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INTRODUCERE
Aparținem unei societăți în continuă schimbare, care devine tot mai digitalizată, 
marcată de incertitudine, complexitate și ambiguitate. Pentru a face față acestor 
schimbări, formatorii de orice nivel, fie cei din învățământul superior sau cei din 
sistemul vocațional, nivelul secundar sau din cel al adulților, trebuie să dea dovadă 
nu numai de competențe profesionale, ci și de competențe transversale relevante, 
precum: gândire critică și analitică, creativitate, abilități de a fi inovativ etc.

În acest context, pedagogia e și ea în continuă schimbare. Astfel, schimbările majore 
țin în primul rând de strategiile și abordările de predare și învățare, care trebuie să 
răspundă provocărilor lumii în schimbare prin încurajarea abilitaților transversale 
ale formabililor, poziționându-i în centrul procesului de învățare, precum și prin uti-
lizarea tehnologiei inovatoare a informației și comunicațiilor (TIC).

În consecință, rolul cadrelor didactice/formatorilor de asemenea s-a schimbat, tran-
zitând de la furnizor tradițional de conținuturi spre un facilitator, care îi îndrumă pe 
formabili, creând condiții și oferind noi experiențe de învățare interactivă și motivantă.

Acest GHID este o colecție de studii de caz concepute și dezvoltate de cadre di-
dactice din prestigioase centre universitare din Uniunea Europeană și din Republica 
Moldova, care au acumulat o bogată experiență didactică în acest sens grație proi-
ectului Erasmus + Crearea unei rețele E-network în Moldova pentru promovarea 
instruirii inovative în domeniul educației profesionale continue (TeachMe). Ghidul 
are menirea de a oferi un suport în formarea competențelor transversale ale cadre-
lor didactice din Republica Moldova. Fiecare studiu de caz se axează pe descrierea 
unei situații pedagogice individuale sau a unei probleme pedagogice înregistrate 
de către cadrele didactice pe parcursul proiectării, dezvoltării, furnizării și evaluă-
rii activităților de învățare, precum și în procesul de implementare a noilor abor-
dări pedagogice, a tehnologiilor și instrumentelor utilizate în soluționarea acestora.

La proiectarea studiilor de caz, profesorii din Republica Moldova au folosit metoda 
backward design, care de ceva timp este răspândită pe larg la proiectarea curricu-
lară. Acest model de instruire poate sprijini în mod eficient profesorii în elaborarea 
scenariului lor de predare și învățare prin corelarea rezultatelor învățării cu strate-
gia de evaluare și cu activitățile de învățare, care urmează să fie proiectate și dez-
voltate, conducând la o mai bună experiență de învățare și la creșterea responsabi-
lității și motivației cursanților.

Considerăm că acest GHID poate fi de ajutor pentru cadre didactice de diverse spe-
cializări, care doresc să-și îmbunătățească activitatea de predare și sunt în căutarea 
unor situații practice concrete pentru a face acest lucru. Sperăm, de asemenea, să 
încurajăm mai multe cadre didactice să gândească creativ și liber, prin implemen-
tarea de noi metode de predare și, prin urmare, oferind formabililor experiențe de 
învățare valoroase, menite să consolideze atât abilitățile necesare pentru constru-
irea cu succes a unei cariere profesionale, cât și a deprinderilor de viață necesare.

Cu respect,

Echipa 
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Identification of a pedagogical 
problem 

Technology use in Higher Education (HE) has never been more widely spread than 
today. At the same time institutions seek to be more effective in administrative and 
support processes academics and learners aim to integrate technologies in the 
learning and teaching process. However, as the use of technology becomes more 
ubiquitous and mainstream, more relevance needs to be given to the pedagogical 
skills of academics and learners so that they are able to use technology more appro-
priately (Goodyear et al. 2001). For HE institutions technology is still perceived as a 
cost-effective and supporting tool rather than a concept that enhances the learning 
experience. An evidence of this is presented by a recent Horizon Report (Johnson 
et al. 2014) that points towards the factors that are impeding effective technology 
adoption in Higher Education (HE). One factor highlighted by this report is the low 
digital literacy among academics, which is evidenced by the lack of competency in 
using technologies in pedagogically sound ways. The lack of competencies for us-
ing technology in the learning process is widely discussed in the literature as be-
ing an important factor for impeding successful e-Learning (Blin and Munro 2008; 
Goodyear et al. 2001; Smith and Oliver 2000; Taylor and McQuiggan 2008). How-
ever, although there seem to be evidences to suggest that academics do not have 
the necessary competencies for using technologies in the learning process there 
is an increase offer of blended and distance learning courses in HE. The latter sug-
gests that there is e-Learning provision being delivered ineffectively due to lack of 
competencies from academics. 

This paper argues that one of the most fundamental ways of improving pedagogic 
competencies and promoting awareness of the quality of teaching is giving academ-
ics the opportunity of reflecting on, and self-assessing, their own practices against 
a set of relevant criteria or standards. Reflection on practice is a centerpiece of the 
concept of scholarship of teaching and learning (SoTL) and it can be a first step to 
promote a sense of ‘quality culture’ inside institutions. The current chapter presents 
a framework that discusses the quality of active e-Learning and the development of 
a self-assessment tool that may help academics to reflect on the quality of their in-
struction whilst using technology. We believe this tool may be paramount for help-
ing Moldovan academic staff to improve their competencies when using e-Learning 
and to help frame their practices in more active e-Learning approaches.

Definition of the desired results

Dewey (1997) introduced the concept of reflection as a mean by which we can de-
velop our higher order thinking and to practice our critical thinking skills. The ability 
of academics to self-reflect about their practice contributes to a growing awareness 
of their teaching and learning limitations. The current study perceives the advan-
tages of reflection and self-assessment as powerful techniques for self-improve-
ment (Ross and Bruce 2007), contributing to the development of academic practice. 

There is a belief in the HE sector that through documenting evidence of good teach-
ing practices, academics would be able to enhance their teaching effectiveness and 
their competencies over time (Fong et al. 2014). In some countries, this evidence is 
collected in teaching portfolios or e-portfolios which are commonly designated as 
PDP (Personal Development Planning) because of their intersections with the en-
hancement of personal professional development (Head and Johnston 2012). In these 
portfolios academics collect reflections, self-assessment documents, peer obser-
vation feedback and students’ feedback (G. Gibbs and Habeshaw 2002; Lomas and 
Nicholls 2005). Portfolios are useful tools for supporting academics reflections on 
practice and to support revisions of their practices (Kuit et al. 2001). Although port-
folios are found to be useful tools for supporting reflections on practice, portfolios 
are not, per se, a tool for self-assessment. We agree that by providing a space for aca-
demics to reflect we encourage self-reflection but when promoting an awareness of 
quality for supporting self-assessment there is a need of existing quality standards 
for academics to self-assess themselves to. The Higher Education Academy, in the 
UK, suggests a framework for supporting academics to reflect on their professional 
standards. By doing so academics are self-assessing their practice mapping it with a 
set of values and core knowledge (HEA 2012). A similar framework would be required 
for supporting academics to self-assess their practices of delivering e-Learning. By 
self-assessing their practice to these frameworks academics could then reflect on 
their portfolio supported by evidence of a sustained self-assessment.

We believe therefore that this tool can help Moldovan academics to document what 
they are doing and while doing this reflecting and self-assessing their practice. This 
will lead to improvement as they will be given space for critically reflecting what 
they can do to enhance their current use of e-Learning. Similarly, it will also provide 
space for reflecting how they are using e-Learning to promote active learning.
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Summary

There is a real need for support to generalist primary teachers working in foreign 
language (FL) education. These teachers generally have little training in FL pedagogy, 
yet are under increasing pressure both to adopt digital technologies and to embrace 
innovative practice, often in the absence of institutional support for such change 
(Cutrim Schmid & Whyte 2012). Research has highlighted the challenges of encour-
aging pedagogical transformation among language teachers in continuing profes-
sional development contexts (Borg 2009; Whyte 2011, 2015). Approaches involving 
collaborative action research (Burns 1999, 2005) and communities of practice (Lave 
& Wenger 1991) together with a ‘slow burn’ approach to technological integration 
(Avvisati, Hennessy, Kozma & Vincent-Lancrin 2013) offer promising solutions, and the 
present project incorporates elements of recommendations from all of this work.

This technology-mediated FL project involves a telecollaborative exchange between 
pupils in a French and German primary school, each using English as a foreign lan-
guage (EFL) or, more accurately, English as a lingua franca (ELF) for communication. 
It builds on previous work on live video communication in similar contexts (Whyte 
& Cutrim Schmid 2014; Cutrim Schmid & Whyte 2015). Teacher educators in each 
country worked with generalist primary class teachers to design and implement a 
task sequence based on asynchronous video exchanges. The pedagogical aim was 
to help learners produce and understand messages about each other for an au-
thentic communicative purpose, in this case, a guessing game to identify pupils in 
a group photo of the remote class. Pupils used tablets to film video selfies where 
they introduced themselves, and the teachers posted the video clips to a shared 
folder online. After viewing the remote class videos, each class made another short 
video where they identified each child in the class photo; the teachers exchanged 
these videos for confirmation.

Our teacher education project included an initial planning stage where teachers and 
teacher educators exchanged by e-mail and in virtual meetings to determine the 
objectives and the pedagogical outline of the task sequence for their pupils, and to 
resolve practical issues regarding timetabling, learning activities, and digital tools. 

All stages of the task sequence were filmed by the teacher educators in or-
der to document pupil performance in each learning activity, from 

recording and assessing video selfies, viewing and understanding 
partner videos, completing the main task of identifying remote 

class pupils, and planning and recording the final video. On 
completion of the classroom activities, the teacher educators 
used video-stimulated recall (Cutrim Schmid 2011) with the 
participating teachers to stimulate reflection on the experi-
ence as well as assess the effectiveness of the intervention.

Identification of a pedagogical 
problem 

Inadequate teacher education for primary school FL

In common with many other 
European countries, France 
has, over the past decade, 
adopted the Common Eu-
ropean Reference Frame-
work for Languages (CEFR, 
Council of Europe, 2001) as 
the basis for national FL pro-
grammes, and progressively 
lowered the starting age for 
FL instruction. In many pri-
mary schools FL instruction, 
most commonly English, be-
gins in the third year, at age 8, and the majority of pupils are taught by their regular 
class teacher in two weekly 45-minute sessions. Visiting FL specialists have been re-
placed by generalist primary practitioners, whose training involves both FL and FL 
pedagogy modules, though many consider initial teacher education insufficient in 
this respect (cf SPIRAL project). 

Another challenge which may be specific to the French context is an institutional 
separation between the provision of material support including technology, which 
is the responsibility of local authorities (la mairie), and pedagogical administration, 
which falls to the local primary education authority (l’inspection académique). The 
result is frequently a lack of coordination between the needs and goals of partic-
ular teachers and schools, the supply and maintenance of technology in schools, 
and any training and support for pedagogical exploitation of new tools. This means 
that teachers wishing to experiment with innovation using technologies in FL edu-
cation are faced with a number of obstacles related to both FL pedagogy and use 
of technologies. Similarly, top-down initiatives prompted by the education author-
ities may also run into difficulties in coordination with local authorities. Primary 
teachers therefore need help to adopt new digital tools to improve FL teaching and 
learning in schools.

This report focuses on a case study of a class of 8-year-old pupils in a coastal town 
near Nice in south-east France. The teacher is an experienced generalist teacher, bi-
lingual in French and Spanish, with an undergraduate degree in applied languages 
(English, Spanish), and some 25 years’ teaching experience, including at least 10 years 
teaching English. This teacher has worked with an interactive whiteboard (IWB) for 5 
years and participated in previous interventions (Whyte 2011, 2015). Her motivation 
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to participate in the current project involved a desire to use a new class set of iPads 
which her school had acquired, and the wish to continue international exchanges 
piloted in previous collaborations. Previous research has shown that intervention is 
particularly effective when practitioners have a level of technological fluency and 
their own professional development goals (Whyte, 2015). On the German side of the 
exchange, the teacher was a younger, generalist practitioner involved in tutoring new 
teachers and digital integration in collaboration with his local university of education.

The French class numbered some 24 pupils; half had received a little English instruc-
tion the previous year, while half had not. The teacher often worked in 60-90 minute 
sessions on her own communicative syllabus based on the national FL programme 
and using materials and activities developed over the years from textbooks, on-line 
resources, and previous projects. She uses a carousel or workstation format, gener-
ally beginning sessions with an opening plenary on routine language (e.g., names, 
age, date, weather). Groups of pupils then rotate round several activities using work-
sheets, iPads and/or IWB, often without direct teacher supervision. Direct interac-
tion with the teacher occurs both in small groups and whole-class format.

Using a technology-mediated language task to update pedagogy 
and improve language learning opportunities

This case study offers an example of technological and pedagogical innovation for 
continuing professional development with the general aim of improving FL teach-
ing and learning in the primary classroom. In keeping with our collaborative action 
research approach (Burns 1999, 2005), our goals included priorities for both the 
teacher and research/teacher educator, that is:

• developing a better understanding of communicative and task-based ap-
proaches as they apply to young beginners in school settings;

• discovering ways to better exploit the interactive potential of new digital tools 
(mobile technology and new platforms);

• involving learners in telecollaborative exchange in English as a lingua franca 
to provide authentic communication tasks.

The project involved the development of a task sequence using video for asynchro-
nous communication with a partner class in Germany. Evaluation of the success of 
the project is based on:

• the quality of the learner productions at each stage of the task sequence;
• analysis of video extracts of class interaction during the different activities;
• feedback from participants, including both pupils and the teacher.

Objectives and assessment
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Learning activities

Design and implementation of complete task sequence

As noted, this teacher education initiative focused on the design and implementa-
tion of a complete FL task sequence with a primary class. “Who’s who?” is a primary 
EFL video exchange: the French primary class makes a set of video selfies to send to 
a partner class in Germany, using English as a lingua franca. The German class does 
the same, and each class watches their partners’ videos to identify the pupils in a 
group photo. 

Videos of this exchange can be viewed at www.itilt2.eu.

For the language learners
To prepare to record the videos, the learners practiced all the expressions they had 
learned to talk about themselves in their first term of English. They gave their names 
and age, where they lived, their likes and dislikes, and sometimes their birthday 
months or favourite colours. They recorded one another using iPads, and reviewed 
the results together. Once the videos were shared with the partner class, they viewed 
the German videos on the IWB, each child noting information on one particular pupil 
in the remote class. In a final session, the teacher recorded her pupils naming each 
pupil in the remote class photograph, together with any other information they had 
been able to understand and remember. 

The task thus offers ample opportunities for learners to practice routine expres-
sions, to obtain individual feedback from the teacher, and to reflect on their own 
performance in the short videos. It also offers a real-world puzzle to solve - who’s 
who? - and the chance to propose a solution and receive feedback on this answer.

For the teachers 
To successfully complete this task sequence, the teachers planned for both ped-
agogical and technological requirements. In terms of FL teaching and learning, it 
was necessary to:

• anticipate vocabulary and structures for each task;
• plan activities to develop these language resources.

On the technological side, the teachers needed to:
• identify needs for creating and sharing learner productions;
• choose appropriate tools and learn to use these with their pupils.

The task thus offers ample opportunities for learners to practice routine expres-
sions, to obtain individual feedback from the teacher, and to reflect on their own 
performance in the short videos. It also offers a real-world puzzle to solve - who’s 
who? - and the chance to propose a solution and receive feedback on this answer.

Practising introductions

In the first video, we see Giulianne introduce herself by giving her name and spell-
ing it. For some children this is a simple task (e.g., Tom’s name has only three letters, 
only one differs in French and English, and the different English pronunciation does 
not match another French letter name). However, for Giulianne, the task is more 
challenging on each dimension.

Giuliane - 3 tricky vowels

«a» «e» «i»

French [a] ah
[ø] euh

(or [e] or [ɛ])
[i] see

English [eɪ] say [i] see [aɪ] my

“Giulianne” has nine letters, and only two are similar in French and English (“l” and 
“n”). The English and French names of the letters “g” and “j” are inverted, while all 
four vowels are different - English “a” and French “e” are pronounced the same, as are 
French “i” and English “e.” Even English “i” and French “a” start with the same vowel.

It turns out that the task is too far beyond Giulianne’s current competence and 
she is unable to spell her name correctly. 
This clip does however show her grap-
pling with the problem with some de-
termination, and clearly learning from a 
very brief episode of explicit teaching in 
French, as well as multiple opportunities 
for practice.

The teacher felt this example offered a 
good illustration of one of the challenges of the young FL learners classroom: man-
aging individual differences. Here, a seemingly simple activity to give and spell one’s 
first name varies greatly in difficulty depending on the child’s name. The limits on 
short-term memory are clearly apparent with learners at this stage of language and 
literacy development. 

Making selfies

The second video shows learners practicing their video presentations to record with 
an iPad. In the first episode Linda rehearses what she wants to say with some help 
from the teacher, then Lucie films her presentation. We see some hesitation as she 
struggles to mobilize all the necessary language resources, but the recording is com-

Activities: step by step
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pleted successfully and the 
pupils watch their recordings 
with interest. 
Watching this video of class-
room practice, the teacher 
noted the effects of prac-
tice stimulated both by the 
communicative task ahead 
(introductions to the Ger-
man class) and the techno-

logical affordances of the iPad (playback and re-recording). She judged this activity 
increased both the time pupils spent on task, and their motivation to perform well.

Watching partner selfies

In the third clip we see the teacher explain in French how the whole task is planned 
and how the present activity fits into the overall plan. Overhearing pupils remark 
that they don’t know the German pupils’ names, she explains to the group that the 
very point of the task is to learn these names. 

She reminds them that just as they made video selfies to introduce themselves to 
the German class, so too the German have made similar videos which the pupils will 
now view. Here we see a German pupil introduce herself. The pupils view the video 
on the interactive whiteboard; in this photo, the video is embedded into the class-
room view. The French pupils volunteer information they were able to catch and 
one records it on a worksheet. 

Making video reports

Even this apparently simple task is quite challenging for these young beginning learn-
ers. They have to hold in memory a large amount of information, and marshal many 
very new language elements to provide the correct details in comprehensible form.

This is the first time the French pupils have been asked to transform familiar routines 
like “I am” and “I live” to “he/she is” and “he/she lives” with all the morpho-syntac-
tic modifications this requires. Some of the lexical, grammatical and phonological 
oppositions are listed below:

• “he” and “she” 
• “his” and “her” 
• the copula “is”
• the preposition “in”
• simple present 3rd person singular “s” (he lives)
• “is” versus “it’s”
• live/love
• I don’t know/I don’t understand
• /h/ his, he, her; old; his/is
• lexis: play the cello, wrestling, horse-riding

The teacher reported that she was impressed how her pupils were able to produce 
such complex language, which was clearly beyond their current productive compe-
tence. Before embarking on this final activity in the task sequence she confessed she 
had not fully appreciated the range of language difficulties this activity presented, 
in terms of vocabulary and syntax, but also with respect to pronunciation. Without 
the clear objectives of the communicative task, she might have judged the activity 
too complex for her pupils and would certainly not have attempted to pre-teach all 
these language points. From an acquisitional point of view, however, many believe 
that being pushed to produce language slightly ahead of current competence drives 
language learning. This example therefore provides support for this kind of collabo-
rative approach to professional development where teacher and teacher educator 
work together to create an effective language learning environment. 
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Digital technologies for supporting pupils’ language use and 
teacher reflection

The technologies used in the learning activities involved iPad applications; on-line 
sharing via Google applications; classroom technology in the form of an interactive 
whiteboard (IWB); and a video camera plus laptop computer technology for shoot-
ing, editing, and viewing class films. Each is described in more detail below.

Tablet technology
To make and share their video selfies, the learners used the following iPad apps:

    

The pupils used the iPad camera app to film each other. They needed a little help 
to frame and shoot each clip, but were able to playback their videos independently. 
The teacher exported each clip via the Google Drive app in order to organize the 
learner productions for sharing with the German class.

Online sharing

For exchanging videos, the teachers used:

In a common shared folder created by the teacher educators, each teacher made 
sub-folders to share their class photo and their pupils’ videos. Primary teachers are 
used to filing pupil assignments by name, but in this case it was important not to 
name files in this way otherwise the remote class could complete the task with-
out watching the videos. The teachers named and organized their videos using the 
browser interface on their computers. They sent links to their new uploads by Gmail.

Classroom exploitation
To watch the videos, the teachers used:

• iPads;
• a laptop computer (with projector);
• an IWB.„

Tools
These various technologies offer different affordances: the iPads allow 
flexible replay, encouraging learner autonomy in individual and small 
group work. A laptop is more convenient for teacher-led activities with 
a small group of pupils, or the whole class in combination with a video 
projector. Similarly the IWB helps maintain joint attention for whole-
class exploitation of the listening materials.

Video-stimulated recall
To facilitate discussion of classroom activities, the teacher educator used:

• camera, microphone, tripod;
• iMovie video editing application;
• Vimeo video sharing platform (http://vimeo.com).

All class activities were recorded by the 
teacher educator using a video camera 
with tripod and directional microphone. 
Additional footage was recorded using iP-
ads and iPhones. Video clips were edited 
using iMovie and shared with private set-
tings on Vimeo. By watching the class vid-
eos and analyzing learners’ performance, 
it was possible to discuss aspects such as 
the role of the teacher, the challenges and 

opportunities of task-based language teaching approaches, and the advantages and 
drawbacks of the different types of technology used to prepare, deliver, and evalu-
ate activities.

The tools proved by and large appro-
priate for the purposes of the project. 
The iPads were easy to use and flexible, 
allowing repeated recording and re-
viewing of the very short language pro-
ductions of our learners. Uploading to 
Google Drive was somewhat erratic and 
time-consuming, due to parameteriza-
tion and connectivity problems in the 
school; teachers were occasionally frus-
trated to discover their recordings “marooned” on one or more class iPads. The Goo-
gle applications we used worked well, although the teachers were not especially 
eager to add another account to several institutional platforms they used for other 
digital activities. 

The French teacher felt the mobile technologies in the present project did not rep-
resent a radical improvement on the IWB technologies used in previous studies, and 
expressed a general feeling of dissatisfaction at the increasing pace of technological 
change which prevents valuable recycling of teaching materials, technical know-how, 
and pedagogical innovations for new classes. Video-stimulated reflection, however, 
remains a valuable tool for reflection and discussion.
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This case study has highlighted some of the challenges and opportunities in con-
tinuing professional development to promote technological and pedagogical inno-
vation in primary FL education. Although the ratio of teacher educators to teach-
ers was very low (1:1), the protocol is generalizable to larger cohorts by maintaining 
these essential elements:

• pedagogical support in designing and implementing a task sequence appro-
priate for teachers’ immediate class contexts;

• technological support for the choice and use of digital tools appropriate to 
the teaching task;

• classroom filming to record each classroom activity and permit critical dis-
cussion;

•  video-stimulated recall to provide a record of teaching activities and lend per-
spective for reflection on practice and evaluate outcomes.

Both teachers and teacher educators considered the project validated a number 
of important aspects of technology-mediated FL teaching with young learners, in 
particular the advantages of:

• exchange with peers who do not share a first language;
• a task-based framework for organising teaching and learning activities, and a 

playful dimension in the choice of task;
•  a focus on here-and-now topics relevant to learners (names, likes, hobbies);
• the sustained pace of exchange made possible via online sharing of files.

As noted earlier, while the digital technologies selected for the project were ap-
propriate for the needs of the task sequence, they did not present a clear advan-
tage over previous technologies which these teachers and teacher educators had 
already experimented with. Both felt that the time spent choosing and setting up 
new tools, and adapting to their affordances, could have been better spent im-
proving the delivery of materials already prepared for previous classes, using ear-
lier technologies such as the IWB. Nevertheless, the collaborative action research 
format supported by video-stimulated reflection is one which is entirely suited to 
foreign language education in school settings, and is no doubt worth exploring for 
professional development in other disciplines in similar contexts.
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