
 

  

     

 

IO3 Melody E-Learning Modules_ENG 
collection of all toolkits together 



 

 

 

1 

 

 

 

 

 

 

 

 

 

JANUARY 2020  
 

 

 

CRIA 

Authored by: Emeteri Frago and Maria Vivancos 
 

INTRODUCTION MODULE 

 



 

 

 

2 

 

 

Table of Contents 

INTRODUCTION 3 

THE MELODY PROJECT 3 

LEARNING DIFFICULTIES 4 

THEORETICAL FRAMEWORK 4 

IMPAIRMENT IN READING 5 

IMPAIRMENT IN WRITTEN EXPRESSION 5 

IMPAIRMENT IN MATHEMATICS 6 

LEARNING DISORDERS IN THE SCHOOL ENVIRONMENT 6 

INTERNATIONAL LEGISLATIVE FRAMEWORK 8 

THE MELODY APPROACHES 12 

 

 

 

 

 

 

 

 

 

 

 

The European Commission's support for the production of this publication does not constitute an 

endorsement of the contents, which reflect the views only of the authors, and the Commission cannot 

be held responsible for any use which may be made of the information contained therein 

 



 

 

 

3 

 

Introduction 
 

 

Key concepts: Learning Environment, Good Practices, Melody 

 

 

The Melody project  

The Melody project started in September 2018, with the intention to give further support to teachers, 

trainers and practitioners that encounter with children or young students that may present difficulties 

in their learning processes.  

 

The Melody project partnership is configured by partners from different contexts, both educative 

(schools, VET providers, …)  and territorial (Norway, Portugal, United Kingdom, Spain and Italy). These 

factors create a perfect environment for the exchange of good practices and different points of view 

of a same subject, hence creating a very strong partnership for the product development and the 

overall project implementation. 

 

  

INTRODUCTORY MODULE TO LEARNING DIFFICUTIES  

OBJECTIVES 

The main goal of this module is to give a first approach to learning difficulties in the educative 

environment and the Melody project context. 
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Learning difficulties 
Theoretical framework 

In order to present different ways of working on learning difficulties it is important to be able to 

recognize, in advance, what is meant by Learning Difficulties. Learning difficulties, learning disabilities 

or learning disorders are terms, usually used as synonyms. However, learning difficulties and learning 

disabilities are usually distinguished with learning difficulties being the broader term.  

It is important not to be confused by the similarity of the terms learning difficulty or disorder and 

learning disability, since learning disabilities require a much more specific approach.  

 

From a medical point of view, following the classification of ICD-11, learning disorders can be defined 

as: 

 

“Developmental learning disorder is characterized by significant and persistent difficulties in learning 

academic skills, which may include reading, writing, or arithmetic. The individual’s performance in the 

affected academic skill(s) is markedly below what would be expected for chronological age and general 

level of intellectual functioning, and results in significant impairment in the individual’s academic or 

occupational functioning.” 

(World Health Organization, 2019) 

 

Learning difficulties are functional dysfunctions affecting children and teenagers, who are considered 

to have normal intelligence, conventional instruction and appropriate and similar opportunities as 

other students. Learning difficulties can cause Early School Leaving, and it is esteemed that their 

prevalence is between 5 and 15% of the school-age population. (Dra. Anna Sans Fitó, 2010) 

 

Although learning difficulties may occur concomitantly with other conditions of disability (sensory 

impairments, mental retardation or severe emotional problems) or with extrinsic influences (such as 

cultural differences or insufficient or inadequate schooling), learning disorders are never the result of 

these conditions or influences. 

 

DID YOU KNOW? 

ICD-11 refers to the 11th revision of the ICD, which is an acronym for “International Statistical 

Classification of Diseases and Related Health Problems”. The ICD is the global standard for diagnostic 

health information, edited by the World Health Organization (WHO). The latest ICD, ICD-11, was 

released in June 2018. 

 

 

National Joint Committee of Learning Disabilities (NJCLD) 
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ICD distinguishes 3 types of Developmental Learning Disorders, those that present impairment in 

reading, those that manifest impairment in written expression and those that express impairment in 

mathematics. These Learning Disorders and their usual symptoms are defined below. 

 

Impairment in reading 

This group of learning difficulties refer to those that present a challenge with learning academic skills 

related to reading. This skills or activities are usually word reading accuracy, reading fluency and 

reading comprehension.  

 

Within this classification is included Dyslexia (World Health Organization, 2019) which is characterized 

by difficulties with accurate or fluent word recognition and by poor spelling and decoding abilities, 

which result from a deficit in their phonological awareness.  (Guinevere F. Eden, 2016). 

 

Difficulties when reading can manifest even before learning to read. A clear example of this is children 

having trouble breaking down spoken words into syllables and recognizing words that rhyme. In further 

development stages these same children may not be able to recognize and write letters as easily as 

their fellow classmates. People with this kind of impairment may also be challenged for spelling 

accuracy. Individuals that present this kind of impairment tend to avoid activities that involve reading 

and they prefer other mediums such as pictures, video or audio.  

 (American Psychiatric Association) 

 

It is esteemed that about 15-20% of the worldwide school population has symptoms compatible with 

dyslexia or a learning disorder with impairment in reading. (International Dyslexia Association, 2017) 

 

 

Impairment in written expression 

Learning disorders with impairment in written expression, also known as dysgraphia, are those that 

can affect learning academic skills related to writing. These skills are usually as spelling accuracy, 

grammar and punctuation accuracy, organization and coherence of ideas in writing and even 

handwriting. Students that face this kind of learning disorder are basically challenged to put their 

thoughts on to paper. (American Psychiatric Association) 

 

Due to lack of proper definition and diagnosis of these type of learning disorders specific studies on 

their prevalence is not well-known.  

 

Some of the symptoms that students with a diagnosis compatible with a learning disorder with 

impairment in written expression are:  

 



 

 

 

6 

 

• Students write with a mixture of upper and lower case letters 

• Letters and numbers are irregular in shape and size 

• Students leave many letters unfinished 

• Communicating through writing is difficult 

• Struggle to grip writing utensil/odd grip 

• Some students create many spelling errors 

• Abnormal speed of writing (slow or fast) 

• Talks to self while writing 

• Illegible writing 

• Does not enjoy writing tasks 

• Stress and frustration with writing tasks 

• Physical pain from writing 

• Poor use of lines and spaces 

(Peter Chung, 2015) 

 

 

Impairment in mathematics 

Learning disorders with impairment in mathematics, also known as dyscalculia, are those related to 

significant and persistent difficulties in learning academic skills related to mathematics or arithmetic. 

Those academic skills can include number sense, memorization of number facts, accurate calculation, 

fluent calculation, and accurate mathematic reasoning. (American Psychiatric Association) 

 

Its prevalence is esteemed to be between 3-7% of the population, although this number may not be 

accurate because of the few studies that exist on the matter. (Martínez, 2017) 

 

 

Learning disorders in the school environment 

 

This kind of disorders usually manifest during the early school years, when academic skills are first 

taught to students. The treatment and/or intervention on LDs is aimed at enabling students to, despite 

their difficulty in a specific area, develop their potential as their fellow classmates and, as a result of it, 

get their school title and, in some cases, higher education possibilities. Treatment during the first 

schooling years can improve the student’s skills and capabilities while intervention with older students 

is mostly focused on their adaptation to the disorder. 
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Children with learning difficulties are more likely to suffer from secondary emotional disorders, such 

as low self-esteem due to poor school achievement, with all the consequences that this entails in the 

student's personal and social environment. 

 

The outputs within the framework of this project have been developed from an educational point of 

view, not so much with the disorders themselves but with the educational intervention with students 

who may show difficulties in learning compatible with the methods and recommendations presented, 

thus avoiding the need for a medical diagnosis in order to carry out the educational intervention, a 

barrier identified by some of the project partners. 

 

 

 

 

  

LINKS AND RESOURCES FOR FURTHER INFORMATION:  

Links on further LD information, resources, classification, associations: 

- LD ONLINE, educators site: http://www.ldonline.org/educators 

SELF-REFLECTION 

Is your school/educative institution well-prepared for LD diagnosis and intervention, why?  

Is it on your hands to improve it? How could you do it? 

  

 

 

http://www.ldonline.org/educators
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International legislative framework  

The aim of this section is to give an overview of the International Legislative Framework regarding 

education, special education and inclusive education, concepts that surround the policies on Learning 

Disorders and the intervention on a national level. This chapter pretends to summarize the work done 

on the first intellectual output of the project. 

 

Education as a right first appeared in article 26 of the Universal Declaration of Human rights, in 1948. 

In this Article, it is stated that everyone has the right to education and that this shall be directed to the 

full development of the individual. 

 

In 1960, in the General Conference of the UNESCO recalled the principle of non-discrimination in 

education, describing discrimination as any distinction, exclusion, limitation or preference which, being 

based on race, colour, sex, language, religion, political or other opinion, national or social origin, 

economic condition or birth, has the purpose or effect of nullifying or impairing equality of treatment 

in education. 

 

The General Assembly adopted, in 1982, the World Programme of Action (WPA) concerning Disabled 

Persons, WPA was a global strategy to enhance disability prevention, rehabilitation and equalization of 

opportunities, leading to full participation of persons with disabilities in social life and national 

development. It also emphasized in the need of approaching disabilities from a human rights 

perspective. 

 

During the decade of Disabled Persons (1983-1992) took place significant advances in teaching 

techniques and in the field of special education, mostly regarding early detection, assessment and 

intervention and special education programmes which enabled some disabled children to participate 

in a regular schooling environment. Another major outcome of this decade was the adoption of the 

Standard Rules on the Equalization of Opportunities for Persons with Disabilities by the General 

Assembly on 1993. Those rules were not meant to be legally binding, but they showed a strong 

commitment of Governments to take action in the equalization of opportunities, they served as a 

common ground for policy-making. 

 

During the nineties, the international movement for inclusive schools had impacts on policies and 

practices for children and young persons with special educational needs on the countries involved. The 

culmination of this movement was the adoption of the Declaration of Salamanca on Principles, Policies, 

and Practices in Special Needs Education and Framework of Action (UNESCO, 1994). The Salamanca 

Statement was the first international recognition that to meet the needs of pupils with special needs, 

the goal for these students should be changed from inclusion in education to inclusive education. It 
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emphasizes that inclusive schools are the most effective means of combating discriminatory attitudes, 

building an inclusive society and achieving education for all.  

 

The inclusive education approach has been present in the international laws regarding education ever 

since, one of the first examples of it was the 2000 World Education Forum in Dakar that represented a 

huge commitment to education for all, and established six goals to be achieved by 2015.  

The 2030 Agenda for Sustainable Development, adopted by all United Nations Member States in 2015, 

and its goal of achieving universal education reaffirms the belief that education is one of the most 

powerful and proven drivers for improving people’s lives and sustainable development.  
 

In December 2017, the European Council, European Parliament, and the European Commission fully 

endorsed the adoption of the European Pillar of social rights. The agreement highlights the importance 

of the social, educational and cultural dimensions of EU policies in bringing Europeans together to build 

our common future. 

 

The first principle of the European Pillar of social rights states that: 

''Everyone has the right to quality and inclusive education, training, and lifelong learning to maintain 

and acquire skills that enable them to participate fully in society and successfully manage transitions in 

the labor market''. 

 

As it is shown by several international standard-setting instruments such as the United Nations 

Convention on the Rights of Persons with Disabilities, the European Pillar of Social Rights, the European 

Accessibility Act and UN Sustainable Development Goals, we only reinforce at the national level that 

the fundamental human right to education should be protected and promoted. 

 

To ensure this right for children, youth and adults with learning difficulties, policies must include 

changes as appropriate in education content, approaches, structures and learning support to the fullest 

achievement of the educational potential and all individuals accomplish at least a minimum level of 

skills. 

EVOLUTION OF INTERNATIONAL LAWS ACCORDING UNITED NATIONS MILESTONES 

1948 
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Universal Declaration of Human Rights/ Artº26: Right to Education United Nations 

1975 Special School Act abolished Norway 

1977 

 

Act Nº 517: Integration of pupils with disabilities into mainstream state 

schools; eliminate special schools. 

Italy 

1981 International Year of Disabled Persons 
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1983-1992 World Programme of Action concerning Disabled Person/ United Nations Decade of Disabled 

Persons/ Recommended in the World Programme of Action 

1983 Education Act, Law No. 46/86, 14 October: Artº 18: “Special education is 

organized preferably according to diversified models of integration in 

regular educational establishments.” 

 

Portugal 

1985 Organic Law on the Right to Education (LODE): Legal definition of ‘people 

with disabilities’ was enshrined. A ‘person with disabilities’ is anyone with 

a permanent or progressive physical, psychological or sensory impairment 

that causes a learning, social, or occupational difficulty and that entails 

disadvantage or social marginalization. 

 

Spain 

1989 

 
Law No. 9/89, 2 May: Including such pupils in the mainstream schooling 

system, as the educational strategy. 

Portugal 

1990 Decree-Law No. 35/90, 25 de January: Learners with SEN are obliged to 

attend compulsory schooling 

Portugal 

1990 Organic Law of General Regulation of the Educational System in Spain 

(LOGSE): in classrooms there are students with different learning needs; it 

mentions the concept of Special Education Needs. 

 

Spain 

1991 Decree-Law No. 319/91: Substitution of classification in categories based 

on medical decisions by the concept of SEN based on pedagogical criteria. 

Portugal 

1992 Act no. 104: Legal definition of ‘people with disabilities’ was enshrined. A 

‘person with disabilities’ is anyone with a permanent or progressive 

physical, psychological or sensory impairment that causes a learning, 

social, or occupational difficulty and that entails disadvantage or social 

marginalization. 

 

Italy 

1993 Education Act, Law n. º 301/93: Students with SEN are required to 

complete compulsory education. 

Portugal 

1994 Declaration of Salamanca: UNESCO (SEN + Inclusive Education (education 

for all)) 

 Salamanca 

1996 Education (NI) Order 1996: provides rights to children with SEN to be 

educated in mainstream schools; rights for parents 

Northern Ireland 

1998 Education Act: Regulate primary and secondary education until today Norway 

2002 Organic Law on Education Quality (LOCE): It continues to work on the 

concept of Special Education Needs (within the SEN are included students 

with physical, psychological, sensory impairments and those to manifest 

serious personality or behavioral disorders). 

 

Spain 

2005  Special Education Needs and Disability (NI) Order 2005 (SENDO): 

Introduced disability discrimination. 

Northern Ireland 
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2006 Decree-Law No. 20/2006, 31 January: Created the special education 

recruitment group for the first time. 

Portugal 

2006 Art. 24 and 45: United Nations Convention on the Rights of Persons with 

Disabilities (UN CRPD) entered into force on 2008 (mentions inclusive 

education). 

New York 

2006 

 

The Presidential Decree of 19.5.2006 states that the medical commission 

appointed to issue a statement/certificate of disability has to refer to the 

international indicators listed by the WHO ICD-10. 

Italy 

2006 

 

 

Organic Law of Education (LOE): Incorporates concepts such as serious 

behavioral disorders, the principle of inclusion, the equity among students, 

social cohesion and compensation of inequalities, or the principle of 

diversity. 

 

Spain 

2008 

 

Decree-Law No. 3/2008, 7 January: inclusive education aims at educational 

equity, which is meant by guaranteeing equality, both in access and results. 

 

Portugal 

2010 Law 170 / 2010 Artº 1: Recognize dyslexia, dysgraphia, dysorthography and 

dyscalculia as Specific Learning Disorders. 

 

Italy 

2012 DIRECTIVE 27/12/2012: “Intervention tools for pupils with Special 

Educational Needs and territorial organisation for school inclusion”. 

Italy 

2013 Organic Law of Education for Improvement of Educational Quality (LOMCE) Spain 

2016 

 

Special Education Needs and Disability Act (NI) 2016 SEND ACT: New duties 

to Boards of Governors, EAs, Health and Social Services, rights to parents 

and children. 

 

Northern Ireland 

2018 Decree-Law No. 54/2018, 6 July: Bets on an inclusive school where each 

one of the students find answers that enable them to acquire a level of 

education and training that facilitates their full social inclusion; the right of 

each student to an inclusive education. 

 

Portugal 

 

LINKS AND RESOURCES FOR FURTHER INFORMATION:  

This chapter was an adaptation of the Comparative report on the state of the art for learning disorders 

in the project Melody partner countries. You can find it complete in: https://www.melody-

methods.eu  

 

 

 

https://www.melody-methods.eu/
https://www.melody-methods.eu/
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The Melody approaches 
Four training modules – other than this one - are presented to support the teaching and educational 

support staff in the educational intervention with children and young people who may have some 

difficulty in learning. These four approaches were chosen based on the expertise of the partners who 

developed them and the gaps identified in the subject - be it in the literature or in the educational 

intervention institutions themselves. The modules developed are: Family Work, Mentoring, Classroom 

Management, and Ready to Read. 

 

The following is a list of the contents of each module – both theoretical contents and practical 

propolsals - , the age range for which they have been developed ad the final beneficiares profil·le of 

the  and which may be helpful to educational support staff. This section should be useful to navigate 

through the developed contents 

 

Name of the Module: MENTORING 

Theoretical contents 

 
Concept of mentoring (definition, characteristics and principles) 
Analysis of different mentoring models and their stages 
 

Practical proposals The GROW model of mentoring. 

Age range of the 
students involved 
 

Last years of mandatory education (14-17 years old) 

Beneficiaries Young people with a Learning Disorder and at risk of Early School Leaving. 

 

 

Name of the Module: PARENTS ENGAGEMENT 

Theoretical contents 

 
Reflection on the families and school collaboration in educational 
processes. Analysis of different parent involvement models.  
 

Practical proposals 

 
Tips and recommendation on involving families in educative 
environments. 
Proposals on training activities for Parent mentors. 



 

 

 

13 

 

 

Age range of the 
students involved 
 

Mandatory education (usually 3-16 years old) 

Beneficiaries 
 
Schools and families 
 

 

Name of the Module: READY TO READ 

Theoretical contents 

 
Definition of different types of cognitive and learning styles. 
Theorethical models of reading. 
 

Practical proposals 
Strategies to encourage understanding of texts 
Resources and exercises to enhance the reading abilities of students. 

Age range of the 
students involved 
 

 
Students enrolled in levels on which they are able to understand the 
fluency of texts and specific vocabulary (approximately 9-14 years).  
 

Beneficiaries 
Students that present a diagnosis compatible with any Learning Disorder, 
mostly related to reading skills. 

 

 

Name of the Module: CLASSROOM MANAGEMENT 

Theoretical contents 

 
Definition of the classroom management concept and its importance in 
learning environments. Definition of management styles. 
Revision of 
Recommendations on the development of relational skills. 
 

Practical proposals ----- 

Age range of the 
students involved 

Mandatory education (usually 3-16 years old) 
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Beneficiaries All students. 

 

 

 

 

 

SUMMARY 

This module has served the purpose of contextualizing the Melody project and the rest of the 

modules. Defining, on one hand, the learning disorders – as the core of the project – and, on the 

other hand, the international legislative framework where the educational measures develop. 

At the end of the module, a short description of the rest of the modules is provided in order that 

teachers can navigate through them more easily 

SELF ASSESSMENT 

The goal of this section is to assess the new knowledge acquired after the realization of the module, 

the questions should be related to the objectives stated at the beginning of the chapter. 

 

a) My knowledge of the definition of Learning Disorders has improved. 

b) I could recognize some of the signs associated to Learning Disorders on my students. 

c) I could easily use the given resources to further develop my knowledge of LD. 

d) I now have a further knowledge of the international laws regarding education. 
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NOTES and OBSERVATIONS 
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Mentoring 

 
 

 

Key concepts: Mentoring Theory and Practice, the Mentoring Relationship, the Mentoring Process  

 

Mentoring Theory and Practice 
What is Mentoring? 

Mentoring is a confidential partnership between two people, based on understanding and trust.  Its 

fundamental  aim is to build capability and self-reliance in the mentee.   

 

Mentoring is a positive developmental relationship, which is driven primarily by the mentee, and 

through which the mentee can take responsibility for their development.   

 

Mentoring can also be described as a ‘two-way learning relationship’ providing opportunities for the 

mentor to learn - and for the school to benefit. 

 

REDUCING THE RISK OF EARLY SCHOOL LEAVING IN STUDENTS 

WITH LEARNING DISORDERS THROUGH MENTORING 

OBJECTIVES 

The main objectives of this chapter are: 

• Explore the concept of Mentoring 

• to examine the nature of mentoring; the roles of the mentor (the teacher) and the mentee 

(The young person with a Learning Disorder who is at risk of Early School Leaving (ESL)  

• Exploring relevant mentoring skills 

• Identify the mentor’s expectations 

• Establish boundaries for the relationship: exploring the issues of confidentiality and trust 

• Identifying mechanisms for managing the initial mentoring contact and the techniques for 

building rapport  

• Ending the mentoring relationship positively 
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Mentoring can be formal, informal or peer. 

Informal Mentoring 

is when a partnership forms between a senior member of staff and a junior member of staff / an 

experienced member of staff with a less experienced one without intervention, planning or 

management from the institution.   The aim of the mentoring arrangement is to assist the less 

experienced / junior member of staff in developing work and/or career-relevant skills through exposure 

to work and learning opportunities. 

 

Formal Mentoring 

is when the organisation recruits participants to a mentoring programme, with varying degrees of 

support for the partnership in terms of management and training.  In some mentoring programmes the 

organisation assigns mentors while in others the mentee makes the selection.  In some formal 

programmes guidance may be provided about the location, duration and frequency of meetings 

 

Peer mentoring 

is where the mentor and the mentee work at the same level and the mentor supports a new employee, 

or student, either in a formal or informal capacity.  The lack of hierarchy in peer mentoring has been 

found to support communication and collaboration for effective learning, information sharing, 

emotional support and friendship.  This approach is commonly used in Higher Education 
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The role of the mentor 

 

 
“Mentoring is a partnership between two people built on trust.  It is a process in which the mentor offers 

on-going support and developmental opportunities to the mentee.  Addressing issues and blockages 

identified by the mentee, the mentor offers guidance, counselling and support in the form of pragmatic 

and objective assistance.  Both share a common purpose of developing a strong two-way learning 

relationship.” 1  

 

The Characteristics of Mentoring 

Whilst mentoring can be both formal or informal and used to meet a range of developmental needs, 

most mentoring approaches share common characteristics; mentoring is generally: 

Offline  

The Mentor is someone from outside the Mentee’s reporting hierarchy – that is neither person has 

authority over the other 

 

 
1 Jenny Sweeney, Keele University 

Help the Mentee 
explore their 

current 
challenges

Talk through 
with the Mentee 

their

Choices and 
Options

Discuss with the 
Mentee what 
the Possible 
Outcomes of 
these options 

may be

Help the Mentee 
establish which 
Solution they 

will take forward 
and their next 

steps
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One person to another 

Mentoring is a partnership to which the mentor brings relevant experience, expertise and knowledge 

Confidential 

The issues between Mentor and Mentee are confidential 

Mentee-driven 

The Mentee should take the initiative in the relationship – and responsibilities for actions taken is the 

Mentee’s. 

 

Person-Focused 

The mentoring relationship is focused on the development of the Mentee so they can make significant 

changes/transitions 

 

For a mentoring relationship to be effective, the relationship between the Mentor and the Mentee is 

very  important.  Mentoring works best when: 

 

 
 

A key outcome for all mentoring relationships is that the Mentee will begin to view things differently; 

the relationship promotes change in the Mentee, supporting them towards a new vision of what is 
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possible.  The Mentor is not there to sort out the Mentee’s problems, but to help the Mentee to explore 

the issues and to help plan ways to navigate through them.  Using skillful questioning and listening 

techniques, the Mentor will help the Mentee to clarify their ‘world view’ while bringing an additional 

and impartial view on the Mentee’s issues. 

 

In the context of a developmental approach mentoring can be described as: 

• A relationship at a distance 

• Offered by one to another with a degree of freedom of choice 

• Recognized and understood by both 

• Centred on a significant transition in activity, role expertise or understanding 

 

A key skill for a Mentor is their ability to identify the most appropriate source of help and support 

required by the Mentee and where appropriate to be able to refer the Mentee on to additional or 

alternative help if this cannot be provided through a mentoring relationship. 

 

The Spectrum of Mentoring Approaches 

 

 

 

 
 

 

COACHING GUARDING

NETWORKING COUNSELLING

DIRECTIVE 

NURTURING 

NON-DIRECTIVE 

DIRECTIVE 
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Development mentoring sits most appropriately within the non-directive area of the mentoring 

spectrum the Mentor will need to be able to use both stretching and nurturing approaches when 

required. An effective Mentor will adjust their approach to meet the needs of the Mentee at any point 

during the relationship. 

 

The following diagram illustrates different approaches that may be utilized during developmental 

mentoring. 

 

 

Directive and non-directive behaviour within Mentoring 

 

 

 
 

 

PUSH

•Solving someone's 
problem for them

Telling

Instructing

Giving Advice Offering Guidance

Giving Feedback

Making 
Suggestions

Asking Questions 
to raise 

Awareness
Summarising

Paraphrasing

Reflecting

Listening

PULL

•Helping Someone 
solve their own 
problem
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The Principles of Mentoring 

 

 

Mentoring
• Is about learning 

not teaching

The Mentee
• Drives the 

mentoring agenda

Engagement
• Of the Mentee is 

voluntary

Relationship

• Is confidential

• Non-directive

• Built on trust and 
mutual respect

The Mentor

• Empowers the 
Mentee to take 
responsibility for 
their own learning 
and development
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Mentoring Models 
 

3-Stage Model of the Mentoring Process 

 

This model is adapted from Gerard Egan’s ‘The Skilled Helper’2 model 

 

 
 

This model can be used to: 

 

 
2 Adapted from the ‘Skilled Helper’ model; Egan, G. The Skilled Helper, Wadsworth Publishing 2009  

Exploration

One
New 
Understanding

Two
Action 
Planning

Three

FURTHER INFORMATION 

Please refer to the EMCC (European Mentoring and Coaching Council) Global Code of Ethics for 

Coaches, Mentors and Supervisors https://www.emccouncil.org/quality/ethics/  You can download 

the code here: https://emcc1.app.box.com/s/8s3tsveqieq6vr6n2itb0p9mpsxgcncd  

https://www.emccouncil.org/quality/ethics/
https://emcc1.app.box.com/s/8s3tsveqieq6vr6n2itb0p9mpsxgcncd
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1. To reflect on the mentoring process and for the Mentor to assess their mentoring performance  

2. As a schedule for a mentoring meeting to work through in stages 

3. As a ‘map’ of the mentoring process – to identify what has been achieved/covered and what 

needs further attention/work 

4. To review the mentoring relationship over time, as the mentee moves towards achieving the 

goals identified earlier in the relationship 

5. To enhance shared understanding of the mentoring process and relationship, and to develop 

the Mentee’s ability to use the model independently. 

 

 

At each stage in the model these areas are considered: 

 
A mentoring discussion may consist of one key discussion theme during an individual session with the 

model utilized sequentially.  During future meetings the model can be worked through several different 

times for different topics – alternatively a topic can be discussed over a number of meetings with the 

approach worked across and around a number of meetings.  

 

 

 

 

 

 

Strategies 
for the 
Mentor

The 
Method 

appropriate 
to the stage 

in the 
Process

Tips on how 
to get 

maximum 
benefit 

during each 
stage

Potential 
Questions 

and 
Comments 
appropriate 

to each 
stage
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Stage 1  Exploration 

 

 
The Mentor takes the lead in establishing rapport with their mentee and creating an environment that 

encourages exploration. The Mentor demonstrates commitment to the Mentee, the mentoring 

process and the mentoring relationship. 

 

The Mentor needs to give the process time and patience – action plans often fall apart when they are 

rushed and insufficient exploration results in faulty understanding in stage 2 leading to inappropriate 

plans. 

 

The Mentor role is to help the Mentee to arrive at their own answers 

 

 

Strategies for the 
Mentor

•Take the lead by 
listening

•Pay attention to 
the relationship 
and develop it

•Clarify the aimes 
and objectives of 
the mentoring

•Support the 
exploration

Methods

•Negotiate an 
agenda

•Listen carefully

•Ask open questions

•Summarise

SAMPLE QUESTIONS AND COMMENTS DURING STAGE ONE  

• “Shall we start by recapping on our last meeting?” 

• “What would you like to talk about today?” 

• “Let’s explore this issue some more” 

• “Tell me about your experience of…..” 

• “ What I understand you to be saying is…. (paraphrase/summarize) …. Does this seem right?” 

• “You have said very little about [issue] but that seems to be key to the issue we are discussing” 
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Stage one does not have a set timescale; the Mentor needs to think about they time they will need to 

explore the issues to enable them to assess progress, 

 

Stage 2 New understanding 

 

 
Stage 2 is the turning point in the process. New understanding is experienced in different ways 

depending on the Mentee and the importance of the issue in hand.  The Mentor needs to be flexible 

and resourceful, ready to progress or stop and reflect empathetically and constructively with the 

Mentee. 

 

New understanding releases new energy; this can be exciting.  It is important for the Mentor to offer 

encouragement to the Mentee when they being to see things differently; progress can be rapid  but 

should not be rushed.  The issues may be uncomfortable for the Mentee and they may be resistant; 

this can result in progress being slow and inconsistent.  This could identify the need for further 

exploration.  The Mentor needs to be supportive and sensitive when the Mentee is resistant – this 

encourages the Mentee to be receptive and able to learn. 

 

It is important for the Mentor to challenge positively by this we mean referring to the Mentee’s 

achievements, their positive qualities and their potential as well as offering constructive criticism of 

their current behaviour, attitudes or perceptions; the areas that may be causing problems. Above all 

Strategies for the 
Mentor

• Support and 
understand

• Be constructive and 
positive

• Recognise strengths

• Establish priorities

• Identify 
development needs

Methods

• Listen and challenge

• Ask open and closed 
questions

• Summarise and 
clarify

• Give information 
and advice

• Share experiences 
and tell stories
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the Mentor needs to be patient. New learning can result in a Mentee feeling vulnerable; the Mentor 

can help the Mentee during exploration by sharing stories/experiences that they have. However, this 

needs to be done with a ‘light touch’ to ensure the Mentee is not distracted from their own agenda. 

The Mentor should reflect back and clarify what the Mentee has learned and the implications of new 

developmental needs, goals and aspirations. 

 

 

The timescale is dependent on experience, the nature and complexity of the issue and the quality of 

the mentoring conversations. 

 

Stage 3 Action Planning 

 

 

SAMPLE QUESTIONS AND COMMENTS DURING STAGE TWO  

• “What are your options here, and what are the possible consequences of doing x?” 

• “seeing that doing Y appears like a workable option, there is some useful information I could 

share with you” 

• “What is there to learn here? What do you think is the most important thing to work on now 

that you are seeing the situation differently?” 

• You have shown your commitment to the situation, but there are also things that you’ve done 

that you regret…. Is this a fair comment? 

• Well done, this feels like you have made a breakthrough.” 
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Plans are followed through when the Mentee owns the solution. The Mentor should offer advice and 

direction carefully. A Mentee’s commitment to change can be strengthened by clear agreements and 

target-setting. 

 

The Mentor will discuss progress with the Mentee. Not every meeting will end with an action plan. 

Sometimes the action will be to meet again, and this will be progress. Remember to affirm and 

celebrate success. 

 

 

Mentoring is not about “quick fixes” if it is to work well a longer-term view is essential. The quality of 

the action planning stage is critically linked to the quality of the first two stages. 

 

Strategies for the Mentor

• Examine options for 
action and their 
consequences

• Review the mentoring 
process and the 
relationship

• Negotiate an Action Plan

Methods

• Encourage new and 
creative ways of thinking

• Help to make decisions 
and solve problems

• Summarise and clarify

• Agree Action Plan

• Share experiences and 
tell stories

• Monitor progress and 
evaluate outcomes

• Coach

SAMPLE QUESTIONS AND COMMENTS DURING STAGE THREE  

• Now that you have decided to do Y is there anything you need to do first? 

• Let’s look at the advantages and disadvantages of this option” 

• “How can I help you do this?” 

• “Let’s talk about [the mentoring] as we agreed we would review after [ x ] time” 
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The 5 Cs model of mentoring 

 

The 5Cs  model of mentoring is adapted from the work of Mike Pegg3 and provides a ‘journey map’ for 

the facilitation of a structured mentoring session.  This model can be useful when the Mentor needs to 

help the Mentee to consider alternative ways for dealing with a challenging situation, helping the 

Mentee explore options. 

 

Mentoring Model 

 

 

 
3 Pegg, M. The Art of Mentoring, Management Books 2000 Ltd., 2003 



 

 

 

35 

 

 
The 5 Cs  model notes that mentoring works well when the Mentor can: 

• Facilitate the right balance between ‘Pulling and Pushing’ 

• Undertake practical and mental preparation for a mentoring session 

• Facilitate a structured approach to the mentoring session 

 

The Mentor starts where the Mentee is at and the learning is nurtured by two main methods Pulling 

and Pushing4 

 

 

Pulling 

 

Requires the Mentor to: 

• Offer a reflective space outside the normal school environment  

• Offer a safe space where the Mentee feels able to share their issues, interests and goals 

• Offer support by active listening, asking the right questions and drawing out the Mentee’s own 

responses to their problems and issues 

 

 

 
4 Pulling and Pushing is illustrated on Page 8 of this document 

CHALLENGES

CHOICES

CONSEQUENCES
CREATIVE 

SOLUTIONS

CONCLUSIONS
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Pushing 

 

Requires the Mentor to: 

• Offer stimulation to help the Mentee reflect in new or deeper ways, and to consider alternative 

perspectives 

• Offer challenge as well as creative ideas, knowledge, models, tools and wisdom 

• Offer ‘take away’ value that the Mentee finds relevant and of value 

 

Effective Mentors balance these two approaches; however, when in doubt they Pull rather than Push 

to ensure the Mentee remains in control and can fulfil their agenda. 

 

Working with the 5 Cs Model 

The structured approach provides possible questions appropriate to each stage of the 5 Cs model of 

Mentoring: 

Preparing for a Mentoring Session 

• What issues would you like to discuss in the session? 

• What are the key challenges you are currently facing? 

• What outcomes would you like to achieve? 

• What would make it a successful session? 

• Please can you e-mail the key challenges you would like to discuss during our (next) mentoring 

session? 

 

 

 

 

 

 

 

 

Challenges Stage Questions 

Opening Questions 

• What are your goals for the session? 

• What issues would you like to discuss? 

• What outcomes would you like to achieve? 

• What for you would make this a successful session? 
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• What are the key challenges you are currently facing? 

• What are the key things you need to focus on in the next week / month / semester / year? 

• What are the three key things you can do to give yourself the greatest chance of success? 

 

Exploratory Questions 

• Which is the first challenge you would like to explore? 

• Can you give me a picture of what is happening? 

• Can you give me a specific example? 

• What would you like to happen instead? 

• What would be a positive outcome? 

• What are the real results you would like to achieve? 

 

Before exploring this challenge more deeply, let’s revisit your own individual contribution to your work.   

 

• What are your strengths?  

• What do you enjoy doing?   

• What do you do best?   

• What is your picture of ‘perfection’?  

• How do you feel when you are engaged in activity that you do well / find meaningful?  

 

• If you are looking back in future years, what will you have done for you to consider your 

work / life to have been successful? 

 

Let’s go back and explore the first/next challenge you want to tackle. 

 

 

 

 

 

 

 

Choices Stage Questions 

Looking at the first challenge: 

 

• What do you see as the possible options you have for tackling the challenge? 

• What is Option A?  

What are the steps you would need to take if you followed this option?  
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• What do you see as Option B? 

What are the steps you would need to take if you followed this option? 

 

Every option has both pluses and minuses and later we will be considering these consequences.   

For the moment, however, let’s just explore what you see as all your possible options for tackling this 

challenge. 

 

• What do you see as Option C? Option D? Option E? 

 

• Can you think of any other options? 

• What else have you tried before? 

• What were the consequences? 

• Do you see any of these as possible options? 

• Is there anything we haven’t thought about so far?  If so, is there anything else you would 

like to add to the list of possibilities? 

 

 

Maintaining the status quo and doing nothing is sometimes an option.  Is this a possibility in your 

case?  

 

• If so, what do you think would happen if you did nothing? 

 

• Does this seem enough options?  

 

 If so, let’s go on to consider the consequences.  We can always come back later and add to the options. 

 

 

 

 

 

Consequences Stage Questions 

 

• What do you see as the pluses and minuses involved in pursuing Option A? 

• Are there any positives? 

• Are there any benefits that aren’t immediately obvious? 
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Let’s move on and consider the downside.  

• What do you see as the minuses of taking Option A?   

• Describe all the possible negatives. 

 

• What do you see as the possible pluses and minuses of pursuing Option B?  Option C? Option 

D?  Option E? 

 

Let’s build a complete picture of the consequences involved in pursuing the different options for 

tackling this challenge. 

 

We will soon be moving on to exploring some potential creative solutions.  But first I would like you to 

check your gut feeling for each of the possibilities you have described. 

 

Take a look at the different routes you can take: 

• How attractive do you find each of these options? 

 

Let’s rate the attractiveness of each of the options.  Do this on a scale of 0 to 10.   

• Take a minute to rate each of the possible solutions – and to consider why you have given 

them these ratings. 

Creative Solutions Questions 

Let’s take a helicopter view of your options and see if there are any possible creative solutions: 

• What are the real results you want to achieve? 

• How can you do your best to achieve these outcomes? 

• When do you want to achieve these outcomes? 

• Looking at the options you have created is it possible to take the best parts from each option 

and create a new road?  How would this look? 

 

Let’s look back for a moment and learn from your successful history. 

• Have you ever been in a similar situation in the past and managed it successfully? 

• What did you do that led to the successful outcome? 

• What are your successful patterns in life / school? 

• How can you follow these paths again in the future? 

 

Let’s explore what we can learn from best practice and positive models. 

• Are there any other people to your knowledge that have successfully managed this kind of 

challenge?  What did they do to manage it successfully? 

• How can you follow these principles in your own way? 
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Let’s imagine you had a blank sheet of paper.  What would you do if: 

• You could start all over again tomorrow? 

• You could do whatever you needed to fulfil your picture of the perfect outcome? 

• How can you follow these principles in this situation? 

 

Let’s focus on your best contribution: 

• What are your strengths? 

• How can you use these to tackle this challenge? 

• What help do you need from other people with other knowledge / expertise / networks  

 

Let’s focus on your key ‘sponsors’.   

• Who are your key sponsors? 

• How can you satisfy these people? 

• What support do you need from your sponsors? 

• How can you make a clear contract with them to ensure you satisfy your sponsors? 

 

Let’s conclude by exploring any other possibilities. 

• Looking at the challenge, is there anything else you can do? 

• Are there any ‘far out’ possibilities? Or possible imaginative solutions? 

 

Let’s settle on the route you want to pursue.   

• Looking at what we have discussed, what is your chosen option? 

• What must you do to make this happen? 

 

Finally, what is your back-up plan? 

• What do you want to do if your first option does not succeed? What are your second and 

third options? 

 

 

 

 

 

 

 

Conclusions Stage Questions 

 
Time to conclude what has emerged from the discussion and how you want to tackle the chosen 

challenge. 
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Let’s explore the option you have chosen: 

• What will be the pluses? 

• What will be the minuses? 

• How can you build on the pluses and minimize the minuses? 

• Bearing these consequences in mind, are you prepared to go ahead? 

 

Let’s move on to your Action Plan. 

• What steps must you take to reach your goals / outcomes? 

• How can you take these steps? 

• When do you want to begin? 

• What can you do to get some early successes? 

 

Make a list of the tasks and a timetable. 

 

Let’s conclude with a reality check.  On a scale of 0 to 10: 

 

• How much do you rate your desire to pursue this option? 

• How much do you rate the possibility of it being successful in reaching your goals? 

 

• What is the next challenge you would like to discuss? 

 

 

 

 

 

 

 

 

 

 

 

The 7 Cs Model of Mentoring 

This table maps the mentoring journey and the mentoring skills that are used at each stage. Awareness, 

understanding and experience of these skills and stages will enable those entering a mentoring 

relationship to approach the task with consciousness and clarity of purpose. 
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Stage Purpose Skills 

Contacting • Establish Rapport 
• Build a Relationship 

• Listening 
• Matching  
• Mirroring 
• Empathy 

Contracting • Agree Boundaries 
and contract 

• Establish (Initial) 
outcomes 

• Establish 
Responsibilities 

• Gain commitment to 
development/change 

• Questioning 
• Checking 
• Negotiating 
• Contracting 

Clarifying • Create Trust and 
Safety to allow 
disclosure 

• Increase 
understanding of 
issue(s) context and 
others 

• Identify ‘themes’ 

• Reflecting 
• Paraphrasing 
• Open Questioning 
• Prompting 
• Summarizing 

Challenging • Identify and work 
with 
themes/patterns 

• Encourage Mentee 
to consider options 

• Identify barriers and 
blockages 

• Support Exploration 

• Focusing 
• Defining 
• Confronting 
• Researching and 

Analyzing 
• Appraising 

Choosing • Widen options 
• Anticipate 

Consequences 
• Help move towards 

change/development 

• Problem-solving 
• Scenario Planning 
• Decision making 
• Contracting 

Changing • Enable individual to 
take ownership, 
learn and manage 

• Support the Change 
Process 

• Facilitate action 
• Mentor and evaluate 

the results and 

• Goal Setting 
• Action Planning 
• Rehearsing/Reflecting 
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manage the 
consequences 

Closure or re-
contracting 

• Bring the work and 
relationship to a 
close or establish a 
further contract 

• Review and evaluate 
the work done 
together 

• ‘Close’ the 
relationship 

• Managing endings 
• Reflection and 

Sharing 
• Providing Feedback 
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The GROW5 Model in Mentoring 

 

 
 

 

 
5 Adapted from Sir John Watmore’s  Coaching Framework for Leaders Source: 
https://www.performanceconsultants.com/wp-content/uploads/The-GROW-Model-infographic-sir-john-whitmore-
performance-consultants.pdf 

GOAL

•There are different levels of goals depending 
on how far in the future you are looking

Identify the inspirational goal to drive success 
and keep energy and motivation high

???

•What are you looking to achieve?

What do we want to get out of this meeting?

What's the bigger picture?
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REALITY

•Discuss the current situation and what barriers 
currently exist between now and the achievement 
of the goal

•Ask questions to help the individual to find their 
strengths

???

•What is the current situation?

•What qualities/resources do you have to help you?

•What are the internal/external obstacles ?

OPTIONS

•Explore the options for moving forward

•The more imaginative your questions the 
more likely the individual may have a 
breakthrough insight

???

•How would you tackle this if time wasn't a 
factor?

•What option appeals to you the most right 
now?

•What else could you do?
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The GROW model provides  an accessible  framework for a discussion that has a clear purpose and 

when a decision or way forward needs to be identified. 

 

The structure provided by the framework ensures that the discussion has a logical flow and that an 

appropriate amount of time and dialogue happens at each stage before moving on to the next. 

 

Whilst the framework is cyclical it is likely that the Mentor will go back and forward around the cycle; 

e.g.  when added contextual information has been identified in the Options or Will stages that will 

impact on the decision made and the way forward in dealing with the issue.  In this case the discussion 

will return to the Reality stage to explore the new information and its relevance and impact. 

 

 

 

 

 

 

 

 

 

WILL

•Agree specific actions and timeframe and set 
accountability and reporting

• Check in on committment level and revisit 
the earlier steps if it's lower than 8 out of 10!

???

•What will you do now?

•When will you do it?

•How will you know when you have been 
successful?

•How committed are you on a scale of 1 -10?
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E-Learning Module 
The GROW Model 

An overview of the GROW model has been provided in this document. 

The GROW model gives you as a Mentor a framework for conversations to have with your Mentee. 

 

GROW – An Accessible approach to structuring Mentoring 

 
   

G GOALS The goal is the end point, where the person wants to be. The 
goal has to be defined in such a way that it is very clear when 
they have achieved it. 

R REALITY The current reality is where they are now. What are the issues 
and the challenges, how far are they away from their goal? 

O OBSTACLES 
 
 
 
OPTIONS 

There will be obstacles stopping then getting from where they 
are now to where they want to go. If there were no obstacles, 
they would already have reached their goal. 
 
Once obstacles have been identified, they need to find ways 
of dealing with them if they are to make progress. These are 
the options. 

W WAY 
FORWARD 
 
WILL 

The options then need to be converted into action steps which 
will take them to their goal. These are the way forward. 
 
How likely is the person to do what they say they will? How 
can the likelihood of this be increased? 
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Task 1 

Use this space to write down what you understand to be the key stages of the GROW 

Mentoring Model 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

This video provides you an example of the GROW model in action: 

https://www.youtube.com/watch?v=6f3X2PEsV-Q  

 

 

 

 

 

 

 

https://www.youtube.com/watch?v=6f3X2PEsV-Q
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There are two distinct assertions that underpin the GROW mentoring model. 

 
This is key to enabling your Mentee to have their own insights. 

 

How to use GROW 
 

Use these steps to structure a mentoring session using the GROW model. 

 

One 

Establish the Goal 

 

As the young person’s Mentor, you need to look at what you want to change or do and then structure 

this towards a goal.  Be rigorous with this as this is a key step but remember: 

The answer to 
achieving results and 
overcoming issue(s) 

lies within individuals

People unlock their 
potential through being 

empowered to make 
decisions
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Your Mentee may find it difficult to set specific goals 

 

It can be useful to ask this type of question: 

How will you know when you have achieved this goal? How will you know 

that the problem or issue is solved? 

 

 

Goals need to be ‘SMART’ 

 

 

Task 2 

‘Jay’ 

Jay is 14 they have Dyspraxia6  and have been skipping the Wednesday afternoon Physical Education 

Classes and have not attended since the beginning of the new school term after the summer holidays; 

it is now late November.   

 

 Through your initial mentoring meeting with Jay they have shared with you that they feel embarrassed 

because they struggle at games, sometimes dropping or not being able to catch a ball when passed to 

them, stumbling or falling when running and not being able to hit the net with a ball or keep it in play.  

This has resulted in teasing (bullying?) from other students and being left to last when teams are being 

picked. 

 

a. From this information what do you see as Jay’s goal? 

 

 
6 Dyspraxia: Challenges with motor tasks, including hand-eye coordination and balance 

SPECIFIC

•Target a specific 
area for 
improvement

MEASURABLE

•quantify (or 
suggest) an 
indicator of 
progress

ACHIEVABLE

•What results can 
realistically be 
achieved, given 
available time 
and resources?

RELEVANT

•Does the 
outcome address 
the issue under 
discussion?

TIME-BASED

•When will the 
outcome be 
achieved?
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Use SMART to set this goal into a structure 

 

S 

M 

A 

R 

T 

 

 

Two 

Examine the Current Reality 

The role of the Mentor is to ask the Mentee to describe their current reality. It is important that the 

Mentor takes this step at a steady pace; this gives the Mentee time to think and reflect. 

 

This is a critical step – the Mentee’s  needs to assemble all the factors (information) i.e. their starting 

point that they need to reach their goal effectively. 

 

Discussion between the Mentee and the Mentor can result in the solution starting to emerge.  The 

Mentor will need to probe, asking supplementary  questions.  This will be the key focus of the 

Mentoring session with the Mentor being prepared to ask further questions to ensure that all areas are 

explored.   Questions for consideration in this step are: 

 

What is happening now (what, who, when and how often)? What is the effect or result of this? 

Have you already taken any steps towards your goal? 

Does this goal get in the way (conflict) with any other goals or objectives? 

 

Task 3 

Jay is currently removing their immediate  issue/problem by not attending the games classes.   

 

This does not mean that Jay does not want to participate in games because they prefer to do something 

else rather than attend the class, 

 

Jay is unhappy about participating in sports activities because the learning disorder they have affects 

their balance and hand-eye coordination. The impact of this is that their performance is  viewed by 

their peers as  ‘inept  or unfocused and someone who is letting the team down.’   
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b. Describe what a possible goal for Jay in relation to this issue might be. 

 

 

 

 

 

 

 

 

 

 

 

 

Three 

 

Explore the obstacles and options 

 
Once you have discussed the current reality it is time to consider the possible obstacles and options. 

This gives and opportunity for your Mentee and you to “thought-share”7 all the options. 

 

There will be obstacles for your Mentee that will stop them getting from where they are now to where 

they want to go – if there were no obstacles it’s likely they would have reached their goal. 

 

As the Mentor you will encourage the Mentee to suggest options first and then provide others that 

they may not have thought of. 

 

Questions for consideration in this step are: 

 

What are the advantages and disadvantages of each option? 

What would you do if you had all you required? 

 

Task 4 

 

 

 
7 Thought-share is used instead of the more commonly used term “brain-storm” which is considered inappropriate  
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A goal for Jay is to start attending the classes they have been missing and to participate in activities and 

not feel they were clumsy, not paying attention and letting the team down. 

 

c. Identify the possible options and the   potential obstacles in relation to each option.  

 

   

1 Option Obstacle 

 Example To attend 
classes but not get 
involved in team sports 
activities 

Example By not participating in 
team sports activities but attending 
Jay would be isolated from the 
group and could be ‘singled-out’ for 
this 

2 Option Obstacle 

   

3 Option Obstacle 

   

4 Option Obstacle 

   

 

Four 

 

Establish the will/way forward 

 

When the Mentee has examined the current reality and explored the options, they will have a good 

idea of how they can achieve the goal.  The next stage is to gain commitment to specific actions to 

establish will and motivation 

 
Questions for consideration in this step are: 

 

• What will you do now, and when? What else will you do? 

• When do you need to review progress? Daily, weekly, monthly? 

 

On a scale of 1 to 10 how likely are you to do what you say you will? 

 

What could be done to move this figure closer to 10? 
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Task 5 

 

Jay has identified an action that they need to meet with the games teacher/coach to: 

 

o  describe dyspraxia and how it affects them when participating in games 

o Explain how being seen as the “weakest link” in the team makes them feel and that they 

have been missing games because of this 

o Discuss with the games teacher/coach  how to address the issue 

 

 

d. To carry out this action plan: 

 

What are the immediate tasks that Jay needs to undertake?  (what is the information and planning 

that Jay needs to help them with this task?) 

 

 

Will they need help with this task? (can Jay arrange the meeting with the teacher on their own?) 

What are the potential obstacles to Jay achieving this task? 

 

Examples of Open Questions at each stage of the GROW model 

 

GOALS 

 

• What do you want to achieve? 

• Where do you want to be in x years? 

• What is your ideal picture of the future? 

• What do you want to be different in 6 months? 

• What do you want to be different by the end of today? 

• Why do you want to achieve this goal? 

• What will help you to achieve this goal? 
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REALITY 

 

• What is your current situation (versus goals you described)? 

• How do you know this is the problem/challenge?  

• What is happening now (what, who, when, and how often)?  

• What is the effect or result of this? 

• What have you done to change things? 

• What is working well right now? 

• What are your strengths? 

• What are your development needs?  

• What have you done to change things? 

• What do you feel about where you are now?  

• Does your goal conflict with any other goals/objectives? 

 

OBSTACLES AND OPTIONS 

 

• What choices do you have (to move towards your goal/s)? 

• Which ones are in your control? 

• Which ones are in your influence? 

• What else can you do? 

• What other options are there? 

• Who do you need to influence? 

• What resources do you need? 

• What would you do if you had all you required? 

• What if this or that constraint was removed. Would that change things? 

• What are the advantages and disadvantages of each option? 

• What factors/considerations will you use to weigh the options? 

• What do you need to stop doing to achieve this goal? 

• What do you need to start doing to achieve this goal? 

• What obstacles stand in your way? 

• What will happen if you stay as you are? 

 

WILL/WAY FORWARD 
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• How committed are you to making this work?  

• What will keep you on track and motivated?  

• What will stop you achieving this? 

• How can you overcome that? 

• How committed are you (on a scale of 1 -10)? 

• What will you do to get closer to 10?  

• What will you do now ? 

• How can you keep yourself motivated and on track? 

• How often do you need to review progress?  

• What is a useful first step? 
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Classroom Management 
 

 

 

 

Key concepts: Classroom Management, Learning Environment, Relational Skills, Learning Difficulties 

 

 

 

HOW TO CREATE A GOOD LEARNING ENVIRONMENT 

OBJECTIVES 

The main objectives of this chapter are: 

• Achieve a basic understanding of classroom management 

• Learn how to create a positive learning environment 

• Understand the importance of relational skills 

• Learn some practical tools to develop your relational skills 
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What is classroom management 

There have been several different approaches to defining what classroom management is, but most 

definitions have one thing in common, and that is the emphasis on the teacher as a leader for the class. 

Hence, the teacher needs to take charge and is the one with the responsibility for the classroom and 

learning environment.  

 

According to Carolyn Evertson and Carol Weinstein, the authors of Handbook of classroom 

management, classroom management can be defined as the actions the teacher does in order to create 

an environment that supports and facilitates both professional and social-emotional learning8. This is 

also supported by John Hattie9.  

 

This means that classroom management equals classroom environment, where both learning and 

social skills are important. Furthermore, the teacher is responsible for the learning environment. This 

also means that the teacher have a certain responsibility for poor motivation in students along with 

weak learning outcomes, also for problem behavior in class. However, this does not mean that the 

teacher is to blame for this, only that the teacher has an opportunity to influence students in a positive 

direction. 

 

Classroom management can be divide into three parts. First, it regards how the teacher organizes the 

classroom and the teaching. How is the classroom arranged, and does it invite all students to a good 

and effective learning environment? Moreover, does the teacher varies the lessons with individual and 

group work, classroom discussions, practical lessons and so on? These things clearly impacts the 

environment and the students’ learning. Second, classroom management addresses behavior issues. 

The teacher needs to set rules and regulations for behavior in the classroom, and most important of 

all, this needs to focus on preventing any problems instead of trying to put out fires. Classroom 

management is proactive and not reactive. Third, as mentioned earlier, good classroom management 

facilitates learning in the students. In addition to these three parts, it is important to mention that one 

of the most essential elements of classroom management is how the teacher builds relations with the 

students. Good teacher-student relations can prevent stress and negative emotions in the student. The 

essentials of teacher-student relations will be explained in depth later on.  

 

 

 
8 Evertson & Weinstein, 2013 
9 Hattie, 2012 
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Why classroom management 

Why is it necessary to focus on classroom management? Isn’t teachers supposed to just concentrate 

on teaching? First of all, if the class is poorly managed, it is not very likely that learning can take any 

place. If the students are misbehaving, they are not focused on learning. Second, for students with 

learning difficulties, it can actually have an indirect impact on preventing bullying and social exclusion, 

and also prevent early school leaving10. 

 

 

 

 

 

 

Creating a positive learning environment 

 

 

 
10 Læringsmiljøsenteret, 2015 

LINKS AND RESOURCES FOR FURTHER INFORMATION:  

Listen to professor Sigrun K. Ertesvåg from Læringsmiljøsenteret at the University of Stavanger give 

an introduction to classroom management here (in Norwegian). 

https://laringsmiljosenteret.uis.no/forskning-og-prosjekter/klasseledelse/ciesl-klasseledelse-teori-til-praksis/fagartikler/kva-er-klasseleiing-article116136-21629.html
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As mentioned before, teacher-student relations are easily recognized as an significant element of 

classroom management and an important key on how to create a positive learning environment. This 

also impacts on the relations between students, as the teacher is a crucial role model for the students, 

especially in social matters.  

 

Also, how the teacher leads the class regarding behavior issues is very important. A clear and 

predictable use of rules in the classroom helps students to learn how to behave, especially is this 

important for students with a problem behavior. According to Baumrind11 there are two dimensions 

for classroom management styles, control and warmth/involvement towards students.  These can be 

seen in the table below. 

 

 

 

 High warmth/involvement 

 

 

Low warmth/involvement 

 

 
11 Baumrind, 1971 
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High control 

 

 

 

Authoritative Authoritarian 

Low control 

 

 

 

Indulgent Permissive 

 

 

 

“The authoritative style is characterized by behavioral principles, high expectations of appropriate 

behavior, clear statements about why certain behaviors are acceptable and others not acceptable, and 

warm student-teacher relationships. 

The authoritarian style tends to be characterized by numerous behavioral regulations, is often seen as 

punitive and restrictive, and students have neither a say in their management, nor are they seen to 

need explanations; the teacher's character is sometimes perceived as being cold, even punishing. 

The permissive style is characterized by a lack of involvement, the environment is non-punitive, there 

are few demands on students, and there is a lot of freedom. 

The indulgent style presents an environment where there are no demands on the student of any sort, 

and the students are actively supported in their efforts to seek their own ends using any reasonable 

means.”12. 

 

The most sought after management style is the authoritative, where one is high on both control and 

warmth. This is the teacher who is clear and strict when it comes to classroom behaviors and following 

the rules, but also does this with empathy towards the students. This also helps students learn why it 

is important to behave the way they should, not only in order to avoid consequences as punishment or 

similar. In this matter, it is also essential that the teacher encourages what one would call prosocial 

behavior. It is vital to focus on behavior that is desired rather than negative behavior. This leads to 

students experiencing that they actually master the situation, which then again gives them motivation 

to upheld the desired behavior. A punitive, or authoritarian, management style focuses on what the 

student is unable to do. For students with learning difficulties this is a classic recipe for low motivation, 

which again leads to more behavior problems. The indulgent style is characterized by warmth and 

involvement towards students, which can be a good thing, but at the same time it sets no demands on 

 

 
12 Wenning, 1998 
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the students, or no expectations. This a long with the permissive style can lead to poorer social skills 

and unfortunate learning results. 

 

Another important, but often forgotten, element when creating a positive learning environment, is to 

have a decent collaboration with the parents or guardians for the students. The families of the students 

know them better than anyone, and can deeply influence how the student feels about school in 

general, and the teacher and class in particular.  
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What are relational skills 

Relational skills can be defined as skills, abilities, knowledge and attitudes that will establish, develop, 

maintain and repair relations between people13. This means that teachers need to be aware and focus 

on the quality of their communication in the classroom, and not just the school subjects. Furthermore, 

it is a set of skills and knowledge that the teacher needs to master and possess. Why is this important? 

Through research we can see that high-quality teacher-student relations can lead to more positive 

social-emotional outcomes for the students14. It also is important in preventing problem behavior in 

school.  

 

According to Spurkeland6 relational skills consist of several dimensions, where there are four that are 

extremely important: 

 

 

1. Human interest 

 

2. Trust 

 

3. Emotional maturity 

 

4. Performance support 

 

 

Human interest 

This puts the person in center, and is a foundation for all relational skills. It regards how one acts when 

meeting and communicating with others. For instance how you greet the students. The teacher needs 

to put the student in center of his or hers attention, this leads the student to feel recognized and 

appreciated. 

 

Trust 

Trust is the basis of any positive relation, and without it any relation will be weak and ineffective. It 

needs to be built on what Spurkeland calls natural authority, which is an authority built on relations, 

and not on power and positions. That is what he calls artificial authority, and will impact the relation in 

a negative way.  

 

 
13 Spurkeland, 2015 
14 Reeves & Mare, 2017 
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Emotional maturity 

Emotional maturity is a really important skill for teachers when creating relations with the students. It 

regards how one communicates with emotions. It is positive to show emotions in situations where it is 

appropriate. Teachers who are cold and who does not show any emotions will not be able to obtain a 

true and natural relation with the students. 

 

Performance support 

This does not only focus on improving performance, but first and foremost supporting students at the 

level and area they actually are. Spurkeland divides this into three areas: 

 

1. Help another person feel mentally stronger  

2. Help another person become more competent 

3. Help another person in realizing their strengths  

 

This means that the teacher needs to contribute to others development and outcomes. 

 

 

Developing relational skills 

The most important element in effective relational skills is that one regards the student as a whole 

person, and not just his or hers school work. In addition to school subjects, one have to take into 

account the family, interests and hobbies, background, and future thoughts the student may have. Be 

attentive to the students. You have to ask questions about these things, and be truly interested. This 

also requires a decent memory. For instance, if you ask a student what he or she is planning for the 

weekend, on Monday you have to ask follow up questions. This makes the student feel recognized and 

seen. 

 

As mentioned earlier, how you greet the students have a significantly impact on the relation to the 

student. It is good to use first names when addressing the students, and also have eye contact. Teachers 

who doesn’t greet properly when they communicate with the students will have fewer opportunities 

in building positive relations. Furthermore, you must be aware of your body language and how it may 

impact the relations with the students. Make sure it supports your communication, making your 

behavior predictable and comforting for the students. 

 

In building trust, it is important to also show that you trust the students. Give them responsibilities and 

trust that they can complete and fulfill the tasks. Give positive feedback when appropriate. Also, make 
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sure they understand that you enjoy spending time with them. This is hard to fake, and most students 

can easily see through it. Use humor and have fun! 

 

Much of the relational skills comes down to interpersonal skills and traits, but these are skills that can 

be trained and improved. It is crucial that you work on this systematically, and realize that it is an 

ongoing and dynamic process, that will change with different students and as you and your students 

grow and develops. 

 

 

 

 

 

 

 

 

 

 

  

SUMMARY 

In this chapter, you have learned about classroom management, how it impacts students 

development and learning, and how you can create a positive learning environment. Furthermore, 

the impact on relational skills have been emphasized as vital for an effective classroom management, 

and you have been given a few ideas on how to improve your own relational skills.  

SELF ASSESSMENT 

The goal of this section is to assess the new knowledge acquired after the realization of the module, 

the questions should be related to the objectives stated at the beginning of the chapter. 

 

e) My knowledge of classroom management has improved. 

f) I know how to create a positive learning environment in the classroom. 

g) I have a better understanding of relational skills and how to improve my own skills. 
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NOTES and OBSERVATIONS 

Write down any thoughts you may have after reading about classroom management and relational 

skills here: 
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“Ready To Read” 
A READING PROJECT 
 

MODULE’S OBJECTIVES 

The general aim of the Module is to help teachers to:  

- recognise different learning styles, 

- use different teaching styles, 

- activate diversified and individualised teaching strategies, 

- encourage meaningful learning, 

- identify suitable tools to make teaching accessible to all and make the study method more profitable. 

 

The specific learning aim of the Module is to provide teachers with a valid tool to: 

- apply different reading methods (functional and expressive) based on general and specific educational 

needs, 

- elaborate a “transversal reading mode” that can be used for all types of text and consequently also 

for all disciplines, 

- convey information, 

- stimulate and guide the students to recognise and identify the most important information. 

Key concepts: General learning disorders; specific learning disorders; quality of teaching; educational 

success and prevention; inclusion; metacognition; learning styles; reading strategies. 

 

 

Theoretical framework 

Introduction 
This Module can be applied to students with any generic learning disorder (LD), as the listed practices 

and methods will help all students with a LD to read more easily.  

Nevertheless, the push to develop the following contents started with the need for Italian teachers to 

find teaching aids, to help students with DSA (Specific Learning Disorder) learn to read. 

The remarkable growth of DSA (Specific Learning Disorder) certifications is a direct consequence of the 

law 170/2010 with which the school has assumed a role of greater responsibility towards the DSA 

students; in addition, the teacher training process and the growing teaching skills have led to an 

increase in the identification of suspected cases that are sent to the health facilities responsible for 

DSA certification. 

 

In order to promote learning in the most effective way, the teacher should: 

• starting from the knowledge of one's own cognitive styles that influence teaching methods. 



 

 

 

76 

 

• explore and make pupils learn about different cognitive and learning styles. 

• build knowledge in a shared way; this is a circular process in which the student also has an active 

role. 

• take into account the individual differences that underlie learning. 

Access to information is the first phase of any learning understood as knowledge acquisition: each 

person has his own way of learning; each learning style requires a streamlined, effective access to 

information that is suited to the needs and characteristics of the learner. 

 
Learning styles15 

• They are dynamic and promote adaptation, flexibility and negotiation; 

• They represent a constantly evolving global person; 

• Intervention on styles is closely linked to intervention on learning strategies. 
 

Meaningful learning16 

• It is a type of learning that allows knowledge to be given meaning, allowing the integration of new 

information with existing ones and the use of it in different contexts; 

• It allows to develop problem solving, critical thinking, meta-reflection skills and to transform 

knowledge into real competences; 

• It makes the students autonomous in their cognitive paths; 

• It is opposite to mechanical learning; 

• It uses the graphic representation of knowledge; 

• It forces the subject to reflect on the nature of the knowledge and on the relationships between them; 

• Has influenced J.D. Novak and D.B.Gowin to define the characteristics of a conceptual map; 

• Implies previous knowledge, significant material and an aware decision to learn; 

• It is based on constructivist theories and on the cognitive model; 

• In the student, the ability to re-elaborate personal knowledge to connect new knowledge with those 

already possessed must be sought and built; 

• The main cognitivist and constructivist authors who dealt with meaningful learning are Ausubel, 

Novak, Rogers, Jonassen. 

 

Metacognition and reading17 

Metacognition is an individual's awareness of his or her capacity and cognitive processes, and it can be 
broken down into 2 main components, Knowledge and Control. 
Examples: 

 

 
15 Anna Tramontano, “Corso alta formazione in Tutor Didattico”  26/01/2019 
16 See note 1 
17 See note 1 
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KNOWLEDGE 

• Purpose of reading 

• Reading strategies 

• Characteristics of the various text types. 
CONTROL 

• While carrying out a reading task to promote understanding. 
 

Reading as an evolutionary process 

What are the theoretical models of reading? The classical theoretical models see a progressive 

acquisition (by stages) of the reading-writing skills, that allow the students to read the words through 

two main ways: 

1. The evolutionary model of reading by Uta Frith (1985)18, indicates 4 stages of progressive 

acquisition of reading-writing skills: Logographic stage, alphabetical stage, orthographic stage, 

lexical stage; 

2. Max Coltheart's two-way reading model (1978)19 indicates a direct access (lexical access route) 

for known words and an indirect access (phonological access route) for those not immediately 

recognizable. 

 

Didactic aims and strategies 

The educational aim is focused on researching and proposing facilitating reading strategies for students 

with a learning disorder, to encourage a better understanding and development of the contents, thus 

achieving a higher educational result. 

 

The proposed method operates in two different directions: 

1) research and application of strategies to boost the motivation to learn, making the process 

effective; 

2) prevention, as an educational success can avert the possibility of early school leaving (ESL). 

 

The strategies proposed in this Module arise from different educational experiences, tested and 

applied to the entire class group to favour an inclusive process. 

These didactic experiences are suggested by the indications contained in the Lisbon Protocol 

concerning the key competences of citizenship: 

• Communication in the mother tongue, 

 

 
18 Uta Frith, (1985) Beneath the surface of developmental dyslexia. In K. E. Patterson, J. C. Marshall & M. Download 
at https://sites.google.com/site/utafrith/publications-1/reading-spelling-and-dyslexia   
19 Max Coltheart (1978). Lexical access in simple reading tasks. In Underwood, G. (Ed.), Strategies of 
Information Processing. London: Academic Press. 

https://sites.google.com/site/utafrith/publications-1/reading-spelling-and-dyslexia
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• Communication in foreign languages, 

• Mathematical competence and basic skills in science and technology, 

• Digital competences, 

• Learning to learn, 

• Social and civic skills, 

• Spirit of initiative and entrepreneurship, 

• Awareness and cultural expression. 

 

 

 

Understanding a text requires different operational processes: 

• Understanding the structure 

• Making inferences 

• Know how to make connections 

• Identify the text hierarchy 

• Insert the text into your mental models 

• Build a representation of the content, integrating old information with new information. 

 

 

 

School must encourage understanding of the texts, through various strategies: 

• favouring a silent reading because it is easier and faster (however, the experience suggests 
that the effectiveness of the strategy is very subjective as some students with LD become 
more distracted); 

DID YOU KNOW? 

The ability to read (which does not mean speed, but the ability to understand the content) affects all 

text typologies and involves all disciplines. 

Understanding the text through reading is the result of an activity that involves multiple levels of 

representation of the text, integrating the contents with the knowledge already possessed by the 

reader. 

REFLECTION 

Students with a learning disorder (LD) often have difficulty in completing a task because they don’t 

understand exactly what to do. 
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• favouring reading methods that allow the students to learn the general meaning of the text 
within which, then, they can make a more analytical and/or selective reading; 

Reading could then be turned into listening, using methods like: 

• to listen to someone who reads homework deliveries, questionnaires or tests; 

• to use digital books or vocabularies and voice synthesis; 

• to use concept maps and a simplified text. 

 

 

 

 

 

 

 

 

 

  

OPERATIONAL STRATEGIES FOR TEACHERS, TO HELP A SELECTIVE READING:  

1. stimulate questions before reading the text 

2. integrate reading with a voice synthesis  

3. simplify the tasks 

4. select and reduce educational materials (exercises, tests, etc.) 

5. cancel any kind of visual distractor, only detailing the section on which the student is 

working 

6. highlight the essential information 

7. provide a glossary of the specific language 

8. create a map 

9. use colours to highlight different communication levels 

10. use specific fonts (eg.: “black and white” font). 

 

  

SUMMARY 

This chapter summarized the theoretical framework that lies behind the practice described in the 

Module, while giving operational strategies and tools to the teachers for helping students with LD. 
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Operative tasks and exercises 

 

 

  

1)  STIMULATE QUESTIONS BEFORE READING THE TEXT  

When approaching a text, it is always a good idea to try to understand its general meaning and what 

is the content of the communication using the 5 W rule. 

This mainly concerns the understanding of narrative, expository, argumentative texts but it can also 

be applied to the understanding of regulatory texts, such as game regulations or deliveries of 

different nature. 

The 5W rule consists of asking yourself 5 questions: Who? What? Where? When? Why? 

The student can answer each question by tracking and highlighting each time the answer to the single 

question. This way, it is possible to select only the key information for the comprehension of a text 

(in this case news article), that makes the topic’s memorisation easier. 

 

EXAMPLE: ANALYSIS OF A NEWSPAPER ARTICLE.  

Read the text and identify the 5 W. 

Tourists robbed at the Trevi Fountain. 

A couple of boys aged 17 and 16, with a criminal record, were arrested by the Carabinieri at the San 

Lorenzo station on charges of aggravated theft. Both boys had become the nightmare of tourists 

visiting the Trevi Fountain in Rome. One young man approached the tourists distracting them, while 

the accomplice put his hands in their bags. Today, the last blow was fatal: the two approached an 

American tourist and took off his wallet. They then headed to a nearby street not noticing that a 

Carabinieri patrol had observed them during the theft. Promptly reached, the two were blocked. 

WHO? ………………………………………………………………………………………………………………………………  

WHAT? ………………………………………………………………………………………………………………………………  

WHERE? ………………………………………………………………………………………………………………………………  

WHEN? ………………………………………………………………………………………………………………………………  

WHY? ……………………………………………………………………………………………………………………………… 
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2) INTEGRATE READING WITH A VOICE SYNTHESIS  

The vocal synthesis helps to understand tasks or concepts and makes reading more effective, by 

supporting it with listening: the pupil can use an MP3 recorder to record the lesson or the song and 

listen to it again as needed, emphasizing the words on the text key. 

School textbooks often come with an audio CD or a registration code to access the contents online 

Below is an example from an Italian textbook for middle school, prepared for the audio version of 

the contents. The texts are marked by the headphone icon.  

IF APPLICABLE, INSERT AN IMAGE FROM A TEXTBOOK USED IN YOUR COUNTRY 
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3) SIMPLIFY THE TASKS 

Many tasks are difficult to understand because they contain too much information and the syntax is 

too complex; the teacher can present a text with the main information already underlined, or she/he 

can re-write the text, simplifying it. 

This strategy can be applied to any type of task, for example a grammatics exercise or a geometry 

problem. 

In the picture:  

Example n. 1 (ESEMPIO 1), the main information in the text (useful to understand the task) are 

underlined by the teacher;  

Example n. 2 (ESEMPIO 2), the teacher writes a synthesis of what the student is required to do.  

IF POSSIBLE, INSERT AN IMAGE FROM A TEXTBOOK USED IN YOUR COUNTRY 
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4) SELECT AND REDUCE THE EDUCATIONAL MATERIALS  

 

This strategy allows the teachers to give a small amount of work to the students, not compromising 

the quality of the results. 

 

Example: the teacher gives the students a homework based on a series of grammatical exercises. The 

student with a LD can be asked to perform only a half of each exercise, in order to work on their skills 

in the same way as the other students, avoiding the fatigue due to an excessive amount of work. 
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5) CANCEL ANY VISUAL DISTRACTOR  

 

In order to help the student’s focus, it is possible to highlight the text’s section on which the student 

is working by “isolating” it, ie. covering the remaining text. It can be done using a blanck sheet, or 

folding the book so as to leave readable only the page of interest. 
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6) HIGHLIGHT THE ESSENTIAL INFORMATION  

 

An adolescent with LD finds difficult to identify the essential information in a text or a task.  

The teacher can outline the important information with a highlighter, supporting them with images. 
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7) PROVIDE A GLOSSARY OF THE SPECIFIC LANGUAGE  

 

From the lower secondary school (age 11-14), the study of different disciplines require a specific 

vocabulary, which is often difficult to understand and use for a student with LD. 

It may be useful to provide a glossary of specific terms on the topic, in order to help the students to 

become familiar with new words.  

In the following picture, there is a glossary model applicable to any area, that can be created in the 

form of a map or as a simple list of words.  

SEE ATTACHED PAGE FROM AN ITALIAN SCHOOLBOOK, WITH A GLOSSARY OF WORDS RELATED TO A 

SUBJECT. IF APPLICABLE, USE AN IMAGE FROM A TEXTBOOK OF YOUR COUNTRY. 
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8) DRAW A MAP 

 

The concept map helps all the students, and in particular those with LD, to visually focus essential 

information. 

The teacher can provide: 

• already prepared maps, 

• maps lacking some information, that the student will complete with the help of the text 

whose keywords have been highlighted. 

 

Table 1: already prepared maps 

 
 

Table 2: In this map, the book (or the teacher) omits some information and/or definitions, that the 

student will have to insert by deducing them from the written text. IF POSSIBLE, INSERT AN IMAGE 

FROM A TEXTBOOK USED IN YOUR COUNTRY 
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Parents Engagement 
MENTORING FOR PARENTS  

 

Key concepts: Learning Environment, Parents Engagement, Empowerement, Mentoring For Parents  

 

 

 

Theoretical framework   

School and family should form a team in the process of educating children and young people, it is no 

good for the school to have good educational planning if at home the child / young person does not 

have family support for the continuation of school learning (Dessen & Polonia 2005, quoted by Silva & 

Moreira, 2013). 

Successful parental engagement programs aim to: 

• make families active participants in the life of the school,  

• ensure parents feel welcomed and connected,  

• engage families in meaningful communication about student learning,  

• empower families to be effective advocates 

OBJECTIVES 

The main objectives of this module are:  

− To improve the quality of the education  

− To help schools and teachers build parent teams. 

− To strength the family-school relationship. 

− To support the families through the learning process. 

REFLECTION 

Some parents feel anxious about reading to their children, particularly if they struggle with their own 

literacy skills. Others worry that they can’t afford the same sort of books or trips out that other 

families can. Schools also do not always know how they can work with families most effectively.  

Sir Kevan Collins 
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• connect students and their families to expanded learning opportunities. 

When there is family engagement, not only there are better school outcomes, but there are also 

“differences in behavior and attitudes,” students are more committed and not prone to deviant 

behavior (alcohol, drugs or violent behavior). 

 

Research shows that increased parent engagement increases student attendance, credit attainment, 

academic achievement, behavior and social skills.20 

 

There are three major theories related to parent engagement:  

- Piaget’s Cognitive Development Theory; 

- Vygotsky’s Sociocultural Theory; 

- Bronfenbrenner’s Ecological Systems Theory.   

 

Cognitive Development Theory  

Jean Piaget proposed a theory of cognitive development in children and emphasized the constructive 

role of experience with peers and family members. To Piaget, cognitive development was a progressive 

reorganization of mental processes because of biological maturation and environmental experience.  

The goal of the theory is to explain the mechanisms and processes by which the infant, and then the 

child, develops into an individual who can reason and think using hypotheses.   

 

Children are born with a very basic mental structure (genetically inherited and evolved) on which all 

subsequent learning and knowledge are based. As they grow older, children become active learners 

with a constant drive to match their internal constructions (their view of the real world) and external 

constructions (the external realities they face it their surroundings) (Piaget, 1981). They assimilate new 

learning and accommodate their incorrect views of the world more quickly if they are more actively 

involved with family, people and things in their surroundings. They also learn best when they have 

 

 
20 CommunitySchoolsToolkit-CPD-CEJ.pdf 
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opportunities to interact with their environments, and particularly with their parents who are a vital 

part of children's environments (Athey, 2007).  

In this way, this theory supports the idea that parent´s engagement is a crucial factor in children's 

development and achievement. 

 

 

Sociocultural Theory  

Lev Vygotsky emphasized the relationship between human beings and their environment, both physical 

and social, in his Sociocultural Theory. Vygotsky states cognitive development stems from social 

interactions from guided learning within the zone of proximal development as children and their 

partner's co-construct knowledge.  

 

Vygotsky's theory differs from that of Piaget: 

- more emphasis on culture affecting cognitive development; 

-  more emphasis on social factors contributing to cognitive development; 

- more (and different) emphasis on the role of language in cognitive development 

- adults are an important source of cognitive development. 

 

In Vygotsky's theory, the environment in which children grow up will influence how they think and 

what about they think. The interaction between children and their family members in the community 

is so important for their learning and development because their first teacher is the family and their 

first learning takes place in the community. 

 

EXAMPLE 

Parent engagement activities such as practicing interactive homework creates opportunities for 

students to interact meaningfully with their parents such that children construct their knowledge 

within both a social and physical environment through this process (Bailey, Silvern, Brabham, & 

Ross, 2004). 
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Vygotsky focused on the internationalization of knowledge (knowing how) by addressing the Zone of 

Proximal Development (ZPD) as a concept to argue that children have levels of problem-solving ability 

(Prior & Gerard, 2007).  

The ZPD is the area where the most sensitive instruction or guidance should be given - allowing the 

child to develop skills they will then use on their own - developing higher mental functions. 

 

 

However, he introduced another level that refers to the interaction with peers as an effective way of 

developing skills and strategies.  

 

Given the relationship between learning and development, his theory supports the idea that a child’s 

home life and the relation whit parents contribute greatly to the development and academic 

achievement.  

 

 

 Ecological Systems Theory  
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The Urie Bronfenbrenner’s Ecological Systems Theory emphasizes the importance of studying children 

in multiple environments, also known as ecological systems, in an attempt to understand their 

development. Children typically find themselves enmeshed in various ecosystems, from the most 

intimate home ecological system to the larger school system, and then to the most expansive system, 

which includes society and culture. Each of these ecological systems inevitably interact with and 

influence each other in all aspects of the children's lives. The ecological environment is pictured as a 

nested arrangement of concentric structures, with each of these structures contained within the next. 

 

This theoretical approach focuses on the developing child and the child’s interactions with people, 

objects, and symbols in “proximal processes” across multiple settings, contexts, and environments 

(Prior & Gerard, 2007). This model organizes contexts of development into five levels of external 

influence and these levels are categorized from the most intimate level to the broadest. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 Bronfenbrenner’s Ecological Systems Theory Levels: 
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- The microsystem is the smallest and most immediate environment in which children live. As 

such, the microsystem comprises the daily home, school or daycare, peer group and community 

environment of the children. This level is the closest to the child. Family members, classmates, 

teachers, and caregivers are some of the main settings that can be included in this definition. 

 

- The mesosystem connects the microsystem and exosystem. The mesosystem encompasses the 

interaction of the different microsystems that children find themselves in. It is, in essence, a 

system of microsystems and as such, involves linkages between home and school, between peer 

group and family, and between family and community. For example, if a child's parents are 

actively involved in the friendships of their child, they invite their child's friends over to their 

house from time to time and spend time with them, then the child's development is affected 

positively through harmony and like-mindedness. 

 

- The exosystem consists of one or more settings that do not involve the child as an active 

participant. Extended family members, parents' workplaces, local school boards, and the media 

are considered some of the settings and institutions at this level. These elements indirectly 

influence the child. For example, if extended family members support the parent 

psychologically and financially, this parent tends to have a more positive attitude at home. 

 

- The macrosystem is the largest and most distant collection of people and places to the children 

that still have significant influences on them. This ecological system is composed of the 

children’s cultural patterns and values, specifically their dominant beliefs and ideas, as well as 

political and economic systems. 

 

- The chronosystem adds the useful dimension of time, which demonstrates the influence of both 

change and constancy in the children's environments. The chronosystem may include a change 

in family structure, address, parents' employment status, as well as immense social changes 

such as economic cycles and wars. 
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Regarding on Bronfenbrenner’s theory, we can deduce that children’s school experience is not just 

made up of interactions between them and the school or teacher. It also includes a broader system 

involving parents, family, and community. As a result, understanding the influences of a child’s 

environment provides theoretical support for the idea of parent involvement in young children’s 

education. 

 

By analyzing the mentioned theories, we can conclude that it is essential that families actively 

participate in the educational process of their children, effectively performing their educational 

functions. The school should elucidate parents on how to do so, thus promoting parental attitudes in 

school. It is up to educators/teachers to promote countless possibilities for engagement and 

participation, the partnership between school and family is fundamental to the teaching-learning 

process of children. 

 

 

 

Parent Involvement Models  

 

To understand parent involvement in education, several models have been developed and are 

commonly used in the field. Some are more popular and considered more practical For example, 

Epstein and Hoover-Dempsey are two major figures are the most widely recognized and broadly used. 

 

The Model Epstein, a main figure in parent engagement research and practice, introduced six types of 

parent engagement:  

(1) parenting - helping all families establish supportive home environments for children as students; 

(2) communicating - establishing effective two-way communication about school programs and 

children’s progress; 

(3) volunteering - recruiting and organizing parent help and support at school, home, or other locations.  

LINKS AND RESOURCES FOR FURTHER INFORMATION:  

 

https://www.youtube.com/watch?v=IhcgYgx7aAA 

https://www.youtube.com/watch?time_continue=47&v=yY-SXM8f0gU&feature=emb_logo 

https://www.youtube.com/watch?v=HV4E05BnoI8 

 

 

https://www.youtube.com/watch?v=IhcgYgx7aAA
https://www.youtube.com/watch?time_continue=47&v=yY-SXM8f0gU&feature=emb_logo
https://www.youtube.com/watch?v=HV4E05BnoI8
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(4) learning at home - is providing information and ideas to families about how to help their children 

at home with their learning; 

(5) decision making - having parents serve as representatives and leaders on school committees; 

(6) collaborating with the community - identifying and integrating resources and services from the 

community to improve school programs. 

 

Epstein's parent engagement model is comprehensive and helpful, but it is more focused on educators' 

side of the process.  

 

 

 

 

 

 

The Model HooverDempsey and Sandler is more than a typology and helps researchers wanting to 

analyze the perceptions and beliefs of parents' engagement in their children's education, which is so 

important in their decisions and the entire parent engagement process. They presented a 

comprehensive model from the perspective of parents about the parent engagement process based 

on a psychological perspective. This model not only contends with specific types of parent engagement 

but also endeavors to explain why parents choose to be involved, how they choose specific forms of 

engagement, and how parent engagement makes a difference (Hoover-Dempsey & Sandler, 1995).  

 

LINKS AND RESOURCES FOR FURTHER INFORMATION:  

 

https://www.sps186.org/downloads/table/13040/6TypesJ.Epstien.pdf 

 

https://engagingparentsinschool.edublogs.org/2014/02/17/infographic-tips-for-teachers-on-family-

engagement/ 

 

 

 

EXAMPLE 

School staff, mainly teachers, can initiate most of the parent engagement activities as mentioned 

above. However, the main actor is the parent, for this reason, the parents' side needs to be a major 

domain in a model if their engagement is to be analyzed and enhanced. 

 

 

https://www.sps186.org/downloads/table/13040/6TypesJ.Epstien.pdf
https://engagingparentsinschool.edublogs.org/2014/02/17/infographic-tips-for-teachers-on-family-engagement/
https://engagingparentsinschool.edublogs.org/2014/02/17/infographic-tips-for-teachers-on-family-engagement/
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Hoover-Dempsey & Sandler Model 

 

 

 

 

While developing and revising this model their understanding of parent engagement practices included: 

 

• parent-child communication about schoolwork; 

• supervision of homework;  

• educational aspirations for children; 

• school contact and participation;  

• provision of school supplies;  

• parent-teacher conferences; 

• parent engagement in classroom volunteer work;  

• parent engagement in tutoring at home;   

• parent engagement in carrying out home instruction programs designed or suggested by 

teachers to supplement regular classroom instruction. 
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DID YOU KNOW? 

Parent involvement is often more of a "doing to," while engagement is a "doing with. 

 

 



 

 

 

103 

 

 

 

Parent Mentor Program is a holistic strategy to address equity gaps through supporting kids in 

classrooms, fostering deep and long-lasting parent-teacher relationships, providing a support network 

for parents to pursue their dreams, and eventually leveraging community resources and support for 

fully funded and culturally responsive schools.  21 

 

A Parent Mentor Program recognizes the link between the success of the school and the development 

of the community as a whole, providing an opportunity for parents to formalize their commitment 

through a written agreement in which they state what they would like to do and when they are 

available and also agree to be trained to be parents mentors. Often these parents are those that have 

liaisons and deep roots in their communities or have specific skills that are required to be parent’s 

leaders.  

 

Through these Parents Mentors schools improve their knowledge about families contexts through 

workshops in which the members of the students families, other caregivers and community members 

are empowered to work together and to make decisions that allow schools to access for example to 

the community resources often unknown to teachers. In other hand, Parents are more informed about 

School resources that are as well often unknown to parents (Clubs, Theater Group, Music Group, Dance 

Group, Support Classes…) 

 

Parents Mentors are useful for: 

• new parent support,  

• parent literacy and education programs,  

 

 
21 Illinois Statewide Parent Mentor Initiative 

EXAMPLES 

The Parent Mentor Program is a United States recognized parent engagement model that builds 

deep and lasting relationships between students, teachers, and parents. 
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• support and training for childcare providers, 

• develop peer-to-peer counseling to practice problem solving and communication skills. 

 

Key steps to organize a team of Parent Mentors 

 

1 – Examine which is the Model of Parents participation in your School; 

2 -Identify resources eg: School Parent Organizations, Parents clubs, Volunteering associations, Child 

Protection Commissions, Teachers Associations or other professional Associations … 

3 – Plan a training program for Parents to be Parents Mentors at your School and Community and all 

the Guidelines that can be useful to implement this model; 

4- Organize awareness sessions to explain to parents about the existence of this tool; how it can works 

and the advantages for students, school and the community; 

5 - Recruit approximately 10 parents per school and inform them about the written commitment and 

the Code of Ethics; 

6 - Welcome volunteers who want to use their skills and resources to help students succeed and are 

interested in searching for best practices of parent´s engagement that can be replicate and adapted to 

the context of their children's schools;  

7 – Implement the Training Program according the needs of your own School environment. 

 

 

 

 

 

 

 

 

 



 

 

 

105 

 

  



 

 

 

106 

 

Parent mentor training Objectives: 

 

 

EXAMPLES OF TRAINING CONTENTS: 

  

• How works the Education System; 

• National legislation; 

• The Special Education Process; 

• Family Literacy; 

• The Specific Learning Disorders and other learning difficulties; 

• The annual educational goals for the student; 

• The existing guidelines that allow parents to understand the methodologies and strategies to 

meet these goals; 

• The instructional and related services required to meet those goals; 

• Children language acquisition;  

• Life Skills 

 

The main objectives are:   

To be effective partners in the education system 

To provide knowledge and skills in the three areas of focus: 

• Leadership development to equip parent leaders and parent leadership organizations with 

skills and mindsets; 

• Education and information (improving the quality of information shared with families how 

schools run to develop effective communication tools, 

• Organizing action to create their own leadership plan to reduce barriers to learning at home, 

school or in their community.  

To ensure that parents have time to participate and prepare themselves for the school meetings.  

To create a safe space to voice parents’ concerns, to share ideas, ask questions, and engage. 

To learn how to set positive boundaries, establish healthy standards for behaviors and recognize 

warning signs of risky behavior. 
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 In 1993, the Department of Mental Health of the World Health Organization (WHO) defined a list of 

ten Life Skills, such as:   

1) Self-awareness includes our recognition of ourselves, of our character, of our strengths and 

weaknesses, desires and dislikes. Developing self-awareness can help us to recognize when we are 

stressed or feel under pressure. It is also often a prerequisite for effective communication and 

interpersonal relations, as well as for developing empathy for others.  

2) Empathy is the ability to act immediately in the mood or situation of another person, even in a 

situation that we may not be familiar. Empathy can improve social interactions, for example, in 

situations of ethnic or cultural diversity. Empathy can also help to encourage nurturing behavior 

towards people in need of care and assistance, or tolerance, as is the case of people with mental 

disorders, who may be stigmatized and ostracized by the people they depend upon for support.  

3) Critical thinking is an ability to analyze information and experiences in an objective manner. Critical 

thinking can contribute to health by helping us to recognize and assess the factors that influence 

attitudes and behavior, such as values, peer pressure, and the media.  

4) Creative thinking contributes to both decision-making and problem solving by enabling us to 

explore the available alternatives and various consequences of our actions or non-action. It helps us 

to look beyond our direct experience, and even if no problem is identified, or no decision is to be 

made, creative thinking can help us to respond adaptively and with flexibility to the situations of our 

daily lives.  

5) Decision making helps us to deal constructively with decision about our lives. This can have 

consequences for health if young people actively make decision about their actions in relation to 

health by assessing the different options, and what effects the different decision may have.  

6) Problem solving enables us to deal constructively with problems in our lives. Significant problems 

that are left unresolved can cause mental stress and give rise to accompanying physical strain.  

7) Effective communication means that we are able to express ourselves, both verbally and non-

verbally, in ways that are appropriate to our cultures and situations. This means being able to express 

opinions and desires, but also needs and fears. In addition, it may mean being able to ask for advice 

and help in a time of need.  

8) Interpersonal relationship skills help us to relate in positive ways with the people with we interact. 

This may mean being able to make and keep friendly relationships, which can be of great importance 

to our mental and social well-being. It may mean keeping good relations with family members, which 

are an important source of social support. It may also mean being able to end relationships not safe 

or constructive.  

9) Coping with stress is about recognizing the sources of stress in our lives, recognizing how this 

affects us, and acting in ways that help to control our levels of stress. This may mean that we take 

action to reduce the sources of stress, for example, by making changes to our physical environment 

or lifestyle. Alternatively, it may mean learning how to relax, so that tensions created by unavoidable 

stress do not give rise to health problems.   

10) Coping with emotions involves recognizing emotions in ourselves and in the others, being aware 

of how emotions influence behaviour, and being able to respond to emotions appropriately. Intense 

emotions, like anger or sorrow can have negative effects on our health if we do not react 

appropriately.  
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TRAINING FORMAT 

Workshop sessions 

• a maximum of 90 minutes in the end of the journey,  

• a flexible agenda that can be improved with parents contribution after the first Workshop,  

• teachers can be supported by other professional staff as facilitators, 

• tasks distribution among parents according their skills and interests. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

LINKS AND RESOURCES FOR FURTHER INFORMATION:  

 

University of Minnesota “Four Models of Parent Involvement Checklist” 

https://extension.umn.edu/parent-school-partnerships/four-models-parent-involvement 

 

 

 

https://extension.umn.edu/parent-school-partnerships/four-models-parent-involvement
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 LINKS AND RESOURCES FOR FURTHER INFORMATION:  

- National Center on Parent, Family, and Community Engagement: Strategies for Family Engagement:  

Attitudes and Practices 

- National College for School Leadership: How to involve hard-to-reach parents: encouraging 

meaningful parental involvement with schools, 2011 

- Activities to Promote Parent Involvement download at: 

-  https://www.educationworld.com/a_curr/curr200.shtml 

- Carson Middle School Proclamation & Certificates for School and Parents: The six slices of Parental 

involvement 

- Government Primary Schools Head Teachers’ Training: Training Guide  

- North American Division of Seventh-day Adventists Office of Education: Home and School Association 

Handbook, 2001 

- Office of Education North American Division of Seventh-day Adventists: Lifeline: A Handbook for 

Small School Success, 2011 

-  McQuiggan, M. and Megra, M. (2017). Parent and Family Involvement in Education: Results from 

the National Household Education Surveys Program of 2016 (NCES 2017-102). U.S. Department of 

Education. Washington 

- Project Appleseed: Strong families, Strong families, Strong schools.  

- Project Appleseed: 35 Weeks of Family Engagement Activities  

- mhtconsult: Stronger Children – Less Violence 2: Teacher´s Handbook, 2015,  Erasmus+ Programme  

- Ferguson, C. (2009). A Toolkit for Title I Parental Involvement. Austin, TX: SEDL, 2009 

- Freitas, L. C., Del Prette, Z. A. P. (2013). Habilidades sociais de crianças com diferentes necessidades 

educacionais especiais: Avaliação e implicações para intervenção. Avances en Psicología 

Latinoamericana, vol. 31(2), pp. 344-362. 

-  

https://www.educationworld.com/a_curr/curr200.shtml
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LINKS AND RESOURCES FOR FURTHER I NFORMATION:  

- Unesco (2004): Toolkit for Creating Inclusive, Learning-Friendly Environments, 2015 

- The Hamilton Fish Institute on School and Community Violence & The National Mentoring Center at 

Northwest Regional Educational Laboratory: Training New Mentors, 2007 

- Tekin, K: Parent Involvement Revisited: Background, Theories, and Models, 2011 

- North, D.,Sherk, J:  Preparing Mentees for Success - a Program Manager’s Guide,  

- MENTOR/National Mentoring Partnership: How to build a successful Mentoring Program using the 

elements of Effective Practice 

- Illinois Service Resource Center: Parent Mentor Training, 2008 

- REACH Mentoring Program: Mentor Handbook 2019 

-  
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SUMMARY 

Research shows that increased parent engagement increases student attendance, credit attainment, 

academic achievement, behaviour and social skills. Teachers are aware of the different reasons for 

parent’s disengagement and the theories that support the advantages of parent’s participation. This 

module proposes the implementation of a tested model with positive results in student’s families 

from specific groups. The main objective of this proposal is propose to school and teachers a very 

flexible tool to improve parent’s participation by volunteering a small group of parents to train them 

for leadership and peer to peer mentoring. One of the advantages of this tool it comes from the need 

for no special resources other than the knowledge and skills of teachers, which in some way are 

transferred to parents and the parent’s skills that are hat are put at the service of the school. 
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9) USE COLOURS TO HIGHLIGHT DIFFERENT COMMUNICATION LEVELS  

 

This exercise allows to recognize and diversify the various levels of communication and information, 

according to the different recipients: the organisation by colours helps the communicative strategies 

and the use of the different linguistic registers. 
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10) USE SPECIFIC FONTS 

 

To help the readability of the text, students with LD usually use Arial and Verdana, which are so-

called High Readability Fonts. 

 

High Readability essentially acts on two levels: 

1. the removal of typographic barriers, 

2. the comprehensibility of the text. 

 

Breaking down typographic barriers, which are a concrete obstacle to accessing content, means 

adopting all those long-established criteria that make the page more "friendly" for those who face it: 

• unjustified text, with irregular length of lines to facilitate the passage from one line to another 

and to avoid division into syllables; 

• spaced paragraphs that offer readers easy to reach reading goals; 

• cream-colored paper that does not give reflections and a thickness that prevents 

transparency of the page; 

• the use of a specific print font which guarantees maximum clarity and helps to confuse the 

letters as little as possible. 

 

A GOOD PRACTICE: BIANCOENERO® FONT  

Biancoenero® is a font designed by an Italian team led by Umberto Mischi (graphic designer), with 

the advice of Alessandra Finzi (psychologist), Daniele Zanoni (expert in study methods in learning 

disorders) and Luciano Perondi (designer).  

Its peculiar characteristics makes it highly legible, especially due to the marked differentiation of pairs 

of characters which are generally very similar – and therefore more difficult to recognise by dyslexic 

subjects or those who in any case have difficulty in reading – as well as for the average width of letters 

and the greater spacing between words. 

 

On the Biancoenero® website it is possible to download the font for free.  

Link: http://www.biancoeneroedizioni.it/font/) 

http://www.biancoeneroedizioni.it/font/
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