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Abstract 

 

Struggling and weak students in English-as-a-Foreign-Language (EFL) are often grouped 

together at the beginning of junior high school in Israel, in 7th-grade. This results, in most cases, in 

tracking them to the lowest level of matriculation exam in English instead of providing an 

opportunity for growth. 

This study explores the complexity of these groups and of teaching them and analyses a success 

story, in order to examine the factors leading to success. The analysis produces a shortlist of 

methods, approaches, techniques, and strategies that can generate positive outcomes in such classes. 

The most important conclusion is the crucial importance of personalized learning as key to success. 

This system could also be adapted to other school subjects with similar groups of students. 

It should become an ongoing study, exploring similar success stories and following the students 

as they grow up to better understand which factors carry a long-term effect. 
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1. Introduction  

“I did not think I will be able to score so high in a test ever”, is a quote of an amazed student. 

“Thank you for letting me succeed”, was another quote of a student to the teacher. Indeed, there 

were many more quotes and behaviors identifying success by these struggling 1students, who are 

unaccustomed to success at school. For some of them, English is their weakest topic. The 

experience of growth and achievement in English class has quickly modified their self-esteem 

and perception of learning. 

The research is inspired by the positive psychology approach of Success Analysis. It is an 

approach focuses on analyzing the success in the students’ achievements, as well as their 

perception of their success and the effect of the success on the actual teaching practices. This 

approach also attempts to identify which were the most effective factors responsible for success. 

What worked best? 

The researcher is an EFL (English-as-a-foreign-language) teacher in junior high, in the center 

of Israel. She teaches grades 7 thru 9, including classes of gifted students and a class of struggling 

students. The class for the struggling students is generated about 7-10 days after the beginning 

of the school year, and after a screening test had been administered. It usually has up to 12 

students, with the lowest achievements in the test in their grade level. Their admittance to this 

special class should be approved by the teacher who had taught these students on the first several 

days of the school year, based on her or his impression of the subject students. This class is 

therefore comprised of students with a myriad of unrelated achievement barriers, such as low 

academic abilities, auditory or visual processing difficulties, attention deficit disorder, students 

with little or no exposure to English, those for whom English is learned as a 3rd and sometimes 

4th language, students from low-income low-education families, those with the  appearance of 

various learning disabilities, some bear the characteristics of special education students but have 

not been officially diagnosed. 

A similar class for struggling students exists in most junior high schools in Israel. It is 

sometimes referred to as “3rd level” and sometimes as “nonreaders”. In this school and this 

research, this class is referred to as the English Progress class. 

 Success Analysis is an approach whereby results of actions perceived as successful in 

particular focus areas are analyzed to reveal the underlying process. This research will focus on 

a retrospective look at the success story. (Rosenau, Gilat, 2014). 

                                                
1 struggling students explained in detail in section 2.3.1 of this paper 
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2. Literature  

2.1. Success Analysis 

Success Analysis is an approach focusing on the analysis of the results of actions 

perceived as successful in the particular professional area, for the purpose of revealing 

the underlying processes. This approach allows converting the implicit knowledge which 

is conveyed in the day to day work into an explicit well-organized actionable knowledge. 

This research is based on a retrospective look at the success story. (Gilat, Rosenau, 2014). 

While Success Analysis could be an ongoing process, in the current research it is based 

on a retrospective look at the case study. After choosing the success story, the success is 

described in detail, contributing factors are presented and the story-teller shares personal 

insights. Learning from success can leverage continuous professional learning. (Sykes, 

et al., 2014). 

The rational in analyzing success is to identify strengths, traits, and talents which feed 

success. 

The ten stages of the Success Analysis protocol, according to Sykes, Rosenfeld, Weiss 

(2006, Ministry of Education) are: 

1. Describe organizational context 

2. Identify success worth learning from and the area of success. 

3. A concise description of the success, in terms of before and after 

4. Identify positive outcomes of the success (objective, subjective) 

5. Identify negative side products of the success, the price of it 

6. Assessment of whether this is a success worth learning 

7. Detailing the actions that brought success 

8. Detecting turning points between the “before” and “after” 

9. Producing the main success producing actions (from the list on stage 7) 

10. Identify unresolved issues for continued learning. 

Learning from success is based on a reflective conversation between colleagues or 

partners who are stakeholders (direct or indirect) in the success analyzed. This research 

is using the LFS process but is not limited to it.  
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2.2. Teaching EFL in Israel 

English as a Foreign Language, or EFL, refers to learning and using English as an 

additional language in a non-English speaking country. English is being taught in Israel 

to children starting in the third grade (age 9) and quite frequently even before. One of the 

most important developments in the teaching of the English language in the last 

generations has been the shift from teaching a native language of other nations, like the 

US or UK, to teaching English as a global language, as a global means of communication 

(English Curriculum, 2018, Israel Ministry of Education). It is argued that speakers of 

English whose native tongue is another language vastly outnumber the English native 

speakers, and their relative number continues to grow. For most English learners it is no 

longer a foreign language but mainly an international language. 

An implication of this development is a growing importance, for all, of the knowledge 

of the English language. People will need to be able to use both spoken and written 

English so they can function and progress in their life, advance their professional 

business or academic careers, and enjoy travel, international entertainment, or use the 

Internet. (English Curriculum, 2018, Israel Ministry of Education). 

In Israel, it is perceived as a basic topic and a condition to achieving high school 

matriculation diploma, the Bagrut.  

The English language is quite widely known and spoken in Israel. It is used on signs 

and logos. On TV English speaking programs are rarely dubbed unless they are aimed at 

pre-school age. Otherwise, there are subtitles. But the reality is, that children in Israel are 

frequently exposed to the English language. The internet and digital games contribute 

even more to exposure. However, this should only stress the meaning of being “weak” 

or a struggling student in English, for a junior high school student. 

2.2.1. Teaching English to students with disabilities 

In 2008 the English inspectorate in the Israeli Ministry of Education published 

a paper titled “Adapting the English Curriculum for Students with Disabilities”. 

The general recommendation lists the following principles: 

1. Create a language-rich environment. 

2. Adjust teaching to the individual pace of each student. 

3. Offer success-oriented activities to the student. 

4. Plan instruction to include experiential activities. 
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5. Break down the learning assignments into subtasks, in keeping with the 

student’s needs. 

6. Vary activities within the lesson and from one lesson to another. 

7. Provide extensive drilling, memorization, and repetition of the learning 

material. 

8. Include many visual and tactile aids, such as pictures and objects while 

teaching. 

As stated in the document, these principles are not uniquely developed for 

students with learning disabilities. Students with disabilities commonly share 

learning difficulties, it could be in learning how to read or write, or a challenge 

in processing information and how quick and effective the processing is, and in 

addition kinesthetic, emotional and social difficulties that can affect their 

learning. The document stressed the assumption that these students are capable 

of acquiring knowledge and skills in the English language despite difficulties in 

various learning domains such as comprehension, abstract thinking, memory, 

retrieval, attention, and concentration, as well as motivation for learning. While 

the document relates to students with learning disabilities in a special education 

school or classroom, and to those who are included in a mixed class it is still 

useful for other contexts as well. Obviously, this document is not directed at the 

low ability or struggling students who are not formally or professionally 

diagnosed with learning disabilities, as is the case with most of the students in 

classes such as the class researched in this paper.  

Among the disabilities and difficulties that are present in the class studied here 

are behavioral disabilities, social/emotional disabilities and cognitive 

developmental delays, as explained in the document ‘Adapting the English 

Curriculum for Students with Disabilities’, The Ministry of Education, 

Jerusalem, 2008: 

● Behavioral disabilities - Students with behavioral disabilities are 

generally characterized by difficulties in self-control, hyperactivity or hyper-

introversion, deficits in attention and concentration and problems with 

organization. With average intelligence, their experiences in learning English 

will, therefore, be similar to those of students without behavioral disabilities, 

unless they suffer from Attention Deficit Disorder (ADD/HD), learning 

disabilities or social/emotional disabilities, or if gaps have widened due to 

absence from lessons.  
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● Students with social/emotional disabilities might have difficulties in 

complex psychological functioning relating to impulse control, emotional control 

and reality testing. In addition, the emotional disturbances may be accompanied 

by difficult or unexpected behaviors, such as difficulties in comprehending social 

cues and settings, attention deficits and difficulties in expressing emotions. In 

addition, extreme mood swings, resistance, compulsive behavior, and self-injury 

may occur.  

● Cognitive developmental delay - The intelligence of students with 

developmental or cognitive delays is below the norm. These students also often 

have difficulties in areas such as communication and developing independent 

learning and decision making. Their social skills are generally similar to those of 

their peers, but they may encounter difficulty in making judgments. Students with 

slight or moderate cognitive or developmental delays can learn functional English 

when special methods and teaching aids are employed. 

The main challenges in teaching this special population are teaching 

vocabulary and reading difficulties.  

The EFL related difficulties all students in the class present include indeed 

limited vocabulary and reading difficulties.  

2.3. Disabilities and Difficulties in Foreign Language Acquisition 

In a 2008 research titled “Foreign Language Learning Difficulties and Teaching 

Strategies” (Banks, 2008) the writer discusses research conducted into the unique 

difficulties in the acquisition of a foreign language. For normal students, he claims, the 

experience of learning a foreign language can be “an enriching and rewarding 

experience”. However, for the learning-disabled student, “it can be an unbelievably 

stressful and humiliating experience, the opposite of what is intended.” Indeed, 

researchers have been trying to get to the root of the specific foreign language learning 

difficulties. They have studied listening problems, native language differences, cognitive 

variables (such as language aptitude, individual differences, brain function, and 

pedagogical tasks assigned), and affective variables (such as anxiety, motivation, and 

personality). In recent years, some researchers have proposed the existence of an explicit 

“foreign language learning disability,” which prohibits some students from being able to 

become successful in language classes. Foreign language anxiety (Horwitz, 2010) has 

also been proposed. In a research published in 2006, however, Sparks ties native 

language learning to foreign language learning. In fact, one of the implications listed is 
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a recommendation for the early elementary grades teachers to teach the phonological and 

phonological/orthographic and grammatical systems of the native language directly so 

that students reach foreign language classes better prepared to learn another language.  

Sparks also suggests that knowing the phonological/orthographic systems of their native 

language may help students reach proficiency in foreign language and could be 

particularly beneficial for at-risk foreign language learners.  

Studies concerning FL learning have pointed out that the difficulties students have in 

foreign language learning may result from many different aspects of the learning 

situation as well as the student’s personal characteristics. (Brumen, 2014). Brumen 

headed a research in Slovenia, in LD students ages 9-15, who learn in inclusive classes. 

Referring to an official Slovenia’s Ministry of Education paper she quotes:  

“Primary and lower-secondary schools have to provide adaptations and additional 

professional support for pupils who have been officially diagnosed with more intensive 

learning difficulties. The children with learning difficulties are defined as a 

heterogeneous group of children who exhibit developmental delays in attention, 

memorization, thinking, coordination, communication, social abilities, and emotional 

maturation. Significant difficulties occur in the acquisition and use of reading, writing, 

orthographic/spelling and mathematical abilities (Official Gazette of the Republic of 

Slovenia, 2003).”  

Inclusive education is a term referred to when children, who were officially and 

professionally diagnosed as having learning difficulties, are put in a heterogeneous class, 

together with children who do not present learning difficulties. In such circumstances, 

the role of the teacher in the development of inclusive education is of essential 

importance. Therefore, professional teacher education and training is one of the priorities 

in all European countries (European Agency for Development in Special Needs 

Education, 2003 in Brumen, 2014). The study by Brumen (2014) in Slovenia points to a 

wide circle of support for FL teachers who are teaching LD students in an inclusive 

classroom. For example, special ed teachers could offer their support by helping develop 

appropriate methodologies and tools. Parents of the children in question could enhance 

their own children’s learning by collaborating with the FL teachers. Parental involvement 

has been mentioned in previous research papers as well. However, it is not always an 

option.  

Another aspect in FL difficulties is the learner’s belief. Liu (2018) defines learner 

belief as the idea that learners hold regarding learning English as a Foreign language. It 

is proposed the learner belief is composed of a set of beliefs, self-efficacy beliefs, belief 
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about foreign language aptitude, beliefs about the difficulty of language learning and 

beliefs about learning strategy. The constructing and shaping of learners’ beliefs are 

strongly affected by past experience. They reflect the instruction learners have 

experienced. Once the learners’ beliefs are shaped and constructed, they become rather 

stable and hard to change. They can walk along with the learner from the very beginning 

of learning EFL and into college education.  

This is a crucial factor to bear in mind in primary schools, where the teaching of 

English as a foreign language starts. 

In his research, conducted in Beijing, China, Liu (2018) argues that learners who use 

affective strategies to manage and control their emotions are more capable of developing 

stronger self-efficacy. He found that it is important to provide affective strategy 

instruction at the beginning (can be the beginning of each school year, but especially 

important at the beginning of teaching EFL) as it might be an effective approach to 

boosting learners’ self-efficacy. Another finding is that effort can produce a positive 

effect on EFL learners’ self-perception. This is because greater efforts usually result in a 

better learning outcome, which, in turn, promote greater self-efficacy among learners.  

Foreign language anxiety is found to be a significant contributor to changes in self-

efficacy belief. Liu (2018) counts three anxiety subtypes but stresses that fear of negative 

evaluation and test anxiety have the biggest influence on self-efficacy belief, in the 

second semester for college students. This is easy to understand as learners who are 

worried about taking tests and who are afraid of being negatively evaluated are not 

convinced that they can indeed learn English well. With the level of the two anxiety 

subtypes going down, learners’ self-efficacy grows stronger. Liu’s results indicate that 

anxiety alleviation may have a positive impact on learners’ self-efficacy. 

Among the different learning styles, tactile style and kinesthetic style contribute to 

variation in learner belief. The more the learners prefer to learn through body movement, 

the stronger self-efficacy belief they will develop. The other styles have no significant 

effect on self-efficacy beliefs. The tactile style has a negative influence on the change in 

the students' perceptions regarding the use of English for daily communication as 

contributing to English learning. Tactile learners like to learn English through 

manipulating resources with hands. It means they have to do, create, feel. So it is clear 

that learners who prefer learning through hands-on activities, would not favor a 

communicative learning process. This could shed a light on the incompatibility between 

tactile style and communicative learning in EFL classrooms. However, communicative 

learning in EFL classrooms normally involves few hands-on activities and so is not well 
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received by tactile learners. The new movement calling for applying maker activities into 

the language classes is best understood based on these findings. 

Learners’ beliefs about whether they can handle a task are closely associated with 

their past attempt to deal with similar tasks. Successful past attempts will reinforce 

learners’ beliefs in themselves while failed attempts may result in diminishing self-

efficacy. Integrative motivation has a positive effect on learners’ self-efficacy beliefs, 

which shows that learners with stronger integrative motivation are more inclined to 

develop self-efficacy during the second semester. The finding suggests that it might be 

an effective way to boost learners’ self-efficacy by cultivating their interests in foreign 

language and culture or encouraging them to be more engaged in foreign language 

communities in the second semester at college. It is important to remember that this is, 

however, a research focused on higher education students, which are older than the junior 

high students in the current research. 

Learners’ attitudes toward EFL teachers, EFL class and teaching methodology will 

influence their perception of their own language learning ability. The more favorable 

their attitudes are, the more they are convinced they can learn the language well. One 

possible reason is that learners believe that a good language learning environment is a 

prerequisite for mastering a foreign language. As a result, the learners satisfied with the 

external conditions tend to be more optimistic and confident about their own learning 

outcome. (Liu, 2018) 

At the other end, those less satisfied tend to be less confident about their foreign 

language learning abilities and this often leads these students to low achievements and a 

state of a constant struggle with this learning. 

2.3.1. What are struggling students?  

Not every struggling or weak student has learning disabilities. Some have 

various difficulties and challenges that cannot be identified or categorized as LD. 

Teachers are often impressed by the type of students who can quickly understand 

the material, work out after a first reading or give a great oral or written response 

to classroom prompts. In contrast, it is hard to be satisfied with the type of 

students who can hardly grasp the ideas despite the four-to-five time reading, or 

who simply give thoughtless replies. Students of the first type are given labels 

such as “successful, smart or proficient,” while the other type of students get 

labels as “weak, slow, struggling or less proficient.”  The students of the latter 

type are normally unaware of their thinking process. They fail to monitor their 
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learning processes. In other words, they lack the ability to drive their own 

learning. They do not know ‘how to learn’ or ‘what to do’ when they come up 

against challenging learning tasks. “It is accepted that successful learners possess 

metacognition - the conscious ability to recognize their knowledge, understand 

and have control over their own learning.”  (Thamraksa, 2005).   

Learners who can effectively use metacognitive strategies are aware of their 

own thinking as they perform a specific task and can use this awareness to control 

what they are doing. According to Anderson (2002 in Thamraksa, 2005), 

understanding and controlling cognitive processes is one of the most essential 

skills that classroom teachers can help learners develop. This means that in an 

EFL classroom, rather than focusing students’ attention solely on learning the 

language, teachers should teach metacognitive strategies to help students plan, 

control, and evaluate their learning. The basic metacognitive strategies that can 

lead to more effective learning, especially among the less proficient students, are: 

Preparing and planning for learning, selecting and using learning strategies, 

monitoring strategy use and evaluating one’s own learning. 

Weak learners could be well characterized by under-developed metacognitive 

functions. This is not a static situation, though.  

Over time, as metacognition develops, it becomes clearer. “The increasingly 

influential construct of metacognition can be conceptualized in a developmental 

framework. Young children’s dawning awareness of mental functions lies at one 

end of a developmental progression that eventuates in complex meta knowing 

capabilities that many adults do not master.” Kuhn (2000). Kuhn suggests that it 

is an important developmental and educational goal to raise “the metacognitive 

awareness of what one believes and how one knows” and to enhance “the 

metastrategic control in application of the strategies that process new 

information.” 

A good example of the role of metacognition can be found in a 2017 research 

conducted in France titled “Grammatical Attraction Error Detection in Children 

and Adolescents” (Lanoë, et Al. 2017). The research focuses on inflection errors 

in complex linguistic contexts. Those are mistakes in which the verb is 

erroneously made to agree with the preceding noun or pronoun and are known as 

“attraction” errors (Bock & Miller, 1991 in Lanoë et al., 2017). “These attraction 

errors have been shown to result from the automatization of the verb inflection 

rules in simple contexts (Fayol et al., 1999; Lanoë et al., 2016 in Lanoë, et Al. 
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2017).” It happens when children in elementary school learn that the letter “s” is 

associated with plural. In both English and French plural nouns (and pronouns in 

French) get “s” at the end, for example, book - books, in French “le livre” and 

“les livres”. Children are repeatedly exposed to this structure and over time it 

becomes an automated strategy so that the writer can determine instantly and 

without thinking the inflection of the word. It works well in most linguistic 

contexts. “It will help writers arrive at the correct spelling in simple sentences 

such as “the cat runs” and “the plants grow”. However, blindly applying it in 

complex contexts such as the “Noun 1 + Noun 2 + Verb” or “Singular subject 

pronoun + Plural pronoun + Verb” will lead to attraction errors.” (Lanoë et al., 

2017).  

Lanoë suggests that such errors result from an executive failure to inhibit the 

automated strategy. There is evidence suggesting that both children and adults 

who do better on general executive functioning tests (like working memory or 

fluid intelligence tests) make fewer attraction errors. (Lanoë et al., 2017). 

This executive function is a part of the metacognitive skills mentioned before. 

Metacognition is conceptualized and studied in an expanding context. 

“Metacognitive and metastrategic functions are being investigated within the 

domains of text comprehension, problem-solving, and reasoning, as well as 

memory.” (Kuhn, 2000). Almost 20 years after Kuhn wrote this, it is reasonable 

to say that metacognition is getting more important and meaningful in any process 

involving knowledge acquisition and learning, especially in an era that is richer 

in accessible information more than ever in history. 

The accessibility of information is only one factor which affects the attitude 

of children towards the school environment and role. Children’s perception of 

these affects the way they learn. There is a process called “school alienation” 

(SAL).  Just in 2018 Swiss researchers Tina Hascher and Andreas Hadjar wrote 

that “SAL is universally perceived as a serious problem for learners, teachers, 

and schools”. They believe that school alienation can possibly begin in the 

earliest grades and is especially relevant where adolescents are concerned. They 

explain that “over the school years, students develop negative attitudes towards 

school, which peak during secondary education.” Based on literature the 

researchers define school alienations as “a decreasing sense of belonging in terms 

of learning, teachers, and classmates at school.” (Hascher, Hadjar, 2018). Their 

research focuses on school alienation and they explain that they are interested in 
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this process which leads students to develop negative attitudes (including 

cognitive and affective components) and distance themselves from domains 

related to school. In their opinion, the reason school alienation is so problematic 

is the diversified and complex consequences for individuals, classrooms, schools, 

and societies. Such consequences may include behavioral disengagement from 

learning, deviant behavior, problematic educational paths, and school drop-out. 

The researchers claim that there is a real risk that school alienated children will 

not complete basic education. They also quote Kocayörük and Şimşek (2016, 3): 

“As a research subject, alienation is a more complicated phenomenon, as it has 

been conceptualized from different perspectives and takes on several meanings 

such as loss of self, apathy, anomie, loneliness, despair, isolation, and 

pessimism.” Many students who reach the class for the struggling students 

demonstrate symptoms of school alienation and this must be taken into 

consideration in designing their school experience. 

Another important aspect to discuss when talking about struggling students is 

self-esteem. It is very similar to “self-efficacy” previously discussed but is less 

about cognition and more about sentiment. It appears that many studies have 

investigated the relationship between self-esteem and the four English skills - 

speaking and writing, listening and reading comprehension.  

Touran Ahour and Zahra Hassanzadeh from Iran (2015) investigated the 

relationship between self-esteem, indirect strategy use and the oral language 

proficiency of Iranian intermediate EFL learners. Self-esteem, they mention, is 

often confused or mentioned with other ‘self’ expressions such as self-concept, 

self-efficacy, and self-confidence. All these have been tied in many research 

papers to EFL skills.  

They quote Kamarzarrin (1994), who evaluated the relationship between the 

EFL intermediate students' self-esteem and their speaking skills. He found a 

statistically significant correlation between the students' self-esteem and their 

verbal performance. They then mention, Oxford (1990) who ties suitable 

language learning strategies to learners’ self-esteem. The focus of their study is 

to detect such relationship “among Iranian female intermediate EFL learners’ 

implementations of using indirect strategies including meta-cognitive, affective, 

and social strategies, their oral language proficiency and the way they evaluate 

themselves.” (Ahour, Hassanzadeh, 2015). 
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The findings of this study clearly demonstrate that learners with higher levels 

of self-esteem presented better in a speaking test. Learners with higher self-

esteem have higher self-respect, stronger belief in their own abilities and perceive 

themselves as efficient and having the ability to achieve in learning English. This 

lays the basis for trying harder to execute skillfully while speaking English. Yet, 

those students with lower self-esteem believe that they do not achieve what they 

want in the language production because they do not possess the ability to 

communicate orally in English. (Ahour, Hassanzadeh, 2015). In other words, the 

belief in the ability leads to a degree of effort which in turn ends in the appropriate 

results. 

 The research findings show a clear relationship between utilizing indirect 

strategies and self-esteem. Higher self-esteem is based on past success, similarly 

to self-efficacy. It is a cycle: Those with higher self-esteem predict future success 

while those with low self-esteem presume to be unsuccessful. This results in 

higher self-esteem individuals trying harder, by utilizing indirect strategies, to 

gain more success, and the trying-harder affects their perception of the well-

deserved future success. The findings indicate that psychological factors such as 

self-esteem influence academic achievement, and specifically foreign language 

learners' oral proficiency. (Ahour, Hassanzadeh, 2015). 

There is a lot that teachers can do in the classroom to enhance students’ self- 

esteem. 

2.4. Foreign Language Teaching: Methodologies with LD, SN and 

struggling students 

There is an enormous number of methods and methodologies in the EFL classroom. 

Most of them relate to the heterogeneity of students in the classroom. Fewer studies focus 

specifically on LD/SN students or students who are especially weak or struggling, with 

the variety of attributes mentioned before. The following are a few noteworthy methods, 

relating specifically to this diversified community of struggling learners. 

The first methodology relates to teaching students’ metacognitive strategies. The 

suggestion is to include direct instruction, teacher modeling, and the application of 

metacognitive strategies. EFL teachers should incorporate into their teaching, activities 

that promote reflective practices along with the development of language. Such activities 

raise the students’ awareness of what happens during the language learning process. This 
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leads them to develop their metacognition and stronger learning skills. For example: 

Keeping a reflective journal or keeping a dialogue journal - an ongoing conversation 

between the student and the teacher. Talking about Thinking. Self-Questioning (before, 

during and after the learning process or task).  (Thamraksa, 2003).   

The second methodology relates to the thin line around challenging. In a study (Lin, 

2012) which investigated which level of reading should be assigned to which level of 

EFL learners, the findings suggested that i + 1 texts are not suitable for all English 

Proficiency groups, and texts should be selected after considering students' English 

Proficiency. Based on this study, it is recommended that low Proficiency students read 

texts of a difficulty below or matching their current English linguistic competence. Low 

English Proficiency students are beginning English readers, who are at the early stages 

of English linguistic development. It is suggested that these students would receive a 

level of text within which they can automatically recognize a large portion of the words 

and so they can engage in relatively fluent and comprehensive reading. The LEP students' 

reports of their difficulties indicate that most of them lacked a significant sight 

vocabulary and so could not read the text fluently. (Lin, 2012). The development of a 

large sight vocabulary is yet another important recommendation for teachers as it can 

lead to reading becoming automatic (Samuels, 1994 in Lin, 2012). 

Another study delved into “The Relationship between Teacher Expectations and 

Student Achievement in the Teaching of English as A Foreign Language” (Tsiplakides 

& Keramida, 2010). The research has identified that the expectations that teachers have 

for their students in relation to behavior and academic performance can have a strong 

impact on success in EFL/ESL learning since they can act as self-fulfilling prophecies 

(Zabel and Zabel, 1996 in Tsiplakides & Keramida, 2010). The effects of teacher 

expectations make an important affective variable in foreign language learning, but it is 

often overlooked. The research conclusion is that suitable and appropriate teacher 

behavior can communicate high expectations and boost student performance. 

They suggest several strategies, stressing that each teacher should develop their own 

for developing a positive, encouraging and supportive classroom climate. For example, 

teachers should be aware that they might form differential expectations for students based 

on external qualities and should avoid it. Similarly, expectations are often based on 

factors such as record files, colleagues, information from other teachers or even the 

family’s reputation. These should be put aside, and each student granted a clean slate. 

Teachers can communicate expectations for success by forming groups with students 

from all levels of language performance, and by not “marginalizing” low achievers. 
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There are other behaviors that can communicate low expectations, and teachers should 

be aware of them. For example, calling on low-achieving students less often to answer 

questions, providing fewer clues to low achievers when they cannot answer questions, 

rarely expressing personal interest in low achievers, making social comparisons between 

students in front of the classroom, and smiling less often to weak students, staying farther 

away physically, or avoiding eye contact with them. (Levin and Nolan, 1996 in 

Tsiplakides & Keramida, 2010). 

The article further suggests the following to promote communication of positive 

expectations: 

• Classroom culture in which language errors are seen as a normal  

• Cooperative learning 

• Effective praise and feedback focusing on effort and care  

• Criticism should be instructive  

• Portfolio assessment   

• Teachers need to show their students that they care, they are committed, and they 

are willing to listen and prioritize collaboration, rather than competition  

• Reassess their expectations  

Using drama in the EFL classroom is another method worth mentioning. This does 

not relate specifically to the reading and acting of plays, but rather, to any dramatic role-

playing. Stephen Smith (1984), a professional actor and a teacher of English as a second 

language draws a parallel between the theater arts and language learning. He suggests 

that actors and learners share a common goal of communicating intended messages, have 

the similar obstacles of dealing with new roles and language, and therefore can use the 

same strategies to overcome the difficulties and achieve the aims. Smith proposes that 

language learning will benefit linguistically or socio-linguistically, from the techniques 

applied in the theater arts. In other words, students, like actors, assume a role, the role of 

an English speaker. If equipped similarly to an actor, it can help the students assume and 

act the part. (Dundar, 2012).   

2.4.1. Technology and Video games  

Using games in the English classroom is not a novel idea. However, the 

application of video games in the classroom, especially commercial off-the-shelf 

games, is considered a relatively recent practice. There is a growing number of 

research papers on various aspects of using video games for specific educational 
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goals, as well as harnessing the power of commercial video games to reach 

struggling students, including those with learning disabilities and special needs.  

The article titled “Video Games as Learning Environments for Students with 

Learning Disabilities” (Simpson, 2009) draws from the literature on self-

determination and Universal Design for Learning principles to argue that students 

identified as having learning disabilities may be environmentally disadvantaged 

and their learning difficulties aggravated by the traditional classroom learning 

environment. The digital learning environment found in immersive simulation 

video games offers an alternative learning environment, as it is designed so that 

participants can be autonomous, self-directed, goal-oriented and successful. The 

paper argues that the use of digital learning environments that encourage 

participants’ access and success may reduce the need for labels of disability in 

the future. 

A very recent article, “The Effect of Massive Multiplayer Online Video 

Games on the Willingness to Communicate and Communicative Anxiety of 

College Students in Puerto Rico” (Horowitz, 2019) presents a similar idea about 

using games, and specifically in the teaching of a foreign language. It explains 

that the environment offered by video games, specifically MMOG, can help 

learning by reducing anxiety levels. The study discusses how emotional factors, 

such as anxiety, can interfere with second-language acquisition. It points to the 

way informal environments, such as those presented by online multiplayer video 

games, can lower anxiety levels and promote language acquisition. The anxiety 

of a formal learning environment can reduce comprehension. “In contrast, 

informal environments like online multiplayer video games can create situations 

that so engage language learners they bypass their fears.” (Horowitz, 2019).   

Another research found that “the use of commercial digital video games can 

help enhance high school students’ language learning motivation.” 

(Ebrahimzadeh, Alavi, 2017). This study found that motivational engagement 

experienced through digital video games will transfer to educational settings.   

They also conclude that video games have a deep impact on language learning. 

They are most effective where vocabulary and pronunciation are concerned. 

Since they are a form of appealing and popular entertainment, video games offer 

a positive and motivating environment, which is perfect for practicing and 

developing English as a foreign language. (Rudis, Poštić 2018).  
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A 2017 research, “Games for boys: a qualitative study of experiences with 

commercial off the shelf gaming” dug into the boy-culture and its effect on 

learning outcomes, but more importantly, how can these outcomes be changed by 

video games. The research claims that traditional school cultures are in conflict 

with boy-culture, the normal and natural ways that boys behave. As a result of 

this conflict, boys tend to have alienating experiences and high levels of 

disengagement as well as lowered academic success in school. Schools seem to 

reject boy culture, which includes, for example, aggressive play, competition, and 

violent fantasy. The findings suggest if these boys play games that can connect 

to this boy-culture, in the school context, learning can occur. The claim is that 

commercial off-the-Shelf games engage boys in normal and natural ways, and as 

a result, can serve as relevant and useful learning tools that teachers can use 

towards their learning objectives.  (Engerman, et al., 2017). 

Failure is a major element in the life of a struggling student. Struggling 

students experience failures in the school environment quite frequently. Yet 

failure in games has a totally different meaning. Game environments render 

failure with a totally different meaning and purpose. The study, “Failing Up: How 

failure in a game environment promotes learning through discourse” (Anderson, 

et al.,2018) explains that failure in video games can be an indicator of progress. 

Take this and put it into a classroom context - it is rarely the case. But, as soon as 

the school environment embraces this concept and harnesses it - the whole 

learning experience can become something else. This is a good example of a 

feature of Game-Based Learning (GBL). For example, let students take the quiz 

as many times as they like until they pass or until they are pleased with their 

score. In such a case, each attempt is a step forward.  

Anderson’s 2018 research analyzed “gameplay patterns and surrounding 

discourse of 88 middle school students playing Virulent, an educational game 

designed to teach virology to investigate the role of level failures in learning.”. 

The implications of this research, for struggling students, are meaningful on two 

learning aspects. One, the researchers discovered that in-game level failures were 

productive for student learning gains. The failures within the game context are 

legitimate. They are nothing like failing a test. They do not depress or bring down 

the player. Quite the contrary, they raise more interest and engagement and even 

defiance and ambition. The second aspect is the link between their failure and 

collaborative discourse focused on the learning-embedded mechanics within the 
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game. The meaning is that not only does the game provide an engaging 

environment, but it is also an environment where it is safe and even legitimate to 

fail, and where failure provides grounds for social learning and collaboration, 

mutual support and community knowledge growth. In a class of struggling 

students, the learning is diversified and changing from one student to the other. 

However, these students being able to help and support each other’s advancement 

can contribute to learning, self-esteem, and self- efficacy. 

Video games are only one group of technology which can be used as an 

educational technology (Edtech) to help struggling students in learning. 

Educational technology definition has changed over time. One of the recent and 

clearer definitions is: “Educational technology is the study and ethical practice of 

facilitating learning and improving performance by creating, using and managing 

appropriate technological processes and resources” (AECT Definitions, 2008). 

All sorts of technologies can be considered educational technologies under this 

definition. Technologies that were not created specifically with education needs 

in mind, could still serve education needs and become educational technologies. 

The US office of Educational technology states on its website: “For the first time, 

all of the digital stars are aligning in such a way that the technology is available 

to design truly transformational learning experiences.”. Technology is especially 

useful for special needs students. Special education teachers can use technology 

to improve communications, to bridge disabilities, to support differentiated 

instruction, represent content using multiple ways, create more engaging learning 

activities, assess progress, and let’s not forget to “promote digital literacy skills.” 

(Anderson & Putman, 2019).  

In the US, the Virginia Department of Education published in January 2017 a 

document relating to “Supporting World Language Learning for Students with 

Disabilities”. In relation to assistive technologies, it explains the different levels 

of technological tools, and stresses that “Assistive technologies can and should 

figure into plans of support for the foreign language classroom”. They emphasize 

that assistive technologies that support student access to content or support 

student ability to express language are “critical to an inclusive foreign language 

learning experience.” 

While the term “inclusive” usually relates to special needs students included 

in mixed classes, it is still very much relevant to the diversified class of struggling 

students which may or may not include officially diagnosed special needs 
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students. The basis of the approach is the same: the need to include and connect 

each student, having their abilities or difficulties, to similar learning goals. There 

is a multitude of technological tools that can help plan and run a lesson for 

diversified learners. At the ISTE 2019 conference held in June in Philadelphia, 

there were quite a few talks and demonstrations of using Edtech for special needs, 

learning disabilities and inclusive classrooms. There are many educational tools 

that can support the unique needs of individual students in the classroom, and 

there are also technological solutions for the need to diversify, differentiate, 

scaffold, modify and personalize the classroom experience for different students. 

Blended learning, which is another learning methodology for inclusive and mixed 

ability classes, which edtech can help facilitate.  All these are classified within 

one category: Personalization. 

2.5. Personalization, differentiation and ability grouping as tracking 

Personalization and differentiation are often confused with each other. It is important 

to understand that personalized learning, or personalization, is a collection of diverse 

educational programs, learning experiences, instructional approaches, and learning-

support strategies all intended to address the unique learning needs, interests, aspirations, 

or backgrounds of individual students. Personalized learning may also be called student-

centered learning, since the general goal is to make the individual learning needs of the 

students the primary consideration in the educational and instructional choices and 

decisions, rather than what is more convenient, or logistically easier for teachers and 

schools. (Edglossary.org). Personalization refers to the learning. 

Differentiation, or differentiated instruction, aims at the same goal but focuses on the 

teaching.  Differentiation is a collection of teaching techniques and lesson adaptations, 

that educators should use when they need to teach a diversified group of students, with 

diverse learning needs, in the same course, classroom, or learning environment. 

Differentiation is commonly used in “heterogeneous grouping”. When students of 

different abilities, learning needs, and levels of academic achievement are grouped 

together, differentiation is essential. Differentiated instruction is aimed at 

accommodating the differences between learners so that each student in the group has 

the best chance of learning. “We used to teach subjects and classes – now we teach 

students”, writes Geoff Petty, an educator, and an author.  Differentiation is considered 

one way of applying personalized learning. 
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Ability grouping or tracking as it is often referred to in the US is aimed at creating 

homogeneous learning groups, where differentiation techniques are assumed to be less 

crucial. However, as demonstrated, the lower ability groups are not homogeneous and 

often require differentiation even in smaller groups.  

Differentiated instruction that occurs in a mixed ability class also requires 

differentiated assessments, and here lies the main problem with differentiation 

techniques in Israel: the tests are standardized and identical throughout the grade 

(unless there are ability-groups, in which the difference in assessments will be based on 

the leveled groups). Assessments still ignore differentiation and diversity within the 

groups. 

The current research focuses on a group of weak students. The group was formed 

based on their ability, rendering it a classic “ability grouping”. However, even within this 

group, of only 14-15 students, the need for differentiation techniques is strongly 

demonstrated.  

Ability grouping has been a controversial issue for years. The new movement in recent 

years in Israel, as in many countries around the world, is to cancel ability grouping. 

Ability grouping could happen in junior high school, and it usually forms a type of track, 

which leads students who are placed in lower-level ability group in junior high, to the 

lowest level of matriculation exam in the school subject at the end of high school. Those 

who oppose ability grouping are mainly concerned about tracking. However, many 

teachers prefer ability grouping and do not agree it should be canceled. Their main claim 

is that in heterogeneous classes, especially given the large class size in Israel, it would 

be impossible to accommodate all students. They claim that those who are pro-canceling 

and oppose ability grouping rely on academic research conducted on heterogeneous 

groups of 20 students, versus the reality in most schools, where groups are whole classes 

of 30-40 students and more. There is a big difference between applying differentiated 

teaching in a group of 20 students or a group of 35 students. 

A 2012 research in Korea found that ability grouping, as it was practiced at the time, 

does not appear to result in the expected positive outcomes in English learning at the 

schools that were included in the study. Particularly with low-level learners. The research 

found that it may even cause a negative impact on learners’ self-esteem, learning 

experiences, and their attitudes towards school and English learning. The research 

included 55 teachers and 754 students in middle schools in Korea. The study suggests 

that English teachers in Korea are struggling with finding time to prepare different 

materials for various levels of students. It also refers to the necessity to make size of the 
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lower-ability class smaller. Ability grouping alone, the study claims, cannot lead to 

significant improvement in students’ achievement in English unless it is combined with 

curricula that were adapted to students’ learning styles, interests, and abilities. This also 

refers to adapting the assessments (Kim, 2012).  

Almost a decade before Kim’s research in Korea, a research conducted over 2720 

students in junior high schools in Hong Kong, reached a different conclusion: The results 

revealed no significant detrimental effect caused by ability-grouping. This study found 

that students in classes that were more homogeneous (based on previous academic 

achievements) tended to have significantly higher subsequent academic achievement and 

self-esteem. In other words, they believe that the method of ability-grouping works. “In 

no cases were students in ability-grouped classes lower than those not grouped”. (Cheung 

& Rudowicz, 2003). One of the conclusions made by the researchers highlights that 

people tend to compare themselves with others in a downward manner to highlight their 

unique merits (Wills, 1987 in Cheung & Rudowicz, 2003). Those failing to exercise 

downward comparison would be at risk for depression and lowered self-esteem. The 

lower self-concept would, in turn, impair the student’s academic achievement. In other 

words, students who find themselves positioned at the bottom of their class are at risk in 

terms of self-esteem and even depression. Each student must be in a position where he 

or she can perceive a certain relative strength or ability, at least in one attribute relative 

to the group in which they study. 

Another study which investigated whether ability grouping is beneficial or detrimental 

to Japanese sciences students’ English language proficiency development, found that 

language proficiency moderates the effect of ability grouping. Ability grouping was 

found to be effective for learners of lower proficiency, and detrimental to learners of 

higher proficiency. This result was opposite to that found in much of the ability group 

(tracking) research that has been conducted before (Sheppard et al., 2017). The study 

offers possible explanations for these results. One of them is that the assumption on 

which other research relied on was that the ability-groups formed were homogenous in 

all aspects. However, this is mostly not the case. Students may be grouped according to 

the similarity of a single trait (e.g., academic ability, a screening test or general 

intelligence), but for the lower level classes, ability grouping would have likely resulted 

in greater heterogeneity. In the US lower-level classes tend to have larger proportions of 

minorities. They also have a higher proportion of students with limited English 

proficiency, and a higher rate of learners with a learning disability. “Each of these groups 
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has specific learning needs which are not likely to be met by treating the group as if they 

were homogenous.” (Sheppard, Manalo, Henning ,2017). 

This is such an important point which is too often overlooked. The limits of the 

education system, the schools and departments, force all these types of students into one 

class of a lower level. In Israel, classes of lower-level English learners would often host 

children whose mother tongue is not the language in which English is being taught. In 

other words, these are pupils for whom English is not a second but a 3rd and sometimes 

even a 4th language. As in the US, there are students with a variety of learning disabilities 

as well as special education requirements, emotional and behavioral. In addition, these 

students often have a family background of lower socioeconomic and low level of 

education, and that would make these even weaker students, as no home support is 

possible. Differentiation can hardly be a sufficient solution for such a diversity of pupils 

and needs and placing all of those into one low-ability class in most cases is also not the 

solution. 

The call for diversification in education around the world is largely due to the era of 

inclusion. But also, to the acknowledgment of different styles of learning, types of 

intelligence, interests, and needs.  

While differentiation is considered a great way of restructuring the traditional 

classroom to include students of diverse abilities, interests and learning profiles, it is an 

ideology that lacks empirical validation. It does, however, draw a great deal of support. 

There is a wealth of testimonials, anecdotes and classroom examples available through a 

multitude of websites and publications dealing with differentiation. All reports echo 

promising outcomes. But, are teachers who have restructured their teaching, aware of 

this plethora of information on differentiation? 

While educators understand that not all learners are the same and that their needs are 

diverse, only a minority accommodate these differences in their classrooms. Uniformity, 

rather than attending to diversity, dominates the culture of many contemporary 

classrooms (Gable et al., 2000). Tomlinson (2005 and 2010), a leading expert in this 

field, defines differentiated instruction as a philosophy of teaching that is based on the 

assertion that students learn best when their teachers accommodate the differences in 

their readiness levels, interests and learning profiles. Differentiation simply suggests that 

teachers have clear learning goals that are rich enough in meaning and can offer a 

diversity of paths and support systems to maximize the chance of each student to succeed. 

To differentiate instruction is to acknowledge the wide range in student backgrounds, 

readiness levels, languages, interests and learning profiles. Differentiated instruction 
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suggests an effective means to address learner variance and to avoid the pitfalls of the 

one-size-fits-all. The claim is that differentiation incorporates current brain research into 

teaching. Differentiation forces teachers to shift their thinking from completing the 

curriculum to addressing the individual student needs. (Tomlinson, 1999, 2000a in 

Subban, 2006). Shifting from teaching a topic to teaching students. 

It is not common to find people who object to the concept of differentiation. In January 

2015 the magazine Edweek published an article by James R. Delisle, an educational 

consultant, president of Growing Good Kids Inc., an author, and a former university 

professor, titled “Differentiation Doesn't Work”. In this article, he claims that “Although 

fine in theory, differentiation in practice is harder to implement in a heterogeneous 

classroom than it is to juggle with one arm tied behind your back.” He goes on to describe 

cases and papers that reject differentiation:  

One case he mentions refers to a 2011 Education Next article, where Michael Petrilli 

of the Thomas B. Fordham Institute's wrote about a University of Virginia study of 

differentiated instruction. In his article, he said that although teachers were provided with 

extensive professional development and ongoing coaching, after 3 years, when the 

researchers wanted to know if the program had an impact on student learning, they 

couldn’t, because teachers weren’t actually differentiating. 

The second case he mentions refers to a 2010 Commentary for Education Week titled 

"When Pedagogic Fads Trump Priorities." The writer, Mike Schmoker, concludes, 

following the observation of teachers trying to differentiate, that in every case he 

observed differentiated instruction complicated the teachers' work. It required to develop 

multiple sets of materials, and eventually “dumbed down instruction." 

Another evidence of the ineffectiveness of differentiation Delisle refers to is a 2008 

report by the Fordham Institute, in which 83 percent of teachers nationwide stated that 

differentiation was "somewhat" or "very" difficult to implement.” 

Delisle’s article is rather singular in pointing out differentiation deficiencies. He goes 

on to declare that “the biggest reason differentiation doesn't work, and never will, is the 

way students are deployed in most of our nation's classrooms.” In his opinion, in a class 

which includes struggling students, gifted kids, English-language learners, and 

academically average students it is unreasonable to expect a single teacher to differentiate 

for each of them. “That is a recipe for academic disaster”. He goes on to endorse ability 

grouping by claiming that the learning of many students is damaged as a result of 

discontinuing such provisions that were offered to kids on the edges of learning (classes 

for gifted kids, classes for kids who struggle to learn, and classes for those whose 
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behaviors are disruptive to the learning process of others). A second reason he gives for 

the failure of differentiation is the question of what it is that teachers are supposed to 

differentiate. “Is it the curriculum or the instructional methods used to deliver it? Or both? 

The terms "differentiated instruction" and "differentiated curriculum" are used 

interchangeably, yet they are not synonyms.” 

This article brought on a lot of comments and responses, including an article titled 

“Differentiation Does, in Fact, Work” by Carol Ann Tomlinson, who is the William Clay 

Parrish Jr. professor and chair of educational leadership, foundations, and policy at the 

University of Virginia's Curry School of Education, in Charlottesville. She stresses her 

arguments against tracking and for differentiation. 

She claims there are many reasons, students in lower-track classes don't achieve as 

well as they do in heterogeneous settings. Firstly, those classes tend to be taught by newer 

or less engaged teachers. Just as stated before, experienced teachers try to avoid them. In 

addition, the quality of curriculum and instruction is weaker than in most heterogeneous 

classes. Which means the affordances made for these groups keep the students always at 

a lower point. She also refers to the intellectual climate in tracked classes, which is further 

damped by students who feel that adults consider them to be less able than their peers—

and they respond accordingly. She contributes a quote from "The Simpsons" where Bart 

Simpson says to his teacher “You think I'm not smart so you're gonna put me in a 

remedial class and slow down what I do. At the same time, the other kids will keep 

moving ahead, and you think someday I'll catch up?" Tomlinson points out that these 

ability-groups create a circle that leaves kids at the bottom. She argues that if you follow 

a remedial class through several school days you can hardly assert that  their access to 

excellent educational opportunity is identical to other tracks. 

She goes on to attack low-ability grouping by mentioning educator Martin Haberman 

who spoke of low-track classes as supporting a "pedagogy of poverty". This label, she 

claims, was used to reflect two realities: the low-income backgrounds of the students in 

these groups and the quality of learning in those classes. This reference stresses 

necessities in such low ability classes, as the class researched in the current study.  
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3. The research goals and questions  

Learning achievements are the result of many factors. These include the characteristics of the 

students, like motivation and affordance; the characteristics of the teachers, like motivation, 

quality of teaching, creativity and more; the teaching method or methods and the learning and 

teaching environment. This research focuses on the success of weak learners of the 7th grade. 

The research goal is to pinpoint the factors and elements that contributed to the success of these 

students in this unique group, in order to try and create a model or a shortlist of actions and  

methods that could be reproduced by other teachers. 

The research question is: What are the enhancing factors of improvement in EFL among weak 

students? 

4. Research Methodology  

4.1. Research field 

The research is based on a Success Analysis. The case study takes place in a junior 

high school in a city at the center of Israel. The group related to consists of 15 students 

in the 7th grade, who were found to be the weakest in English in a screening test at the 

beginning of the year. The students in this group come from various neighborhood and 

social-economic backgrounds. 

This case was chosen based on several criteria: The first was the improvements in 

learning and achievement by the students as reflected both in tests and in performance in 

class. In addition, homeroom teachers, the principal and school consultants all reflected 

the feeling of progress and achievements which the students demonstrated. And last but 

not least, was the way the students perceived themselves, their abilities in English and 

learning English and the vast improvements in these perceptions compared to the 

beginning of the year. 

4.2. Participants 

The researcher, as in an action research, is a participating-observer. The head of the 

English team is interviewed in relation to her impressions of the students’ achievements 

and relative progress as a supervisor. Counselors participate via interviews in order to 

give their perception of the emotional process the students have been going through. The 

school principal is interviewed to share her perception of the group and students’ progress 
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in relation to the school. The 7th grade EFL group that was being observed is consisted 

of 15 students.  

4.3. Tools 

The tools used in this study are: The researcher's log, a collection of notes, remarks, 

lesson plans and correspondence highlighting challenges and work in the classroom, in 

addition to reflection on different lessons and executions of lesson plans.  The grades the 

students achieved in quizzes, tests and classwork. Detailed verbal assessments performed 

periodically to measure the student’s state and a reflective questionnaire given at the end 

of the school year.  Interviews with school principal, counselors, head of the English 

department, peers and homeroom teachers of the students in this class were performed 

by an online form with a free conversation on the answers given. 

4.4. The Current Study: Success Analysis, Case Study, limitations 

The current study is a Success Analysis of one case study. Since this is based on a 

singular case study one implication is that to reach substantiated conclusions more cases 

should be analyzed similarly. The research is conducted based on the protocol of Success 

Analysis as proposed by Sykes, Rosenfeld, Weiss (2006, Ministry of Education).   

4.5. Ethics 

This research includes a broad literature review and a retrospective Success Analysis 

of one case study. The privacy of students or teachers referred to is strictly protected. 
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5. The Current Study and Findings   

The class in the current research is 7th grade, in a junior high school at the center of 

Israel. It is the first class that students experience in a new school after elementary school. 

They arrive at this school from many other schools in the city. The school is located in 

an area which is considered to be above average on a social-economic scale. Most of the 

school population arrives from the close surroundings and is characterized by financially 

stable families and higher academic education. The school also hosts the city’s gifted 

class. The specific class observed, the English Progress class, is a smaller ability-based 

group learning EFL. 

5.1. Success worth learning from and the area of success 

The students in this class, titled “English Progress” (“Kidum” in Hebrew) were those 

who achieved the lowest grades in a screening test given to all 7th-grade students. Their 

grades ranged between 2 (out of 100) and 20. The impression their tests rendered was in 

some cases, that these students do not know the English alphabet or their knowledge is 

partial. Most of the students could not read a sentence. Almost all students could not 

compose a sentence, let alone write it. Their vocabulary was very poor, lacking very basic 

words. These students, who were supposed to have studied English for a minimum of 3-

4 years barely had the knowledge of a 1st-2nd year of learning English. 

Three months after beginning of study in the Progress class I held a test. 10 out of the 

14 students passed, some with very high scores, 4 achieved grades ranging from 42 to 

55. This reflected a very fast progress. Each of the students in this class, at this point, 

could read English. Each of them knew the alphabet and some phonetic combinations 

(like sh th ck). The writing was still a challenge for some of them, but most could attempt 

basic phonetic writing. They were also tested on some basic vocabulary. Each acquired 

a minimal number of sight words and remembered most of the words they were exposed 

to repeatedly during these 3 months (words that appeared in the ABLE test like go, 

school, and words like day, do, pronouns, write, read, etc.). 

The following table shows the difference in grades between the screening test 

(righthand column) and the first test in the group (left). Obviously, this is not a fair 

comparison as this is not the same test. Still, some of the differences reflect very clearly 

the growing knowledge of English and the opening towards learning English. The biggest 

achievement was by a student who got 2 in the screening test and 77 in the next test. The 

impression of the first test was that this student has no knowledge of the English language 
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at all as if he had never before studied it. During the first lesson, he was not sure how to 

spell his own name in English or how to read simple words. Yet he was willing to perform 

and participate in most assignments. For him the personal touch was crucial. He was 

totally amazed after every word or expression he managed to take in. 

Student Grades in screening test – September Grades in 1st Test in - December 

A 15 96 

B 9 73 

C 10 55 

D 24 66 

E 10 83 

F 15 56 

G 22 68 

H 6 42 

I 13 99 

J 19 98 

K 19 63 

L 20 46 

M 25 51 

N 2 77 

 

The grades conveyed a new message to the students. One that was surprising and 

pleasing. A message of being able to achieve success in English. In addition to this data, 

there is a general feeling of success as reflected by interviewed school staff: “They 

befriended English”, “Acquired knowledge and confidence”, “Improved motivation and 

attendance”. 

This clearly demonstrates success worth learning from. Questions arising from these 

results are: What helped the students advance? What prevented or disturbed their learning 

previously? What are the factors present in the new class that contribute to their learning 

and progress? 

5.2. Description of the success, in terms of before and after 

Before joining the English Progress class these students had clear difficulties in the 

acquisition of English as a foreign language. During the first lesson, after a proper 

introduction, a diagnostic ABLE test was administered to try and identify if any of the 
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students might have learning disabilities. The preliminary test revealed a very low level 

of knowledge of the language and understanding of writing and phonetics, but nothing 

to hint such disabilities as dyslexia, for example. In class and in personal conversations 

most of the students expressed disbelief in their ability to learn English. Some of the 

students expressed their willingness to work hard to improve their achievement in 

English when personal assistance was promised. Some students expressed a lack of 

interest or willingness to invest any effort in studying English. At the beginning of the 

year, the students did not understand when I spoke English with them and did not dare 

to speak in English. A word or two was a daring step the more ambitious of them 

attempted. In most cases, it would be something like “Good morning teacher” or a simple 

“Hi”.  

At the end of the year, a list of statements was handed to the students in which they 

expressed their perception about learning English. The statements were:  

● I am good in English (yes, so-so, not so much, no) 

● I usually enjoy English class (yes, so-so, not so much, no) 

● I feel I need help in English (Yes/No) 

● I am better orally than in reading and writing  (yes, so-so, not so much, no) 

● It is important for me to succeed in English. (yes, so-so, not so much, no) 

All students except for one marked “yes” or “so-so” on the first statement. All but two 

chose “yes” for the second statement. One of the students responded “no: to this 

statement and one chose “not so much”. For needing help in English about half said they 

need help and the other half that they didn’t. All but one student felt that they are better 

in English orally than in reading and writing. All the students agreed with the last 

statement “It is important for me to succeed in English”. This last statement marked the 

biggest difference from their declared attitude at the beginning of the year. 

Towards the end of the year, students have started to speak just a little more English 

in class. They could respond to questions. “Yesterday I played football” “I went to the 

mall” etc., in conversations about their last weekend. During the last couple of lessons of 

the year the class watched a full movie in English (The Addams Family), with subtitles 

in English (not in Hebrew as they might do at home or in the cinema) and they were able 

to follow and understand what was going on and the nature of the conversations. This 

marked a great change from the starting point of the year and conveys a strong sense of 

success. 

One of the homeroom teachers said that once there is a notable change in a singular 

student’s knowledge, abilities, and position - it is a success. The success, in her opinion, 
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is not necessarily of the group as a group, but rather a collection of individual success 

stories of students and should be measured for each student on his or her scale. 

5.3. Identify positive outcomes of the success (objective, subjective) 

The most important positive achievement is the change in self-perception that these 

students have gone through. The fact that they got to experience success in an area they 

considered an obstacle empowered them, encouraged them to increase effort and initiated 

a change in their learning habits. The first change to notice was arriving in class on time. 

Their participation during lessons, work on assigned tasks and persistence all increased. 

When measured in events such as quizzes, tests or even interactive games - they could 

demonstrate growing knowledge.  

Empowering students, however, has an effect that goes way beyond the singular 

classroom. For those who received and acknowledged empowerment, it was reflected, 

according to homeroom teachers, in other lessons and socially as well. 

5.4. The price of success, its negative sides, and obstacles  

The required resources to promote this group of students are far more than what the 

school had or has to invest. Officially, there are only four English lessons per week in 

grade 7. In this particular year, a 5th lesson was assigned. In addition, a 6th period was 

offered under the reinforcement hours the teacher has allocated. But, as this lesson 

happened in the 7th period, the students did their best to avoid these classes and 

attendance was very low. Even when they did show up they were too tired at this hour 

for any meaningful learning. 

Other resources that could have helped are technological resources such as laptops or 

desktop computers, which unfortunately the school rarely could offer. This means that 

lesson planning could not rely on technology, despite the enormous contribution it could 

have offered. 

Since the class counted 14, and in the second semester 15 students, each with different 

challenges, it was clear that a lot of work should be invested in developing appropriate 

materials for each of the students and planning different lessons and ways of instructions 

for each. This required serious research in order to find appropriate materials, and many 

hours developing new materials and activities. Most of the materials collected and 

developed could be used in similar classes in the future. However, it would always be 

necessary to re-adjust, re-develop and find new materials for future students.  
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Differentiation was used in all lessons to a degree. This created a social problem in 

class as students wanted to know why they did not get the exact same assignment as their 

peers. It took a while to get the students used to the idea that what they get is the best fit 

for them and that not all students learn in the same way. 

A lot of worksheets were photocopied and handed to students. Very large amounts of 

paper. In order to help the students, the school gave each a folder in which they could 

collect all their work, reflect on work they did in the past, complete missed assignments 

and collect their work in a portfolio. This goes to the actual price, as in costs of physical 

resources. 

Some books and booklets were required as well. For example, a couple of students 

who started the year unable to read English at all, began their program using a workbook 

that was very focused on acquiring this skill and very helpful (less useful for students 

whose mother tongue in not Hebrew, these are called “From Hebrew to English #1”, 

 ,One of the advantages of working with this workbook is its simplicity .(”מעברית לאנגלית“

clear instructions and short and concise assignments. The students can work 

independently, with very little guidance, and feel that they advance on their own. This is 

an empowering experience. The problem was that some students did not need the 

complete workbook or and some could not afford to buy it, as this is an additional 

textbook for school, which meant coming up with a different solution for these students. 

When the class reached a threshold in reading the students were asked to purchase a 

set of textbook and workbook developed for this level of group. Teaching English in 

Israel is often based on textbooks, which have units in accordance with the grade’s 

curriculum. In this class, some of the students did not get the books required and so, 

instead of scaffolding the material in the book, I had to create unique tasks for them.  

Negative aspects of success emerged at the beginning of the second semester. During 

the first semester, the progress of the students was so rapid that some of the students, 

especially those who got grades of more than 90, felt that the English Progress class is 

beneath them or that they don’t have to work so hard anymore. This led to lower attention 

in the classroom, less meticulous work and in addition - classroom behavioral problems. 

Another negative aspect of the success resulted from the fact some students advanced 

a lot faster than others. Those left behind were tempted to give up and needed a lot of 

attention to sustain their efforts. 

Obstacles are important to mention. One of the biggest obstacles throughout the 

school year was the issue of behavior and discipline. Being set in a smaller group lets 

most of the students feel unbound by the obligations that are clear in a regular-sized 
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classroom. Unlike in a mixed class, where you might have 1-10 percent disruptive 

students of this level, here the class was composed of basically close to 100% of 

disruptive students. The fact that most of them have this form or another of ADHD/ADD 

or other behavioral issues is evident from their conduct. This is not a class where frontal 

instruction can happen. Being disruptive means that the students are having difficulty 

following a lesson format, not just the content, but the requirement to be quiet or 

considerate. It also means that since each student has his or her time of disruptive 

behavior at a different time during the lesson, that almost all the time there are 

disruptions, and that the students suffer in both cases - being disturbed by their peers or 

being disruptive, which reflects distress or frustration. 

To some extent, preparing a wide variety of activities can help in these situations. It 

means that the students must be offered an activity that suits their state at the moment, 

including a possible break (listen to music, play on your phone, go wash your face). 

However, this was and is a continuous challenge in this classroom and one of the main 

reasons experienced teachers are reluctant to teach these classes. In a peer interview, one 

of the teachers suggested that this Progress group would be considered a privilege 

conditioned upon a reasonable behavior, for the purpose of encouraging the students to 

develop self-control and to prevent continuous disruption to students who wish to learn 

and are willing to make an effort. 

5.5. A success worth learning from  

As mentioned in the literature review, the lowest ability groups are often assigned to 

the newest, least experienced, teachers in the team. Working with this group, 

encountering challenges, having to develop materials, dealing with discipline and 

behavioral issues - all these require a lot of time and energy and experienced teachers 

often claim that they have had more than their fair share of these classes. In this case, it 

was my own choice to teach specifically this group. I welcomed the challenge, believing 

in each student’s ability - and right - to learn. While not a very experienced teacher, I am 

knowledgeable and resourceful. My entrepreneurial background is an asset. I knew it 

wasn’t going to be easy.  

During the school year, I shared what I was doing in class, the hardships and 

achievements of the students with my colleagues including the head of the English 

department and received useful and encouraging feedback and advice. At the end of the 

year, I received a request to continue working with these groups, this time in both 7th 

and 8th grade because it seems I have found a way to advance these students. 
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One of the reasons this success is worth investigating and learning from is to help 

more teachers develop this ability and support the advancing of struggling students. 

Moreover, I believe teachers of other topics could learn a lot from this analysis in relation 

to other knowledge areas as well. 

5.6. Actions that contributed to the success  

Perhaps one of the most challenging tasks in this reflective Success Analysis is 

pinpointing those specific actions that contributed directly to the success. One of the 

mysteries in looking back at the school year is trying to understand why things that 

worked well in the first semester did not work as well in the second semester.  

A. A diagnostic test: administering the ABLE test to all students at the beginning of 

the year. There are two reasons why this was important and contributed to success. One 

is that it reflected the level and type of difficulty each student experienced, in other 

words, what does the teacher have to work on. The other is enabling the teachers to give 

a personal feedback to each of the students, explaining to them briefly what their personal 

challenge is and reflecting intention to work out a program that would suit their needs.  

B. Getting to know the students: at the beginning of the year each student was asked 

to fill out a “getting to know you” questionnaire online (link). This questionnaire, in this 

format, lets the teacher discover as much as possible about the students without 

embarrassing or exhausting them. The only question referring directly to English is “Why 

do you study English?” to which most of them answered “because I am forced to” or “I 

have to” and similar answers.  

Information collected through this simple questionnaire helps better understand the 

students. It is easier to plan activities when you know you have a group interested in 

sports, and another interested in pop music or fashion. This information offers a contact 

point, an anchor for creating an engaging activity, finding relevant content that would 

appeal to the students.  

C. Differentiation:  every lesson each student gets his or her task and a personal 

guidance. As I was the only teacher in the classroom it meant that at least some work, for 

some students had to be simple enough for them to start working on their own, while I 

am in a personal teaching session with other students.  

For that purpose, I helped all students download and install on their phone the 

BrainpopELL application. On occasions that I managed to get laptops in class, I could 

let students work on the BrainpopELL website. BrainpopELL is definitely one of the 

contributors to the students’ success. The application is very friendly and easy. Each 

https://forms.gle/7nMNDJd1XkkbEa3p9
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stage ends with a quiz. It is very easy for the students to do the quiz and repeat it as many 

times as they want to show me that they achieved a 10 out of 10. This rendered very 

quickly an experience of success and pride of their achievements. Throughout the year 

the students asked for permission to work with the app frequently during lesson break 

time or when they have finished other tasks.   

D. Games: Each lesson had to contain at least one game or gamified activity. The 

timing, as well as the whole lesson plan, would change based on the students’ mood and 

behavior. A game could be a great lesson opening as it collects the students and creates 

a separation between break and lesson time. It can also work well as a reward after a task 

was completed. Games could also serve directly as instructional tools. One good 

example: After teaching the students about the main parts of speech - nouns, verbs, 

adjectives and connecting words they were divided into groups. Each group got a 

collection of word-cards of one type. One group only had nouns, one only had adjectives, 

one only verbs, etc. The groups had to trade words in order to create as many sentences 

as possible. This game was successful in teaching, reviewing, social learning, creative 

thinking and was a lot of fun for the students. They kept asking for it again in the 

following lessons. Games could be used a lot more and a lot more efficiently with proper 

technological resources. 

E. Flexibility, or improvising, is another element contributing to the success of this 

group. This is perhaps why it is not advisable to allocate such groups to new 

inexperienced teachers. It is almost impossible to execute a lesson plan in this class. Even 

diversified lesson plans don’t always work. There are many reasons for that. First, 

because most students in this class have behavioral problems and discipline issues. In 

many cases students were late or absent. Frequently they did not bring their English 

equipment (books, workbooks, notebooks). When in class they tend to misbehave, 

playing with their phones, chatting out loud, pushing and shoving each other, walking 

around the class trying to pick some other student’s attention, not necessarily a positive 

attention. Managing to collect all of them into a lesson of actual work was almost 

impossible. I would normally avoid a whole class frontal teaching of longer than 5 

minutes. Sometimes I would compromise on instructing only those who were willing to 

learn, ignoring those who leave themselves out of the lesson. Five minutes of instruction 

would be considered an achievement. This means that in order to plan for a lesson I 

would define a general goal, and detail possible tasks or activities to help me expose the 

topic to the students. For example, when I wanted to start teaching the topic of adjectives 

and how they behave in a sentence I used the video clip of “Pete The Cat” with the shoes 
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that change color. The song was catchy and amusing and it helped the students structure 

a sentence with an adjective. But the in-class work that followed was different from one 

student to the other. One group looked for other adjectives that can work in a sentence 

from the song. Another group just repeated the song and tested themselves on being able 

to remember it. The other students worked each on a different assignment, whether it was 

in the work book or in pages which I have prepared for the topic. Some students did not 

want to work at all but browsed through work done by others. It is crucial for a teacher 

to learn to live with this variety of class behaviors. 

F. Music: Since most youth today listen to music in English it is a great way to try 

and bring them closer to the language. One successful lesson, relating to the structure of 

the present progressive, worked around the song “The Lemon Tree”. In this case, a pair 

of students volunteered to introduce the song and create a game around it. This was a 

great opportunity for learning for them - as they had to think about the song in terms they 

weren’t used to. They also harnessed their creativity to create some sort of a competitive 

quiz in class and gave their peers the opportunity to learn differently but also, to think 

differently about learning. 

G. While textbooks could be limiting, using them selectively could be helpful. The 

set of book and workbook assigned to the class helps form a visible framework. A sense 

of order of advancing. Each unit adds to the vocabulary and teaches, expands or reviews 

a grammatical topic. It was very difficult to work with this set at the beginning because 

the knowledge gaps between the students was very big. What I had to do is choose 

assignments per student or pairs of students. There was no way I could expect all students 

in the class to complete the same assignments, with or without scaffolding. This also has 

to do with the way each student learns. Some of the students really must move a lot. 

Tedious work on texts could not work for them. Other students really need to talk, so 

they needed a more social engagement. A task that would involve talking with other 

students. The creative students would often look for creating things such as decorations 

or posters - they also find it difficult to sit and do a workbook assignment. So additional 

or different layers on top of the books had to be created to engage them. One example 

was that they were invited to create posters for the classroom walls.  

Another valuable technique I inserted to my lessons was a methodical teaching of how 

to cope with tests. First, I taught the students to understand test prompts. Although in this 

group at this grade prompts might appear in Hebrew (in addition to English) it is 

important that the students recognize words like “circle” “match” “fill” etc. 
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H. Direct test coaching: how to do correctly all parts of tests. During the first semester, 

I explained that I am going to teach them exactly what they should know in order to pass 

tests. I assured that the first test is going to be what we worked on. This generated interest, 

even persistence, as they could see the point in the effort and were very attentive. 

Of course, we did not work only on one test. For example, when I wanted them to 

learn how to cope with test parts relating to vocabulary, I collected several examples of 

exercises that students might encounter in a test and we did the exercises on the 

vocabulary that the students were supposed to be tested on in their upcoming test. So, it 

wasn’t just getting to know how to do a test, but also a review on material that we studied. 

Similarly, we worked on grammar parts of the test, with the aim of growing familiarity 

and reducing test anxiety. The third part of the tests is reading comprehension. I taught 

the students how to “cheat” the test. How to answer correctly using hints in the text, even 

if you don’t understand the text completely. Beyond the technique, which some students 

- not in this class - acquire naturally, this activity held tremendous importance in reducing 

test AND foreign language anxiety with the students.  

The most challenging part in test preparation was the writing part. This requires of the 

students two things: one is a good understanding of the writing prompt and the second is 

the knowledge of building coherent sentences. At the beginning of the year the writing 

requirements were very low, so that the students could perform, could do something. The 

prompts could be something like “circle the letters that should be capital letters” and “add 

a sentence to the letter”. At the end of the year the test could include “Write an ending to 

the story. Write two sentences. You can use the words in the table to help you or use your 

own words.”. This is still a much lower level than the grade’s level, yet a real growth 

compared to the beginning of the year.  

I. Writing: In order to improve the students’ abilities in writing we worked on cycles 

of writing and feedback. But the progress in this parameter was very slow and some 

students refused to work. Those who did work progressed very nicely. The writing cycles 

methodology should be further explored and developed. 

5.6.1. Detecting turning points between the “before” and “after”  

The turning point happened in December, only 3 months after we started the group, 

when the students succeeded in their English test. There are two reasons why this marks 

the turning point: one, trust was established between students and teacher. This is crucial, 

as these students were not convinced that teachers are there to help or promote them in 
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any way. They were very suspicious and thought that the teacher’s goal is to show them 

up, expose them or even humiliate them.  

The second reason is, that these students have experienced real success in English for 

the first time in their life. Even those who got 55 or 42 felt it was much better than the 

lower grades they have had before. This experience changed their self-efficacy and laid 

down the grounds on which they could continue to grow. They realized they can trust the 

teacher in guiding them to success. This created a sense of partnership which was an 

empowering element which helped to increase their motivation to succeed. 

5.7. Categorizing success-producing actions 

The main category of the actions that contributed to the success is personalization. It 

is an essential element when teaching struggling students and the most important factor 

contributing to success. One must understand each and every student they are going to 

teach. One must be ready for a trial and error cycle with each student, until the way or 

ways to this student are clearer. Only true personalization can support building trust, 

which is crucial if you want your students to be open to learning. Struggling students 

have experienced so many disappointments in the education system that they no longer 

trust that school can get them anywhere, or for that, that it even matters. Students must 

see, feel and realize a different experience then those they had. 

Another important factor is that if you let the students consciously experience the 

personalization effect, they can also learn how to express their needs in other contexts, 

with other teachers. This also contributes to the development of metacognition, which in 

turn improves their learning beyond this class.  

Flexibility and creativity and even entrepreneurship are all in the mix of actions 

necessary for the success of struggling students.    

Another interesting factor to notice is the teacher's success effect on the success of the 

students. As the teacher senses success in what they do it generates several outcomes. 

Beyond the self-satisfaction, and the feeling of creating an impact and being professional, 

efficient and useful, the teacher carries an air of a successful teacher. It promotes teacher's 

self-esteem and confidence, it helps the teacher stay very calm even in a stormy 

classroom and it evokes the confidence of students in the teacher's ability to bring them 

to success, growing their own self-efficacy. 
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5.8. Unresolved issues for continued learning 

One of the important questions arising here is the question of the ability grouping in 

the context of tracking. As discussed in the literature review, there is a lot of controversy 

around this topic. The main challenges in creating such a group are that, first, it is 

heterogeneous with a multitude of difficulties, disabilities and other challenges. It is 

extremely difficult to accommodate so many differences and gaps in one class and adapt 

properly to each student, in a personalized manner or at all. A school counselor said that 

one of the obstacles to success in her opinion is that too many students who each have a 

multitude of challenges were all grouped together, against a single teacher. 

 The other issue in ability grouping: In creating such a group, the self-esteem of the 

students in the group might be damaged by being categorized officially as a weak or 

struggling student. However, would such a student not get a similar tag based on his or 

her performance in a mixed class? Interviewed teachers said that at the end of the day the 

group contributed to the self-image of the students as they experienced progress and 

success. Some said that the students’ self-image was somewhat hurt at the beginning of 

the year but that as the year progressed the situation has changed, and the students felt 

empowered.  

As for tracking: it is a belief that most students that are put in such groups in 7th grade, 

would not be able to pass an English matriculation exam in the expected levels of 4-5 

points, and would be limited to the lowest possible level of 3 points. It is too early to 

determine but based on my experience with this group this year, I tend to believe that 

most of them could cope with 4 and some even with 5 points, but it also depends on how 

their learning is going to progress and what kind of support they will receive in future 

grades. I believe that the tracking could only be a result of the actual work done in the 

group. If the work done in this group is meaningful and empowering, there is no reason 

why growth would not continue.  

Another open question deals with the continued work with these students. Although 

it clearly shows that they have advanced and achieved, that their self-efficacy is stronger, 

I believe that their confidence is very fragile. There must be, in my view, a follow-up 

program of support to these students, especially those who advanced to higher-level 

ability groups. It is crucial that teachers who follow will be aware of the needs of these 

students and be very attentive and reflect a personal approach. 

Finally, there is the question of time allocation. As stated before, there are 4 English 

lessons per week allocated to students in the 7th grade by the Ministry of Education. This 
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allocation does not consider the levels or ability groups. It is inconceivable that students 

who start the 7th-grade lacking basic knowledge of reading and writing will close the 

gap with their peers over the same number of lessons. The education system must give 

these students additional lessons to help them narrow the gap. 

5.9. Analysis of the findings 

The findings in this Success Analysis lead to personalization. Personalization refers to a 

variety of educational programs, learning experiences, instructional approaches, classroom 

techniques, actions, and activities and academic-support strategies that address the specific 

learning needs, interests, aspirations, or backgrounds of individual students. It is not only the 

observation of students’ progress but also the perspective of peers in school, all pointing to a 

“personalized approach” as one of the main factors contributing to success. All the variety of 

tools and means under “personalization” have been found to effectively contribute to the 

success in EFL of these struggling 7th-grade students, in this low-ability group.  

It is reasonable to assume that personalization or at least some elements of personalization 

could be applied to groups of struggling students in other places and other school subjects, 

such as mathematics for example. 

Diversification as a classroom technique is just one way to apply personalization in the 

classroom. Ability grouping, though controversial, can also assist in personalization. If only 

because these students might “get lost” in a larger mixed classroom. The mere effort to know 

the students and communicate effectively to them that personal approach and the interest in 

their individual is the basis of personalization. It is also the basis of trust, which leads students 

to open towards the learning process. 

The findings also shed light on the price of this success, in terms of the required investment 

of time and means.   

6. Discussion and conclusions  

It is easier to conclude that personalization is the key factor in the success of struggling 

students then it is to apply this conclusion in the classroom context. 

The amount of out-of-class investment required from the teacher should be acknowledged 

and compensated for by the education system. Currently, in Israel, only teachers of official 

“special ed” classes are compensated, marginally. There is also no compensation for the in-class 

extra effort required from the teacher: A constant dealing with behavioral and disciplinary issues 

which depletes any teacher’s energy. Simply put: this is exhausting. 
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While the research clearly points to the need of experienced teachers in this type of classes, 

it is also understandable why these teachers specifically prefer to avoid them, each feeling that 

they have had their “fair share” of such episodes. The education system should create an 

incentive to get good teachers to work on narrowing down the gap and opening equal 

opportunities to struggling students.  

At the same time, it might be wise to prepare new teachers to work in such classes. Which 

means, particularly in the field of teacher training either pre-service or in-service, programs 

should dedicate a lot of attention to methods of personalization so that all teachers could be better 

equipped to work with struggling or low-ability students. Teachers should be coached in ways 

to find, create and develop teaching tools and activities to suit the variety of students’ needs and 

challenges. 

The range of challenges in this classroom included general low ability in learning, emotional 

and behavioral difficulties, ADD/ADHD, graphomotor difficulties, multiple languages 

background (students for whom English was taught as a third or 4th language, some of these 

students are not native Hebrew speaker - which means they had to struggle through both the 

Hebrew language, in which the English is taught, and the English language that is being taught). 

Objectively, each of these challenges requires a different approach or tools. While some ADHD 

students prefer movement and noise when they learn - others find this disruptive and make 

concentration even harder. Which means it is not only the activities in the classroom that the 

teacher must plan but also the layout. For example, have the kinesthetic learners work on their 

activity in one corner of the class, while other students sit facing the wall, backs turned to the 

active students, sometimes with earphones covering their ears for noise cancellation.  

Physical resources could contribute a lot to the managing and success of such groups. These 

resources include anything from a decent size classroom, noise isolation, appropriate furniture 

including, for example, high desks, a sofa, bean bags. In class accessories - books, pages, art 

supply, posters. Technology: computers, laptops, internet connection, required software 

installed, apps and programs. Unfortunately, as these groups are usually rather small, it is 

difficult to get budgets specifically for their needs. They remain the poor groups. 

The most important conclusion of this research is that success with struggling students in EFL 

is possible. They are not lost causes. Quite the contrary. They can learn, they just have to be 

taught how to learn. They must get the appropriate guidance and personal attention to break out 

of their situation and learn how to advance their learning despite their hardships.  

Getting to them in the 7th-grade might be a little late. It would have been better if they were 

detected before the 6th-grade when the gap is smaller. In addition, it is important to remember 

that a one-year special Progress class is hardly enough. Some of them would stay in a similar 
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class in the 8th grade and maybe the 9th too. Some of them will not be able to study in a larger 

mixed class at all. This only means that the system should modify its attitude to these groups of 

students and the allocation of resources, human, financial, including additional hours, and 

physical.  

It is extremely important to continue following such classes to reach better substantiated 

action plans. 
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8. A List of Attachments 

 

● ABLE KIT - A link to download from the Ministry of Education, Israel 

● Original (Hebrew) interviews with teachers (Attached a separate PDF) 

● An example of a screening test administered at the beginning of the 7th grade (September) 

● Mid-year past simple quiz - February 2019 

● A copy of the last test - May 2019 

● A copy of the “Getting to Know You” questionnaire 

http://meyda.education.gov.il/files/Rama/ABLE_Conceptual_Guide.pdf

