’s CPD approach which incorporates a ‘knowledge exchange’
relationship; through peer supported CPD (Timperley et al, 2007; Cordingley et al, 2007). This
demonstrates use of a collaborative approach, fostering joint ownership of materials and be can link
to the concept of ‘joint practice development’ (Levin, 2004, Sebba et al, 2012) as seen in the learning
design workshop focus on building a relationship between researchers and educational practitioners.
Guskey’s path model of professional learning (Guskey, 2002) offers ideas for teacher change that
teachers can use to reflect on CPD/PD within their schools. Guskey (2002) envisaged the outcomes
of PD as leading to necessary changes (see figure 3). Consideration of PD models has led to moves
to inform the development of recommendations for CPD that has as the key aim of achieving a
positive impact on pupil learning (Curee, 2010). Cordingley (2015) describes 8 common
characteristics of effective CPD; including a focus on collaboration, inquiry-based learning, linking
theory to practice, plus an emphasis on scaffolding and modelling. These key principles are
demonstrated within the CPD planned by the iRead project. Suggestions have also been made that it
is crucial to ensure that the available CPD models should always be adapted for purpose and context
(Boylan et al, 2018).

Professional development

Changes in
teachers'
classroom
practices

Changes in
student learning
outcomes

Changes in
teachers' beliefs
and attitudes

Figure 3: Guskey’s model of teacher change (2002)
In the case of the iRead project it is beneficial to look at literature that specifically links professional
development with an emphasis on technologies. Rodríguez et al (2010) highlighted that if we hope to
encourage more teacher engagement with new technologies, scaffolds will need to be put into place
to enable this to happen. Potential barriers still exist which have prevented teachers from adopting
technologies in the classroom (Kpocha, 2012). Reflecting on current technology use in the classroom,
in order to foster sustainable change, an important thing to consider is the focus on situated learning
activities and professional development. The need for ‘collective participation’ providing some
solutions through individualised support was identified (Bradshaw, 2002). It seems that apps on
portable devices could potentially have an impact on educational outcomes, though CPD is integral to
ensuring the necessary knowledge and skills are acquired by teachers. Mouza (2006) points out that
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CPD is needed to scaffold teachers towards becoming independent and skilled users of technologies.
CPD might provide the necessary supports that encourage teachers to rethink boundaries, pedagogy,
and the curriculum.
To consider some conditions for success it has been suggested that the role of researcher (and head
teacher through providing positive reinforcement) can be key to the success of CPD in supporting the
integration of technologies (Liu, 2013). The researcher’s presence can support creativity and support
generation of new ideas. This was observed during some of the learning design workshops where
researchers could scaffold the design process. The need for follow up support; demonstrated through
continued contact and scaffolded ‘in house’ support from the project researcher teams for teachers
will be a determiner (Zhao & Bryant, 2006) for implementation success (Zhao & Bryant, 2006).
Mentoring until confidence grows can provide a building block for future success and the idea of a
technology lead or ‘champion’ (Kpocha, 2006) in schools would support this process as the
researcher visits to the school gradually diminish. The table that follows summarises our approach.
CPD Literature
Teachers have struggled to integrate new
technologies and need convincing to include
apps such as games into their classrooms
(Steiler -Hunt & Jones, 2018).

iRead Project CPD dimensions
•

•

Negative views inhibiting use of mobile
technologies in school (Zhao & Bryant, 2006).
Constructionist approach to learning design
(Laurillard, 2013)

•

•

support development of a positive ethos
around incorporating game use in
classrooms
ensure teachers recognise intended
outcomes and connect them to the apps
Establish teacher/researcher partnerships
beginning with co-creation of learning
designs
Scaffolding for teachers to become involved
with using technology in the classroom

The Technological Pedagogical Content
Knowledge (TPACK) model
(Harris & Hofer, 2011). Teachers need to feel
confident to use technology in their particular
schools in an effective way

•

CPD based in school settings of teachers
involved leads to better student and teacher
outcomes (Cordingley et al, 2003)

•

The CPD sessions occurred directly within
the schools, with follow up sessions in
classrooms if needed

Scaffolding learning in CPD
• Independent and skilled users of
technologies (Mouza, 2006)
• Empower the teachers to develop
confidence, skills and knowledge (Vygotsky,
1978)
Situated learning activities

•
•
•

Scaffolded teacher learning process
Gradual withdrawal process applied
Follow up support offered

•

Supported schools to set up their teaching
by identifying the differing starting points/
varied levels of prior knowledge and
working from teachers’ perspective/needs

•

Page 49

Teacher manual designed to support the
incorporation of lesson plans created by
teachers, and evidencing the methods of
teaching with technology
Teacher manual designed to include a
curriculum section to facilitate the creative
links between the learning (content),
methods of teaching (pedagogies), and
the appropriate tools (technology) in order
to effectively implement the technologies in
their classroom

PUBLIC

D9.2 Teacher Professional Development

Peer supported CPD (Timperley et al, 2007;
Cordingley et al, 2007)

•

Researchers’ and practitioners’ relationship
based on ‘knowledge exchange’

•

Establish a ‘research champion’ in each
school

•

Researcher’s presence in the CPD delivery
and ongoing support

‘Joint practice development’ (Levin, 2004,
Sebba et al, 2012)
The idea of a technology lead or ‘champion’
(Kpocha, 2006)
The role of researcher is key to the success of
CPD (Liu, 2013).

4.2 Teacher Manual
A teacher manual was created to support teachers to learn to use and embed the technologies within
the classroom in their local contexts. The document includes a description of Navigo and Amigo and
their theoretical underpinnings, step-by-step guidance on technologies’ benefits and use, and
practical information on tablet management. The manual was initially designed in English and
subsequently translated in Greek, Spanish and German to support first language teaching in other
countries. Furthermore, each version of the manual incorporated curriculum mapping information and
the lesson plans created during the learning design workshops reported in section 3, which are
specific to each country and were designed to support local practice. This work generated 8 manuals
– 4 for first language teaching and 4 for English as a foreign language, which are available at on the
iRead project website at the following link: https://iread-project.eu/resources-2/. The following
paragraphs describe the content and aims of each manual section briefly.
Theoretical underpinnings

The first section of the manual aims to introduce
the project goals and key elements to the
teachers. First, it introduces the learning
paradigm guiding technology design –
personalised learning – and how this model
applies to the Navigo game and Amigo reader
through a personalised user model built on a
language-specific domain model. Following this,
the section describes the reading areas covered
in the domain model, namely decoding and
comprehension.

Navigo Game

The ‘Navigo game’ section describes the main
educational advantages and design elements of
the game. After a brief overview of the key
benefits for the child’s learning and motivation,
the section describes the game narrative and the
15 game mechanics. Then, it explains how the
900 game activities take children through a
learning journey than begins with the identification
of a language feature towards the development of
reading fluency.

Amigo Reader

Similarly to the previous section, this part
introduces the key benefits, learning content and
design features embedded in the Amigo Reader.
A brief overview on the learning content is
provided, with reference to the appendixes where
teachers can find a table with all the text titles and
authors included in the Reader library. Following
this, the section illustrates the main design
elements of the technology, such as the library
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and pre-reading activities, and it describes their
mode of operation.

Teacher Tools

The section presents the goals and main
opportunities offered by the Teacher Tools. This
describes how the tool can be used to assign
games and texts to individual students and whole
class, with the support of visuals and step-by-step
task guidance.

Curriculum materials

‘Curriculum materials’ is designed to support
teachers in planning activities for their pupils. It
includes two sub-sections. The ‘curriculum
mapping’ reports all the language areas and
features included in Navigo game and Amigo
Reader, information on the most appropriate year
group for each feature, and how many texts and
learning games target each learning objective.
Thanks to this, teachers can consider when to
use the apps to reach specific learning objectives.
Following, the lesson plans created in the
learning design workshops provide concrete
examples of app usage scenarios including
Navigo and Amigo, and tips on how to use the
Teacher Tools and curriculum mapping to
implement the lesson and design new ones.
This section includes practical information
supporting teachers and schools in managing the
tablets during the pilot. This involves a description
of tablet technical characteristics, management of
Google accounts, wi-fi and updates, and tablet
storing and charging.

Day to day tablet administration

Frequently Asked Questions

This final section reports the main questions that
teachers asked during the CPD sessions and
school visits, with the goal to anticipate similar
questions and keep track of difficulties and
emerging questions.
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4.3 Novice and Struggling Readers – UK (UCL)
CPD sessions (United Kingdom)

Number of schools involved

10

Number of teachers participating

75

Reflections
General overview- Overall, the CPD sessions have been successful in allowing teachers to have
hands-on practical experience in using the technologies. On a practical level, access to schools has
been mixed. Some schools have prioritised our CPD sessions therefore allocating a fixed time within
the school’s existing inset training schedule at the start of term. In other cases, it has taken longer to
secure a dedicated time for teaching staff out of the classroom. In these cases, researchers have
attended after school twilight (evening) sessions with teachers and/or teaching support staff
throughout the first few months of the Autumn 2019 term. Communication with schools has been
more effective in cases where there has been a key literacy lead contact person available who is
familiar with students, staffing and timetabling for literacy.
Evaluation of CPD approach– In practice, the structure of each of the CPD sessions in the
participating schools has been differentiated to meet the needs of the group. For example, in our
largest CPD sessions including 45 participants, researchers followed a structured schedule to allow
for enough time to introduce the project and technologies to new participants; demonstrate the
technologies; practice discrete tasks, and; understand how to use the technologies within a series of
activities from a given lesson plan. In cases where there have been internet connectivity issues in the
training room, there have been challenges in allowing for school staff to practice using the
technologies which will impact on the level of follow up support that will be put in place.
Learning from local practices - These sessions have also been useful in identifying local priorities and
first impressions from school teams. One of the key messages that school teams have expressed
concerns the need for support in introducing the technologies into the classroom. This has led to
individualised plans for how researchers will work with school staff on a practical level. CPD sessions
have also given key insights about each school’s literacy practices and how the technologies are
likely to be used alongside existing literacy programmes. For instance, in one school, the promotion of
literacy development and interest in reading is a key school goal therefore staff are keen to embed the
apps into the ecology of their existing literacy practices.
The CPD sessions are also highlighting adaptations and practical supports that will be needed. For
instance, the idea of establishing a local ‘technology champion’ who is a nominated school team
member who can act as an intermediary between teachers and researchers. Also, the sessions have
highlighted some of the different ways that teachers are planning on using the technologies by
leveraging timetabled sessions where half of the class is away or when classes have more flexible
free time to allow for introducing the apps in an exploratory way. From observation, in the session,
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teachers have begun to suggest how they might utilise the technologies in different ways, for
example, for augmenting existing guided reading sessions in large groups, or separately, with
individual younger students in self-initiated play sessions.
Exploitation - Discussions with teaching staff are revealing some of their considerations and priorities
for using the apps and teacher tool. For instance, some have highlighted that younger novice readers
in Year 1 will need closer support to use the Amigo reader and learn to navigate the interface. Others
have commented that in the Navigo game, they will need strategies for redirecting students away from
spending too much time on customising their avatar, so that they can prioritise game play. In terms of
feedback on the functionalities of the technologies, the CPD sessions have also been useful in
identifying further requirements from teaching staff. For example, regarding the Navigo game, some
teachers have expressed an interest in having further in-game auditory feedback. Others have asked
about ways of tailoring language functions targeted to struggling readers.

4.4 Struggling Readers – Greece (UOI)
CPD sessions (Greece)
Number of schools involved

12

Number of teachers participating

22

Reflections
General overview - Overall, the CPD sessions have been successful in allowing teachers to have
hands-on practical experience in using the technologies. Since only public schools participate in this
study, teachers had to secure a dedicated time for the CPD sessions out of the classroom, which was
coordinated with the responsible local authorities. Teachers attended 2-hour sessions with the
researchers in November 2019 just before the beginning of the big pilot in public schools. Note that
teachers were already familiar with the technology since the first pilot study took place at their schools
in September 2019. Communication with schools has been more effective in cases where there has
been a key literacy lead contact person available who is most familiar with students, staffing and
timetabling for literacy.
Evaluation of CPD approach – In practice, the structure of each CPD has been differentiated to meet
the needs of the group. For example, in the CPD sessions of 35 participants, participants were
divided into three working groups (split in separate rooms) and researchers followed a structured
schedule to allow for enough time to introduce the project and technologies to new participants;
demonstrate the technologies; practice discrete tasks, and; understand how to use the technologies
within a series of activities from a given lesson plan.
Learning from local practices - These sessions have also been useful in identifying local priorities and
first impressions from school teams. One of the key messages that school teams have expressed
concerns the need for support in introducing the technologies into the classroom. This has led to
individualised plans for how researchers will work with school staff on a practical level. CPD sessions
have also exposed key insights about each school’s literacy practices and how the technologies are
likely to be used alongside existing literacy programmes.
The CPD sessions are also highlighting adaptations and practical supports that will be needed. For
instance, through the introduction of a local technology champion who is a nominated school team
member who can act as an intermediary between teachers and researchers. Also, the sessions have
highlighted some of the different ways that teachers are planning on using the technologies by
leveraging timetabled sessions where half of the class is away or when classes have more flexible
free time to allow for introducing the apps in an exploratory way. From observation, in the session,
teachers have begun to suggest how they might utilise the technologies in different ways, for
example, for augmenting existing guided reading sessions in large groups, or separately, with
individual younger students in self-initiated play sessions.
Exploitation - Discussions with teaching staff are revealing some of their considerations and priorities
for using the apps and teacher tool. For instance, some teachers have highlighted that they will need
closer support to use the technology and learn to navigate the interface effectively. They also noticed
that a lot of time is required to move from game to game or to log in the technology, thus, making it
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hard to combine the technology with their individual lessons. Children with reading difficulties in Year
4 need more time to understand each linguistic phenomenon and teachers will need to develop
strategies for redirecting students away from spending too much time on customising their avatar, so
that they can prioritise game play.
In terms of feedback on the functionalities of the technologies, the CPD sessions have also been
useful in identifying further requirements from teaching staff. For example, for the Navigo game, some
teachers have expressed an interest in having further in-game auditory feedback. Others have asked
whether students can additionally have access to the games/reader while at home, so students can
further practice the phenomena taught at school.

4.5 Novice Readers – Greece (Doukas)
CPD sessions (Greece)

Number of schools involved

21

Number of teachers participating

54

Reflections
The overall impact of the CPDs were more than positive. Whilst it was a huge task to coordinate and
deliver CPD sessions for the 21 schools involved; the participants were well organised and as they
found the project very interesting there were few problems with the organisation of the CPD sessions.
Participants did not have the chance to explore the Amigo Reader as for that time (Spring Semester
2019), the Reader was not ready for Greek. In general, all teachers were present and each of them
had the chance to learn, play the game and create lesson plans. In a case where the teacher could
not join our CPDs either in Thessaloniki or in Athens, we had a 1:1 webinar with almost the same
structure as we followed in the previous ones.
The CPD sessions in Greece were organised for all the teachers (52 + 2 internal) who were due to
participate in the Greek Novice pilot. To help the organisation of the CPD, schools were divided (when
possible) in groups, based on their area. At each school there was a contact person appointed to
handle the communication on behalf of the school. After communicating with all schools of a certain
area, we set a date for each session. They were also informed that after the CPD they would have to
participate in a Game Learning Design Workshop. To ensure teachers focus, all CPD sessions were
either scheduled at the end of the school day (when students had left the school) or otherwise during
the weekend. Before the CPD session, and in communication with the schools hosting the CPD, the
Wi-Fi problem was resolved either by using an Ethernet to Wi-Fi repeater or a Windows 10 laptop,
connected via Ethernet that worked as a Wi-Fi repeater. The second choice gives you instant access
to see which devices are connected. Therefore, when needed during the pilots, teachers can be
assured that only the Lenovo Tab 4 10 devices are connected. For a few remote schools (e.g. Naxos
Island private school) we organised a webinar CPD session.
From the beginning of the first CPD session, we found an allocated time (10-15’) at the start, during
which teachers could try the tablets and the applications, important and very helpful. This allowed
them to be able to understand the elements and features that we presented during the session. They
were not able to conceptualise the way the adaptivity model works and how they can choose by
themselves the learning content of the game for the students. However, they were able to understand
what data would be gathered and what for. We also found, that there was a big interest in the
technological set up Doukas team suggested, as they were a bit unfamiliar with the use of such
technology and tools. As for the initial learning goals, participants exceeded the expectations and
were keen to cover each different discussion area with a lot of questions. Overall, the learning goals
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were achieved as teachers were “collecting” questions for 6 months (period between the delivery of
tablets and the teacher training).
As Greek public schools do not easily fund small equipment costs (due to centralised administration),
teachers were inquiring about the cost to purchase a case for the tablets and how to optimally
facilitate their charging. As these questions (along with other technical ones) were directed to the
Novice Greek pilot leader, a specific section of the CPD was developed to address them. Among
others, teachers were informed that the most cost-efficient way, that provides fast charging abilities
for multiple tablets (10+) is a multi-socket solution along with the use of the tablets’ chargers or how to
project a tablet’s screen on the interactive board, etc. Additionally, teachers and principals wanted
information about the process of obtaining a permission by the Institute of Educational Policy,
responsible for the regulation of the educational process in Greek public schools. For this purpose, a
meeting with a regional coordinator from the Institute of Educational Policy was held. For those
unable to participate, a relevant section explaining the step by step process, was included in the
CPDs.
All teachers from the schools selected for the pilot were informed that the project is a European
H2020 project and were given the information resources in advance (project’s website, blog, Greek
Novice schools’ newsletter, etc.). Selected teachers were accompanied by English teachers inquiring
if they could join the pilots/open pilots for the EFL. All three times, they were redirected to the EFL
pilot in Greece (British Council). Along with the teachers that were selected for the pilot, some of their
colleagues were present and were attracted to the open pilot idea and all of them were interested in
the curriculum mapping. The educational process is closely monitored by the Ministry of Education
giving teachers fewer opportunities of improvisation and activities outside the national curriculum. The
existence of the curriculum mapping allows teachers to incorporate Navigo to the educational
process. One of the coordinators of educational processes in primary Greek public schools expressed
the interest of Cypriot colleagues in participating in the project. Partners from the Doukas School
Team visited one school in Limassol, Cyprus and had the chance to disseminate the project to local
teachers that were redirected to the Online Pilot.

4.6 Novice Readers – Spain (UB)
CPD sessions (Spain)

Number of schools involved

6

Number of teachers participating

10

Reflections
General overview - Overall, the CPD sessions have been successful in allowing for teachers to have
hands-on practical experience in using the three apps. As the CPD sessions coincided with the
beginning of the school year, it has not always been easy to communicate with them and find an
appropriate time to carry out the sessions. Most schools have allocated a fixed time within the teaching
hours, permitting the teachers to leave the class with a substitute teacher and have the training within
their working schedule. Communication has been easier when talking directly to the teachers directly
than with the head teachers, which in some cases were overloaded with work and had a hard time to
answer to our emails. All the teachers were willing to start the project and asked many questions, which
is an indicator of their interest. On average, they needed 3 sessions to get the system rolling. The first
and second session were devoted to troubleshooting (usernames/passwords wrongly use by learners,
a small number of games that do not work, issues with internet, etc..) and it is usually by session three
that things start running smoothly. They probably need up to four or five sessions to get to use the
games and the reader within the same lesson. After session 4 they have started asking about the
teacher tool. We are a bit concerned that the language in the Spanish version of the game is not as
complete as the English version yet.
Evaluation of CPD approach – Each CPD session has been different in order to meet the needs of the
group. Most of the teachers were already familiar with the project, since they conducted all the pilot
tests during the last months of the previous academic year. In one of the schools all teachers were new
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and unfamiliar with the project so we had to start from the beginning again. Also, one more teacher was
new in another school. The training consisted of showing them the user guide and making sure they all
understood how to look for information in case they needed it as well as the use of the teacher tool,
which was the only new thing for them. They showed interest and asked questions when needed. Most
of their concerns came from not being sure the apps would work correctly (they found some issues last
year) and being worried about how to start. We volunteered to be there with them on the first few days
they used the system so that they could feel at ease and more confident.
Learning from local practices – Even though all schools follow the national curriculum, they are all
comprised by different people and therefore, they work in a very different way. For this reason, their
concerns and priorities are also different, so we have to adapt to every single situation. Specifically,
Spanish teachers have seemed more concerned about using tablets in the class. This might be because
they are using the system with small children, who might not be used to have tablets in the regular
lessons.
In general, the teachers have many ideas on how to implement Navigo/Amigo in the classroom. Every
time we have meet them to show them an app or for teacher sessions, in the end the teachers have
brilliant ideas on how to use it that we could have not imagined. This means they know the curriculum,
their own students and have wide experience in teaching at that grade level. They are aware of the
importance of literacy development and can see how Navigo/Amigo can help them. In one school, for
instance, the dominant language is Catalan, so the Spanish teachers are very happy to have such an
interactive way to introduce Spanish literacy.
Exploitation – There are some important concerns among the teachers in terms of the the Navigo and
Amigo apps. Among the most relevant, there is the issue of motivation. Teachers are concerned that
the motivation might decrease while the achievements (clothes and citizens rescued) are automatically
saved in the tablet instead of the user. There are also some concerns regarding the teacher tool.
Teachers do not like that once they have assigned some specific features to an individual or to the
whole class, the list disappears, and they cannot check what they chose or track the games. If there is
any mistake on the issue, they will not be able to detect it. Furthermore, they have noticed if the WIFI
connection is not perfectly working, they might have some problems with playing the games or using
the reader. In fact, this is one of the most usual issues with the apps.

4.7 Novice Readers – Germany (DHBW)
CPD sessions (Germany)

Number of schools involved

5 schools (by end of Dec)

Number of teachers participating

15 (estimated)

CPD Sessions are in progress this Fall. As soon as a school signs up the CPD is administered to the
participating teachers.
Reflections
General overview – Getting schools to start using the apps in the Fall is a very slow process. Most
schools are currently in the process of building up their WIFI availability in the schools. Parental
consent forms have been solicited since last school year. As soon as the forms were in, we have
scheduled meetings after school with the concerned teachers. We follow the example approach
suggested by the UK very closely. In addition, we create fake user accounts so that the teachers can
test ideas on three test children in their classrooms by assigning them extra tasks or playing games
that are automatically assigned. Teachers seem to enjoy listening to the workshop but then take their
time at home to test out what we explained with more time at their disposal.
Evaluation of CPD approach – In practice, the structure of each CPD has been differentiated to meet
the needs of the group. For example, in our largest CPD sessions of 45 participants, researchers
followed a structured schedule to allow enough time to introduce the project and technologies to new
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participants; demonstrate the technologies; practice discrete tasks; and understand how to use the
technologies within a series of activities from a given lesson plan. In cases where there have been
Internet connectivity issues in the training room, there have been challenges in allowing for school
staff to practice using the technologies which will impact on the level of follow up support that will be
put in place. Schools do not have their own technical support. The teachers that adapt the project are
the local champions within the schools. It has helped to show results from previous studies on the
effect the games have on student skills.
Learning from local practice – The hardest challenge has always been the wi-fi connection in the
schools. The second concern was the media interaction for children, especially in first grade.
Teachers were very worried about being able to handle the technology on their own and were worried
about back-up plans in case the technology fails. As a result, we only recommend the use of the
tablets in students free time, where other choices are available. We also took small steps in teaching
them how to use the materials: first, to allow the tablet into the classroom, and let students play the
adaptive content, regardless of whether it fits the classroom material. Next, to pick students with
special needs and assign special games to them. When they feel secure with all that, they can assign
class games based on the material that is covered in school for extra practice.
Exploitation – since the teachers are extremely overwhelmed with the actual usage of technology,
they have not been able to formulate further requirements.

4.8 English as a Foreign Language – Greece (BC)
CPD sessions: Greece (BC)

Number of schools involved

1

Number of teachers participating

6

General overview: The CPD session was organised with the partner school signed up for the pilot
studies in February 2020. It was organised as part of the planned professional development and
capacity-building activities which are agreed in the memorandum of understanding between the
British Council and the partner school. The session was delivered as part of the school’s existing
induction and In-Service Training (INSET) programme at the start of the school year.
Evaluation of CPD approach: In practice the CPD presentation was refined to:
• a presentation of the whole project and a discussion on benefits for literacy
• a focus on the Reader application
• a demonstration of the technology and some of the discrete functions
Learning from local practices: One of the key concerns coming from the school meeting was the need
for support in introducing the technologies into the classroom. This led to a request for synchronous
support and work on the learning pathways. The CPD session also highlighted the difference in
competency levels and thus support required between the three participating pilot schools and
reinforced the decision to timetable the school 3 pilot to allow it take account of the learning acquired
by the research team from the school 1 and 2 pilots. Connectivity issues experienced during the CPD
session also emphasised the need to run pre-class checks before each and every pilot lesson.
Exploitation: Discussions with teaching staff at this stage have shown an interest in using the Amigo
reader but a concern that teachers do not have the strategies for integrating it into their existing
routines.

4.9 English as a Foreign Language – Spain (UB)
General overview– In general terms the CPD sessions have been highly successful in getting teacher
acquainted with the apps in the general framework of the iRead project. Some time was needed to
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sep up all training sessions as they were starting the academic year, but problem were overcome and
by October all schools had received training. Most schools let teachers join the training within
teaching schedule and found substitutes or alternative solutions. As with Spanish teachers,
communication has been easier when talking directly to the teachers rather than coordinators or
principals. Because of the preparatory work done before the summer, all teachers were willing to start
the project and asked many questions, which is to us was a clear indicator of their interest. On
average, they needed 3 sessions to become acquainted with the system. The first and second
session were devoted to trouble-shooting (usernames/passwords wrongly use by learners, a small
number of games that do not work, issues with internet, etc..) and it is usually by session three that
things start running smoothly. They needed up to four or five sessions to get to use the games and
the reader within the same lesson. Some did not make use of the reader at the beginning and focused
on the games. After session 4 they started showing interest in the teacher tool. We are a bit
concerned that the language in the Spanish version of the game was not as complete at the time of
training, but the problem was solved soon after.
Evaluation of CPD approach– Each CPD session presented different challenges. It was certainly
advantageous that teachers were already acquainted with the project, since they we had conducted
pilot tests during the last months of the previous academic year. In one of the schools all teachers
were new and unfamiliar with the project so we had to start from scratch. Their willingness and
motivation made things easy, though. Also, one more teacher was new in another school. The core
section of the training consisted of showing them the user guide and making sure they all understood
how to look for information in case they needed it as well as the use of the teacher tool, the only app
that had not been introduced previously. They were keen and interested and they were only worried
about the stability of the system, the games and the reader, which had failed at different points during
the pilots in the previous academic year. We offered the possibility of helping start the system by
attending the first and/or second session, an offer they ended up taking up in most cases.
Learning from local practices – There is a considerable degree of freedom in the application of the
curriculum. So much so that even if the EFL curriculum is based on competences (in line with EU
recommendations) some schools still manage to teach traditional grammar lessons, often pushed by
publishing companies. The priorities of each school and even each teacher varied, so we need to
adjust our training to every single situation. In general, English teachers are more familiar with
technological possibilities than in Spanish lessons.
In general, the teachers have many ideas on how to implement Navigo/Amigo in the class, and their
students are also older and more technology savvy. Teachers were open minded and ready to take in
the new technology and they immediately understood the possibilities offered by the system. Although
they have specific reading programs in many of the schools in order to promote reading skills in
English (e.g. through grades readers, additional reading sessions, in-class libraries and resources),
they could see the potential advantages of technology.
Exploitation – Because tat the beginning the system did not save personalized choices onto the
system but on the tablets, teachers were worried motivation might be negatively affected. Some
issues with the Teacher Tool were also raised. Another concern was that of internet connection, but it
has ended up working in a stable manner in all schools after various adjustments.

4.10 English as a Foreign Language – Romania (ULBS)
CPD sessions: Romania

Number of schools involved

4

Number of teachers participating

12
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Reflections
General overview- Overall, the CPD sessions have been successful in allowing for teachers to have
hands-on practical experience in using the technologies. The researchers together with teachers set
up the period when they can meet together in schools and university rooms. The activities were more
than welcomed by teachers who were enthusiastic to create learning design based on cards.
Communication with schools has been more effective in cases where there has been a key literacy
lead contact person available who is most familiar with students, staffing and timetabling for literacy.
Evaluation of CPD approach– In practice, the structure of each CPD has been differentiated to meet
the needs of the group. The researchers introduced the project and technologies to teachers,
demonstrated the usefulness of technologies, developed different scenarios, and the teachers
understood how to use the technologies within a series of activities from a given lesson plan. In cases
where there have been internet connectivity issues in the training room, there have been challenges
in allowing for school staff to practice using the technologies which will impact on the level of follow up
support that will be put in place.
Learning from local practices - These sessions have also been useful in identifying local priorities and
first impressions from school teams. One of the key messages that school teams have expressed
concerns the need for support in introducing the technologies into the classroom. This has led to
individualised plans for how researchers will work with school staff on a practical level. CPD sessions
have also exposed key insights about each school’s literacy practices and how the technologies are
likely to be used alongside existing literacy programmes. For instance, in one school, the promotion of
literacy development and interest in reading is key school goal therefore staff are keen to embed the
apps into the ecology of their existing literacy practices.
The CPD sessions are also highlighting adaptations and practical supports that will be needed. For
instance, through the introduction of a local technology champion who is a nominated school team
member who can act as an intermediary between teachers and researchers. Also, the sessions have
highlighted some of the different ways that teachers are planning on using the technologies by
leveraging timetabled sessions where half of the class is away or when classes have more flexible
free time to allow for introducing the apps in an exploratory way. From observation, in the session,
teachers have begun to suggest how they might utilise the technologies in different ways, for
example, for augmenting existing guided reading sessions in large groups, or separately, with
individual younger students in self-initiated play sessions.
Exploitation - Discussions with teaching staff are revealing some of their considerations and priorities
for using the apps and teacher tool. For instance, some have highlighted that younger novice readers
in Year 1 will need closer support to use the Amigo reader and learn to navigate the interface. Others
have commented that in the Navigo game, they will need strategies for redirecting students away from
spending too much time on customising their avatar, so that they can prioritise game play. In terms of
feedback on the functionalities of the technologies, the CPD sessions have also been useful in
identifying further requirements from teaching staff. For example, for the Navigo game, some teachers
have expressed an interest in having further in-game auditory feedback. Others have asked about
ways of tailoring how to target specific language functions for struggling readers.

4.11 English as a Foreign Language – Sweden (UGOT)
CPD sessions (Sweden)

Number of schools involved

3

Number of teachers participating

9

Reflections
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General overview – CPD sessions have been conducted in November 2019 with the teachers at three
schools. Three more schools will follow in the new year (spring term 2020), before they start the
evaluation. We do not have enough tablets to let all schools do the evaluation at the same time, and
we therefore do it in two batches. We have met the teachers for the CPD sessions in the afternoons
when they do not have classes. The sessions have been held at the schools where the teachers work
and have been successful in allowing for teachers to have hands-on practical experience in using the
technologies.
Evaluation of CPD approach – In practice, the structure of each CPD was differentiated to meet the
needs of the group. As our groups have been small (2-5 teachers) the researchers (2 in every
session) have been able to individualise the CPD according to the teachers’ needs. In most cases,
the teachers were already quite familiar with the project as they have worked with us for some time.
Therefore, we could talk less about the project and focus on demonstrating the technologies,
practicing discrete tasks, and understanding how to use the technologies within a series of activities
from a given lesson plan. There were also discussions about how failing technology, for example
crashing apps, could impact the implementation.
Learning from local practices - The sessions have been useful in identifying local priorities and first
impressions from school teams. The CPD sessions have revealed insights about each school’s
English teaching practices and how the technologies are likely to be incorporated in the teachers’
present teaching. Most teachers said that they would probably let the students explore the apps on
their own in the beginning, mainly to let the adaptivity set in properly, and start making class
assignments later on.
Exploitation - Discussions with teaching staff are revealing some of their considerations and priorities
for using the apps and teacher tool. For instance, in the Navigo game, they will need strategies for
redirecting students away from spending too much time on customising their avatar, so that they can
prioritise game play. In terms of feedback on the functionalities of the technologies, the CPD sessions
have also been useful in identifying further requirements from teaching staff. For example, for the
Navigo game, some teachers have expressed an interest in being able to get the in-game auditory
feedback in written form as well. Many have also requested reading comprehension questions for the
texts in the Amigo reader. As regards the Teacher tool, all teachers found it to be easy to understand
and appreciated that it resembled other tools they had already worked with.

4.12 Reflections and key outcomes
‘Novice readers’ and ‘struggling readers’
CPD data combined:
UK (UCL), Spain (UB), Greece (Doukas &
UOI) and Germany (DHBW).
Number of schools involved

54

Number of teachers involved

176

EFL CPD data combined:
Sweden (UGOT), Romania (ULBS), Spain
(UB), Greece (BC).
Number of schools involved

8

Number of teachers involved

27
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Overall, for struggling readers and novice readers the CPD sessions involved 54 schools in 4 different
countries, for a total of 176 teachers. As regards the EFL partners, 8 schools participated with 27
teachers. CPD sessions were mostly organised after school, with a few exceptions in which wholeschool participation led to embed the training meeting into existing capacity-building activities.
Partners highlighted the effectiveness of the CPD sessions to provide an overview of the technologies
and gain initial insights on their potential uses in the classroom. Furthermore, the sessions were key to
engage teachers in the pilot. In most cases, partners adapted the CPD principles and guidelines
developed by UCL to the specific needs and local context of each school taking part in the pilot. This
allowed to understand local priorities in terms of apps use and develop an initial plan on what sort of
practical support is needed in each context. In all these cases, the sessions took place at school, and
the number of teachers participating in each session varied according to the school and degree of
participation, spanning from 1 in remote Swedish schools to 45 in a two form school based in United
Kingdom.
However, in the case of Greek novice readers it was decided to take the opposite approach: instead of
visiting each school participants were grouped according to their geographical area, and the Greek
partner organised two 2-hour sessions and one webinar for a remote island. According to partner’s
report, during the sessions teachers showed a lack of understanding of adaptivity and Teacher Tools,
in contrast to general positive insights described by the rest of the partners. Thus, it seems that a
localised approach to CPD leads to a more beneficial outcome for both sides, with teachers gaining
better opportunities to understand how technology works and uses, and project partners developing
initial ideas on support and research collaboration.
Most partners highlighted the importance of having one key contact person per school to organise the
sessions and develop collaboration. In some countries, for instance Spain and United Kingdom, schools
participated in previous empirical studies, revealing initial insights on the important role of continuous
end-user engagement in technology design for potential adoption in context.
Alongside being important to discuss usage scenarios, the sessions revealed key teachers’ concerns
regarding practical set-up issues and more broadly concerns about technology use. Collecting from
partners’ report, teachers discussed Wi-Fi connectivity issues, worries about possible problems of the
apps due to the still ongoing development phase, and in the case of Spain concerns on the effects of
certain app features on pupils’ motivation.
Key outcomes
•
•

•
•
•

Most CPD sessions took place at school after school hours. This reflects teachers’ availability
and can inform the organisation of future CPD planning.
Compared to structured, large-scale approaches, adapting to the specificity of each institution
– and sometimes of the single teacher – led to better technology understanding. Future
design of CPD sessions might consider the benefits of personalising the structure of the
sessions.
CPD sessions contributed to provide an overview of the technologies and gain initial insights
on their potential uses in the classroom, as well as to understand local priorities in terms of
apps use.
Having one key contact person per school was fundamental to organise the sessions and
develop further collaboration. Future CPD efforts might want to take this into account for
communication management.
The sessions revealed teachers’ concerns regarding practical set-up issues such as Wi-Fi
connectivity, and more broadly self-reported difficulties about technology use. The insights
can inform the development of long-term support plans.

5 Conclusions
Below is a summary of some of the key findings and reflections on the outcomes of the observations,
learning designs and CPD sessions represented in section 9.2 of this deliverable. Implications for the
future are included. In the final 9.2 deliverable we expect to report a smaller update with additional
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reflections about the support and challenges that we faced in supporting the schools embed
technology deeply in their everyday practice.

Reflections on lesson observations: key outcomes and future implications
•

•

•

•

•
•

Analysis of the observations showed a diversity in lesson content across schools and in
different countries. This is something that could be built upon and celebrated and the
potential for encouraging a diversity of approaches could be further implemented through
using a flexible CPD approach such as ‘learning design’.
A variety of different pedagogical approaches to teaching literacy across schools was
noted; though many similarities were also evident; for instance, in the use of ‘'guided
reading” in many contexts.
It would seem that the varied use of technology (where it was used at all) indicated that
technology use in classrooms is often ad hoc and variable and does not always involve
strategic planning for use. This would be consistent with research findings (Zhao &
Bryant, 2006).
Some interesting feedback from partners was captured during the observations. In
schools where there was limited use of technologies, it was proposed that there was a
real potential for Navigo/Amigo to offer opportunities for children to engage in the use of
technology to support development of literacy or EFL skills and knowledge.
Observation of sessions led partners to suggest that using Navigo/Amigo could potentially
increase pupil motivation and engagement for learning.
The importance of having a secure and fast internet connection and access to Wi-Fi was
highlighted as essential for successful use of the apps in schools.

Reflections on Learning Design sessions: key outcomes and future implications
•
•

•

•

•
•
•
•

•
•

Teacher understanding of the potential of the apps was demonstrated through their engagement
in skilfully developing a varied set of learning designs.
A positive ethos of collaboration between teachers and researchers was fostered through the
design workshops and underpinned many of the sessions. Both worked together sharing skills
and expertise, through a process of knowledge exchange, to create learning designs and lesson
plans that will support technology appropriation.
Considering some of the longer and more complex learning designs that were created by some of
the teachers, the researchers reflected on the potential issues that these lesson plans raised e.g.
plans would be harder to implement in the classroom context. This could inform future
development of learning designs.
Teacher involvement in design creation could reinforce teacher understanding of the potential
usage of the technologies in the classroom. The experience in exploration and development of
the learning designs could also contribute to confidence in using technologies during the
implementation phase.
Design activities did not work so well when just one group member was involved. Hence future
guidance should perhaps suggest minimum group numbers for sessions.
Collaborations between teachers of ‘struggling’/’novice readers’ and teachers of EFL learners
were fruitful and positive; indicating there is some crossover.
There is a need to be mindful of and follow ethical procedures carefully when unexpected issues
are faced when working with schools. e.g. when permission is refused by a participant.
It is likely that with continued use of the apps and games that teachers would quickly become
familiar and more experienced with the personalised/adaptive features of the technology and
develop their expertise and increase confidence levels.
Enhancing knowledge of adaptivity potentials of the technologies may need additional support
from researchers.
Teachers could discuss the importance of ease of implementation and develop future ‘best
practice’ guidelines for developing lesson plans using the Laurillard framework (Laurillard, 2013).

Page 62

PUBLIC

D9.2 Teacher Professional Development

Reflections on CPD sessions: key outcomes and future implications:
•
•

•
•
•

Most CPD sessions took place at school after school hours. This reflects teachers’ availability
and can inform the organisation of future CPD planning.
Compared to structured, large-scale approaches, adapting to the specificity of each
institutions – and sometimes of the single teacher – led to better technology understanding.
Future design of CPD sessions might consider the benefits of personalising the structure of
the sessions.
CPD sessions contributed to provide an overview of the technologies and gain initial insights
on their potential uses in the classroom, as well as to understand local priorities in terms of
apps use.
Having one key contact person per school was fundamental to organise the sessions and
develop further collaboration. Future CPD efforts might want to take this into account for
communication management.
The sessions revealed teachers’ concerns regarding practical set-up issues such as Wi-Fi
connectivity, and more broadly self-reported difficulties about technology use. The insights
can inform the development of long-term support plans.
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7 Appendix A
7.1 Appendix B – Inspiration Cards designed for the Learning Design
Workshops
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7.2 CPD slides (section 3)
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