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Abstract 

Foreign language diversity is increasing amongst the student population in Iceland 

generating an urgent need for mixed ability teaching approaches. The purpose of this 

study is to investigate teachers’ perceptions about differentiated instruction in the 

language classroom in order to improve my own teaching practices and become more 

responsive to the needs of my students. A secondary purpose is to add to the 

knowledge base of differentiated instruction in the foreign language classroom. This 

study will also give insight into foreign language classrooms in Iceland.   

The questions I plan to investigate in this research are: 

1. How do teachers understand and perceive the term differentiated instruction?  

2. How do teachers use differentiation? 

3. How can the perceived challenges to differentiated instruction be overcome? 

A qualitative research method using a grounded theory approach to inquiry was 

used to investigate teachers’ perspectives on differentiated instruction. Semi-

structured interviews were conducted to collect data for this study. The data collection 

was based on 2 focus group interviews and 6 one-on-one interviews. The findings 

revealed concept confusion between individualized instruction and differentiated 

instruction amongst those with Icelandic as a mother tongue. Teacher responses 

indicated that they want to meet the needs of learners, which is often accomplished by 

respecting student interests; however, teachers often feel overwhelmed and uncertain 

of how to meet students’ needs appropriately. Some teachers felt a lack of resources 

played a role in the scarcity of differentiation in the language classroom. The findings 

also pointed to an increased implementation of differentiated instruction when the 

teachers collaborated. This is a relevant topic in which the findings will aid in 

developing my own teaching practice, and has the potential to provide significant data 

that could contribute to improved foreign language teaching and learning. 
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Ágrip 
Viðhorf kennara varðandi námsaðlögun við kennslu á erlendum tungumálum 

 

Aukin tungumálafjölbreytni á meðal íslenskra skólabarna gerir það að verkum að 

mikil þörf er á kennsluaðferðum fyrir fjölbreyttan nemendahóp. Tilgangur þessarar 

rannsóknar er að kanna reynslu og viðhorf kennara af námsaðlögun í tungumálanámi til 

þess að ég geti bætt mínar eigin kennsluaðferðir og mætt þörfum nemenda minna 

betur. Annað markmið með rannsókninni er að bæta við þekkingargrun námsaðlögunar 

að því er varðar tungumálanám og tungumálakennslu. Rannsóknin veitir líka innsýn í 

tungumálanám á Íslandi. 

Rannsóknarspurningarnar sem ég hyggst svara eru eftirfarandi: 

1. Hvaða skilning leggja kennarar í hugtakið námsaðlögun?  

2. Hvernig nýta kennarar sér námsaðlögun? 

3. Hvernig er hægt að sigrast á áskorunum vegna námsaðlögunar? 

Eigindleg aðferðafræði, þar sem beitt var nálgun grundaðrar kenningar var notuð til 

að skoða sýn kennara á námsaðlögun. Hálfstöðluð viðtöl voru tekin til að afla gagna 

fyrir þessa rannsókn. Gagnaöflunin byggðist á viðtölum við tvo rýnihópa og sex 

einstaklingsviðtölum. Niðurstöðurnar sýndu fram á að ruglings gætti á milli notkunar 

hugtakanna einstaklingsmiðað nám og námsaðlögun á meðal þeirra sem hafa íslensku 

að móðurmáli. Svör kennara gáfu til kynna að þeir vilja mæta þörfum nemenda, sem oft 

er gert með því að taka tillit til áhugasviðs nemenda; en kennarar fyllast oft óöryggi yfir 

því hvernig þeir eiga að mæta þörfum nemenda á sem bestan hátt. Sumir kennarar 

töldu að takmarkað aðgengi að búnaði og efniviði hefði eitthvað að gera með vöntun á 

betri námsaðlögun. Niðurstöðurnar benda einnig til þess að námsaðlögun sé meira 

notuð þegar kennarar vinna saman. Niðurstöðurnar munu hjálpa mér við að þróa mínar 

eigin kennsluaðferðir og geta veitt mikilvægar upplýsingar sem gætu stuðlað að betri 

tungumálakennslu og betra námi. 
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1  Introduction 

Mixed ability classrooms are widespread among schools. This is a common factor that 

teachers have been struggling with, and asking the question that triggered this study: 

“How do I meet the needs of all my students?” Teachers are aware, more than ever, 

that a one-size-fits-all lesson plan will not meet the needs of all their learners. Students 

come with varied backgrounds, home life, experiences, motivation and abilities, not to 

mention different learning styles.  While teachers are aware of this phenomenon, they 

are often unsure how to deal with it (Tobin & McInnes, 2008). If educational practice is 

to progress teachers need to find a way to deal with diversity and the needs of 

individuals, while teaching a group of students (Visser, 1998). 

I teach English as a foreign language to primary students in a school in the greater 

Reykjavik area.  During the past 4 years of my teaching, I have noticed a tremendous 

difference in ability in each of my groups. The school is also becoming more diverse. 

Some students are bilingual, some have Icelandic as a second language, and a few have 

lived overseas and are returning to an Icelandic school system. This diversity, added to 

the amount of exposure to English via multimedia outlets, interests, and learning style, 

all play a role in the vast ability gap in English among students. I quickly came to realize 

that I would have to have a variety of text levels available, as well as assignments. I 

noted that if the material was too challenging for a few students, they would become 

frustrated and give up or worse, act out and then I had a classroom management 

problem on my hands. The opposite was also a problem. If the material was too easy 

for some of my pupils, they would finish quickly, and need more tasks, or they became 

bored and lacked interest. I want to engage and motivate all my students and needed 

to find a way to do so. I began by adding multilevel books and implementing stations, 

small work areas with specific tasks. The smaller groups allowed me to assist the 

students better. While this was a move in the right direction, I still had not 

accomplished exactly what I was looking for, and I genuinely wanted to improve my 
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teaching practice. This desire to develop and grow as a teacher led me to differentiated 

instruction. Differentiated instruction is when teachers differentiate by curricular 

elements such as materials, instructions and assessments, and/or by student 

characteristics like their readiness for a task, their learning style or interests. Thus, 

allowing the teacher to be responsive to all the students’ needs while in a whole class 

setting. 

We cannot fill our language classrooms with homogeneous students, so using 

educational practices that do not embrace student diversity seems 

counterproductive. As Theisen (2002) points out, our students come to us with varied 

abilities, diverse language and cultural backgrounds, different interests and learning 

profiles. Students need to have variety, choices, challenges, and opportunities to 

demonstrate their capabilities and help them reach their highest potential (Theisen, 

2002). Differentiated instruction can play a vital role in student achievement and 

student satisfaction in learning and offers a potential tool to dealing with a mixed-

ability classroom. Visser (1998) emphasizes the importance of teachers understanding 

the significance of differentiation since research confirms that differentiation allows all 

students to achieve at their maximum ability. Therefore, if teachers understand the 

concept of differentiation they would have a simpler time implementing it into their 

lessons and be able to help students meet the requirements of the National Curriculum 

(Langley, 2015). By implementing differentiated instruction, and responding to the 

needs of the students, teachers are creating authentic interactions (Theisen, 2002). 

Unfortunately, there appears to be very little research or literature on the use of 

differentiated instruction in the language classroom internationally. And as Visser 

(1998) remarks, there is little research relating to teachers’ understanding of the term 

differentiation and its concept, and how that affects their teaching practice. For this 

reason, I chose to focus on teachers’ perceptions of differentiated instruction. 

1.1 Purpose and Significance of this Study 

 

Foreign language diversity among the student population in Iceland is rapidly growing 

and therefore it is crucial for teachers to implement mixed-ability approaches. The 
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purpose of this study is to investigate teachers’ perceptions about differentiated 

instruction in the foreign language classroom. A secondary purpose is to add to the 

knowledge base of differentiated instruction in the language classroom, since there are 

limited studies on this topic in foreign language classrooms at the compulsory level. 

This study will give us a little insight into foreign language classrooms in 

Iceland. Focusing on teachers’ perspectives has the potential to provide important data 

that could be used to improve the teaching and learning of foreign languages. The main 

hope of this research is to improve my own teaching practices and become more 

responsive to the needs of my students. 

The questions I plan to investigate in this research are: 

1.  How do teachers understand and perceive the term differentiated instruction?  

2. How do teachers use differentiation? 

3. How can the perceived challenges to differentiated instruction be overcome? 

 

1.2 The Structure of the Thesis 

 

This thesis is divided into six main chapters. The first chapter is an introduction to the 

study and what sparked my interest in this topic. The following chapter offers a 

literature review to introduce the current literature and research related to my topic of 

differentiated instruction in the foreign language classroom. It provides context and 

background for the study. Included in the literature review are a definition and 

description of differentiated instruction, the status of English in Iceland, educational 

policies, teaching methods in foreign language teaching and some of the challenges 

with differentiation. The third chapter presents the research design including the 

research method used for data collection and analysis. The fourth chapter is dedicated 

to the findings of the study, followed by a discussion chapter. In the final chapter, I 

conclude with how differentiated instruction can be better implemented, and how the 

study has influenced my own teaching practice. 
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2   Literature Review 

The literature review is divided into several sections. The first section is devoted to 

defining the term differentiated instruction. The second section focuses on teaching 

strategies used in differentiated instruction. The third section looks at the status of 

English in Iceland. The following section examines educational policies on foreign 

language education and policies regarding differentiation. Finally, the last section 

explores some of the challenges with differentiation. 

2.1  Defining Differentiated Instruction 

 

Differentiation is a term used to describe how teachers modify curricular elements and 

instruction (Linn-Cohen & Hertzog, 2007). Over the years there has been an evolution 

of the definition of differentiation; however the fundamental principle has been that it 

should promote a higher level of thinking skills, creativity and make allowances for 

variances in process, product and content areas (Linn-Cohen & Hertzog, 2007). A 

hindrance in the teacher’s ability to apply differentiated instruction and learning may 

be due to a lack of a standard definition (Linn-Cohen & Hertzog, 2007). So, it is 

important that teachers and student teachers understand the concept well to be able 

to implement differentiation into their professional practice. Visser (1998) believes that 

descriptive terms, like differentiated instruction, need to be more coherently 

understood by teachers if they are to be used in a professional manner.  

Differentiation is a way of teaching in response to the varied needs of students. It is 

a philosophy of teaching and learning (Theisen, 2002). “Differentiated instruction is a 

means of teaching to all children to help them reach a common goal, regardless of the 

path they take to get there” (Robinson, Maldonado & Whaley, 2014, p. 6). 

Differentiated instruction is a response to each learner’s uniqueness. Butt and Kausar 

point out that it is a way to plan “so that one lesson may be taught to the entire class 

while meeting the individual needs of each child” (as cited by Robinson et al., 2014, p. 
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7). Tomlinson (2001) describes differentiated instruction as basically “shaking up” the 

classroom activities, giving learners multiple options to process information, making 

sense of that information and showing what they have learned. Gerður G. Óskarsdóttir 

(2014) explains differentiated instruction as accepting students as they are, meeting 

their needs, placing emphasis on the students’ abilities to influence their own 

education, and having choices and responsibility for their progression. She elaborates 

by adding that students receive different assignments and individuals get the 

opportunity to use their talents.   

Another way to define differentiation is as a teaching approach where “teachers 

proactively modify curricula, teaching methods, resources, learning activities, and 

student products to address the diverse needs of individual students and small groups 

of students to maximize the learning opportunity for each student in a classroom” 

(Tomlinson et al., 2003, p. 121). The teacher is then well aware of the needs of his/her 

students and is adapting resources and instruction as needed. 

Differentiation not only meets the diverse needs of the learners; it promotes 

equality, critical thinking and excellence. Equal does not mean the same; therefore 

when differentiating, students receive materials that are appropriately challenging for 

their needs to grow and be successful. Teachers who use differentiated instruction in 

their classrooms are attempting to provide their students with appropriately 

challenging material and experiences (Tomlinson, 2001). Subban & Round (2015) point 

out that differentiated instruction supports student diversity and 21st century skills in 

classrooms “by recognizing differences, and accommodating different learning 

preferences and profiles” (p. 117). The ultimate goal of differentiation is to recognize 

the characteristics of the students, provide them with tasks to develop these 

characteristics and to further develop their skills (Linn-Cohen & Hertzog, 2007).  

To be able to successfully differentiate, a teacher must know his/her students well. 

At the core of differentiated instruction is the relationship between the teacher and the 

students (McCarthy, 2014). The learning in the classroom should be driven by data 

collected by the teacher from the students, rather than the textbook (Reese, 2011).  

When teachers are in tune with their students’ strengths, weaknesses and interests, 
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they can use this information to create lessons that will challenge students while 

allowing their talents to shine. 

2.1.1   Lost in Translation 

 

The concept of differentiated instruction (einstaklingsmiðað nám) has unfortunately 

not been well defined in Iceland (Gerður G. Óskarsdóttir et al., 2014). This is 

problematic since it is difficult to implement a philosophy that is not properly 

understood. In the book Starfshættir í grunnskólum við upphaf 21. aldar the definition 

of differentiated instruction emphasizes the following elements: different materials for 

students dependent on their academic position and interests, in particular within the 

same theme; organized collaboration; the use of information technology and finally, 

individualized curriculums done in cooperation with the teacher, parents and student 

built on formative assessment (Gerður G. Óskarsdóttir et al., 2014). The term seems to 

be often confused with individualized learning most likely because of the word 

einstaklingur which means individual. The definition provided in the book Starfshættir í 

grunnskólum við upphaf 21. aldar correlates to ideas of student independence and 

student power, and takes into consideration student voices and opinions about their 

own studies and the possibility for them to influence their education. It also 

incorporates the idea that education is a social process and should be built on student 

collaboration, and last but not least that emphasis should be placed on democratic 

work methods (Gerður G. Óskarsdóttir et al., 2014).  A large portion of the problem 

may lie in the fact that differentiated instruction is a term which is often used and 

rarely explained (Visser, 1998). 

Individualized instruction focuses on the individual while differentiated instruction 

takes individual needs into account in a whole class setting. These two terms, 

differentiated instruction and individualized instruction, are often confused. What is 

the difference between individualized instruction and differentiated instruction? 

Differentiated instruction is a teaching method aimed for a group of students, whereas 

individualized instruction begins with the needs of only one student. For example, with 

individualized instruction, each student in a class of 25 students would have an 
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individual assignment. Another good example of individualized instruction is to think of 

special education; students with learning disabilities often have an Individualized 

Education Plan (IEP) to help accommodate their needs (Osewalt, n.d.). Unfortunately, 

by having everyone in the class on an individualized plan, learning can become 

fragmented and irrelevant (Tomlinson, 2001) and loses the social aspect of learning. 

One positive factor that came out of individualized instruction is the realization that 

everyone has individual needs (Tomlinson, 2001). As Dudley & Osváth (2016) affirm, 

providing every single learner with individualized materials is far from practical and 

would require an immense amount of preparation time. Differentiated instruction is a 

more feasible option. It provides diverse paths for accessing knowledge through 

content and process, and offers choices to students to show understanding. 

Meanwhile, the students are engaged in language learning activities focusing towards 

the same common goal (Dudley & Osváth, 2016; Tobin & McInnes, 2008; Tomlinson, 

2001). Teachers who differentiate are supervising and managing several activities at 

once (Tomlinson, 2001). Differentiation should not lead to the isolation of 

individualized instruction (Visser, 1998) because it takes into account the social aspect 

of education. 

2.1.2   Differentiating Curricular Elements 

 

Differentiation can be applied to one or more curricular elements such as content, 

process and products. Theisen (2002) points out that teachers can make adjustments in 

the content of the unit or lesson, provide several ways for the learners to process the 

content, and encourage students to show their understanding through diverse 

products. 

2.1.2.1 Content 

 

Content refers to the main elements of the lesson or unit, for example the ideas, 

concepts and information (Theisen, 2002). The content can be differentiated by varying 

the most essential components to the needs of the learners (Theisen, 2002). Providing 

a variety of texts is an integral element of differentiated instruction and another way to 

https://www.understood.org/en/about/authors/ginny-osewalt
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modify the content. It is essential to language learners to have a variety of texts such as 

storybooks, news articles, picture books and web pages, so they can be exposed to a 

variety of authentic language (Government of Alberta, 2010; National Curriculum, 

2014). Offering foreign language learners content specific material at levels that they 

can read successfully enables them to acquire key vocabulary and information 

(Government of Alberta, 2010; National Curriculum, 2014).  Materials at the 

appropriate difficulty levels could provide students with the scaffolding needed to 

develop stronger reading skills. Teachers must be careful to differentiate the material 

but not have different material. Some examples of adapting teaching to ensure 

understanding are:  

 Making sure to begin by developing students’ oral language skills. 

 Using a variety of visuals and other materials; keeping in mind students’ cultural 

background when making the selections; using literacy scaffolds like framed 

sentences. 

 Using patterned stories.  

 Using mind-maps and word walls.  

 Using techniques such as KWL or think/pair/share to activate and build 

background knowledge and experience.  

 Providing students with authentic experiences like having guest speakers or 

going on a field trip.  

(Alberta Teachers’ Association, 2010) 

2.1.2.2 Process 

 

Process is the way learners make sense of the information from the content (McCarthy, 

2014; Theisen, 2002; Tomlinson, 2001). Therefore, if some students need more time to 

understand a concept the teacher may engage them in more direct instruction, while 

more advanced students might receive a more challenging activity. The instructional 

format can be differentiated by using lectures, video, readings, or audio (McCarthy, 

2014).  Further examples of diverse instructional strategies may include:  
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 Providing beginning level ESL students with a buddy.  

 Allowing for first-language discussions and use of bilingual resources.  

 Presenting new information and instructions orally and in writing 

  Demonstrating procedures through pantomime or role play, using gestures, 

facial expressions and body language.  

 Providing work stations to allow students to explore topics or practice skills 

independently.  

 Engaging students in cooperative/collaborative learning tasks such as jigsaw, 

reciprocal teaching, reading buddies, dialogue journals, and literature circles.  

 

(Alberta Teachers’ Association, 2010). 

2.1.2.3 Product 

 

Product is how the students demonstrate their understanding of the unit. One way of 

differentiating product is by applying Gardner’s theory of Multiple Intelligences. 

Multiple intelligences refers to 8 different intelligences that people have, one usually 

being the preferred method of learning and processing information. As Theisen (2002) 

points out, Gardner’s theory of Multiple Intelligences can be applied to products 

offering the learners a greater challenge and a variety of options. This is probably the 

most common way of differentiation (McCarthy, 2014). Teachers can provide students 

with a few choices to pick from or students can propose an assignment with teacher 

approval. It is critical for the academic criteria to be clear so that the students 

understand what is expected of them (McCarthy, 2014). Another method is to use 

rubrics to set clear expectations. A variety of ways should be offered for students to 

show achievement. Students can use a variety of activities despite having limited 

foreign language ability. Here are some examples:  

 Allow students to demonstrate understanding in ways other than writing (for 

example: graphic organizers, art, performance, demonstrations, models, 

posters, etc.).  
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 Allow beginning ESL students to use texts, notes, dictionaries and other aids 

during tests so that the tests become learning opportunities.  

 Allow students to take tests orally.  

 Allow extra time, modify test questions by simplifying language.  

 Use a wide range of assessment options. 

 (Alberta Teachers’ Association, 2010).

  

2.1.3   Differentiation for Student Characteristics 

 

Differentiated instruction is student-centered.  It is instruction that is responsive to 

student readiness, interest, and learning profile; meaning the teacher takes into 

account student characteristics when making modifications. “Simply adjusting the 

quantity of an assignment will generally be less effective than adjusting the nature of 

the assignment to match student needs as well” (Tomlinson, 2001, p. 4). Differentiated 

strategies and activities can be designed to challenge students, but they depend on the 

learner's unique interests, ability, and readiness. Teachers need to work diligently in 

building relationships with their students to become familiar with their interests and 

academic strengths in order to provide the appropriate level of challenge to each one 

(Linn-Cohen & Hertzog, 2007). When teachers take the time to learn about their 

students and respect the different ways in which they learn and process new 

knowledge, learning takes place (Reese, 2011). We know from research that students 

learn better “if tasks are a close match for their skills and understanding of a topic 

(readiness), if tasks ignite curiosity or passion in a student (interest), and if the 

assignment encourages students to work in a preferred manner (learning profile)” 

(Tomlinson, 2001, p. 45). Giving students choices empowers them and invites them into 

a partnership with the teacher. It becomes a collaborative environment. Having an 

environment where learners feel a sense of safety and belonging allows 21st century 

skills like critical thinking and creativity to grow (Reese, 2011).  Students truly enjoy 

having choices, and having tasks that cover multiple ways of learning (Reese, 2011). By 
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implementing differentiated instruction, the students are receiving authentic ways to 

interact, collaborate and feel successful (Reese, 2011). 

2.1.3.1   Readiness 

 

Lev Vygotsky was a psychologist interested in the individual’s learning potential. He 

believed that children should construct knowledge for themselves and should actively 

participate in the learning process, but that the social environment also played an 

integral part of the learning (Pinter, 2006). Vygotsky proposed that individuals learn 

best when they work in their “zone of proximal development” (ZDP), meaning they 

have to have material just slightly above their ability where they can achieve success 

with scaffolding or support (as cited by Tomlinson et al., 2003). The instruction and/or 

tasks must be at the appropriate level of difficulty. If it is too easy, it becomes boring to 

the learners and if it is too difficult, it becomes frustrating (Tomlinson et al., 2003). 

Therefore, it is the teacher’s job to know the level of the learners’ ability and push 

them into the zone of proximal development, where new learning takes place. Through 

repetition of similar activities the learners begin grasping new ideas, new skills, and use 

critical and creative thinking (Tomlinson et al., 2003).   

2.1.3.2   Learner Interests 

 

Students find it motivating when their interests are respected and taken into 

consideration. When students are motivated they learn better and have better results. 

Tomlinson et al. (2003) point out how interest-based study is tied to motivation and 

appears to have a positive effect on learning. Internal factors like age, personality and 

experience can influence student motivation as can external factors such as an 

appropriate curricula and suitable instruction. At the core of interest based 

differentiation, is determining and designing tasks that spark the learners’ motivation 

(Tomlinson et al., 2003). When teachers honor students’ interests, it boosts students’ 

motivation to learn (Wu, 2013). Differentiating by interest assures that students are 

afforded opportunities to use material that is relevant to their own experiences and is a 

good source of motivation (Adami, 2004). 
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2.1.3.3   Learning Profile 

 

Multiple intelligences, learning styles and student characteristics are a few of the 

factors that influence a student’s learning profile. Gardner (1993) suggests that even 

though individuals can develop each of the eight intelligences, one tends to be the 

strongest and usually becomes the preferred learning style. The eight intelligences are: 

verbal-linguistic, logical-mathematical, musical, spatial, bodily-kinesthetic, naturalistic, 

interpersonal, and intrapersonal (Gardner, 1993; Gentry, Sallie & Sanders, 2013). It is 

also important to be aware that everyone possesses all of the intelligences at some 

level (Armstrong, 1994). Being aware of the multiple intelligences can assist in making 

teaching more meaningful to all learners. The basic implication of Gardner’s list is that 

variety is good for teaching English since different children learn differently (Wright, 

2005). Figure 1 (below) illustrates the eight intelligences, describes their characteristics 

and suggests suitable activities for each one. 

 

 

Intelligence Strength Characteristics Activities  

Logical/Mathematical The ability to use numbers, 

see patterns and reason well. 

Puzzles, games, sequencing 

and classifications. 

Verbal-linguistic The ability to use language 

effectively and creatively. 

Note taking, story-telling and 

debates. 

Musical The ability to recognize tonal 

patterns and rhythm, pitch 

and melody. 

Singing, music, and jazz 

chants. 

Visual/Spatial The ability to orient oneself in 

the environment, create 

mental images and sensitivity 

to shape, size and colour. 

Charts, grids, videos and 

drawing. 
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Bodily-kinesthetic The ability to use one’s body 

to express oneself and solve 

problems. 

Hands-on activities, field trips 

and pantomime. 

Naturalistic To have a connection with 

nature, animals and plants. 

Outdoor experiences, hands-

on activities, and data 

collecting. 

Interpersonal The ability to understand 

other people’s moods, 

feelings and motivations. 

Pair work, project work and 

group problem-solving. 

Intrapersonal The ability to understand 

oneself and practice self-

discipline. 

Self-evaluation, journals, and 

options for homework. 

Figure 1 Multiple Intelligences       
       (Larsen-Freeman, 2000). 

 

Learning profile refers to the mode the student prefers to learn. This can be affected 

by numerous variables, for example learning style, gender, and culture (Tomlinson et 

al., 2003). 

In the last couple of decades there have been numerous works published which 

focus specifically on learning styles and teaching English as a second or foreign 

language (Nunan, 2003). Learning styles can be classified visual, auditory, tactile, and 

kinesthetic (Nunan, 2003). Nunan (2003) suggests creating a variety of tasks and 

activities to allow for a broader range of learning styles, rather than one activity for a 

select group of students. Embracing diversity in learning allows the teacher to set good 

examples for their students. Implementing strategies that embrace learning styles 

creates a more varied and interesting environment for the English language classroom 

(Nunan, 2003). 

Research shows that learners in compulsory school are more successful when 

instruction corresponds to their learning preference (Tomlinson et al., 2003). No one 
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learning approach is superior to any other; it all comes down to individual preference. 

Richards and Rogers profess that the multiple intelligence theory can amplify teaching 

and learning in ESL situations because it provides teachers with a wide variety of 

teaching strategies (as cited by Ghamrawi, 2014). Tomlinson et al. (2003) state that 

teachers need an adequate amount of flexibility in the way they present information 

for successful instruction to take place, and that they should provide students with 

options for learning and expressing understanding so that they can figure out their 

learning preference. Ghamrawi (2014) conducted a study examining teachers’ use of 

multiple intelligences in an ESL kindergarten in Lebanon. The study concluded the 

importance of using multiple intelligences, in particular in the teaching and learning of 

vocabulary since the retention of acquired vocabulary was higher (Ghamrawi, 2014).    

It is important for all learners to learn diverse strategies that help them clarify their 

own personal learning style, while also allowing them to take responsibility for their 

learning (Tomlinson et al., 2003). Learners must also be taught strategies to assist them 

in becoming aware of their learning style, so they can eventually take responsibility for 

their own learning and success (Tomlinson et al., 2003). As Sternberg points out, this 

way more students can take advantage of their strengths and compensate for their 

weaknesses (as cited by Tomlinson et al., 2003). By using a variety of activities and 

providing students with more choices, students are given a greater sense of control 

over their own learning (Subban & Round, 2015). Algozzine & Anderson (2007) argue 

that when students have a sense of control over their own learning, it has the power to 

increase learner responsibility and accountability.   

2.1.4   Mixed-Ability Classes and Differentiation 

 

Mixed ability classes are a reality not only in foreign language classes, but also in all 

subject areas. Mixed ability classes can be large or small, with vast or little variation in 

ability; meaning that teachers must learn to cater to various student needs within the 

same class (Pinter, 2006). Therefore, it is important that teachers observe, get to know 

and assess every student to be able to reach their needs and to provide effective 

teaching in a variety of ways (Salli-Copur, 2005). 
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Mixed ability groups are more complex to teach than groups organized by ability 

because the teacher needs a wider range of teaching strategies (Visser, 1998). Teaching 

mixed ability groups also demands more of the teacher’s time and requires more skill 

(Visser, 1998). 

Pinter (2006) argues that it is the teachers’ responsibility to find appropriately 

challenging material for exceptionally gifted children and slower learners. Furthermore, 

she notes that many children enjoy working together in pairs and groups. Salli-Copur 

(2005) suggests several techniques to cope with mixed ability classes:  1) the teaching 

should apply to all the senses, 2) have a contingency plan for those who finish early, 3) 

include open-ended tasks that allow learners to perform at their own level, 4) 

personalize tasks so they are interesting or relevant to the students, 5) include games, 

competitions, and dramatization which all children enjoy, and usually motivates them 

to participate in the target language, 6) use groupwork/pairwork which allows students 

to cooperate and learn from each other, and 7) use portfolios so that both the student 

and teacher have a record of the learner’s progress over the semester.  

2.2   Teaching Strategies 

 

Introducing varied and differentiated strategies provides more ways for students to 

process information and accommodates more learning preferences (National 

Curriculum, 2014; Subban & Round, 2015; Tobin & McInnes, 2008). There are several 

strategies that can be used to differentiate.  Reese (2011) lists the following strategies: 

1) learning stations, or different areas in the classroom where students are working on 

diverse tasks at the same time,  2) complex instruction, when students are placed in 

small groups and work on intellectually challenging material, 3) orbital studies, 

independent inquiries that focus on an aspect of the curriculum, 4) centers, where 

students work independently on a topic of interest or skill, 5) tiered activities, when 

students work with the same fundamental ideas and skills but at varied difficulty levels 

(p. 40). A closer look will be taken at stations, groups, tiered, and open-ended activities 

and learning environment below. 
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2.2.1 Stations 

 

Many teachers enjoy using stations for differentiation (Wu, 2013). Stations are usually 

set up in different areas of the classroom. There are specific tasks or activities set up at 

each station with instructions on how to complete the work (Wu, 2013). They include a 

collection of materials or tasks that teach or reinforce a specific skill or concept 

(Theisen, 2002). Subban & Round (2015) mention that well-established stations and 

classroom routines can ease the flow of a lesson and likely increase production, 

interest, and engagement. Figure2 illustrates different stations that can be organized 

around a piece of literature providing the students with activities they can choose 

based on their interests. 

        (Adapted from: Theisen, 2002) 

Figure 2 Literature center 

    

2.2.2 Groups 

 

Group and pair work may not be a new concept in the language classroom, but with 

differentiated instruction the learners are being grouped according to interests, 

learning profile or readiness. Teachers should not group students together 
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haphazardly; the groups must be created with an objective in mind. Wu (2013) suggests 

that one of the most important strategies for differentiation is small group instruction. 

Thoughtful consideration should be used to plan out when to use small-group, whole-

class, and individualized activities and how to group students. Small group settings 

allow the teacher to address the various needs of the students more efficiently than 

whole class settings (Tomlinson, et al., 2003). Tomlinson mentions: “In effectively 

differentiated classrooms, then, teachers would flexibly group students sometimes 

based on readiness needs, sometimes on interests, sometimes on approach to learning, 

sometimes heterogeneously, sometimes homogeneously, sometimes by teacher 

choice, sometimes by student choice, sometimes randomly. That variety of grouping 

enhances both teaching and learning” (as cited by Wu, 2013, p. 128). Adami (2004) 

states that “...when group work is practiced properly, and therefore students are 

working collaboratively, they learn how to nurture responsibility…” (p.95). Cooperative 

work, Adami (2004) also explains, aids in the development of social and intellectual 

skills, in addition to practicing negotiation, organization and communication skills. 

2.2.3 Tiered Activities and Open-ended activities 

 

Tiered activities are built on the learner’s readiness levels. The students are organized 

into groups based on their ability (Reese, 2011). Theisen explains it as taking the key 

goals and learning of a unit or topic and building activities that support those key goals 

at various levels, taking each student to the next level with appropriately challenging 

tasks (as cited by Reese, 2011). The concept and skills for each activity could be the 

same for each student, but perhaps the path they take may vary in complexity, and 

open-endedness (Gentry et al., 2013). The students who are struggling need more 

concrete assignments and while the tasks might be different they still need to be 

respectful (Reese, 2011). Offering learners open-ended questions and tasks instead of 

closed questions, where there is only one right answer, can engage their interests and 

use the language they already know, enabling the teacher to assess the individual’s 

abilities from a personal standpoint (Dudley & Osváth, 2016). Open-ended tasks are in 

line with differentiated instruction because they allow for individual responses. Open-
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ended questions are also in accordance with communicative language teaching in that 

they permit students to focus on their communication competence rather than 

worrying about getting a correct answer. 

2.2.4  Environment 

 

The learning environment, and class atmosphere, can play a significant role in being 

able to successfully implement differentiated instruction. Subban & Round (2015) state 

that effective differentiated instruction learning environments take into account the 

capabilities and specific learning needs of students, and ensure they are 

developmentally appropriate for all. It is important to create a safe, supportive 

environment for students to grow and learn, and know that it is okay to make mistakes. 

It is important to use seating arrangements that support activities, discussions and 

interactions, but also establish a productive and respectful working space (Subban & 

Round, 2015). When students are aware of the roles and expectations placed upon 

them, and routines and schedules are clear, the efficiency of the classroom should 

improve (Subban & Round, 2015). 

2.3   The Status of English in Iceland 

 

Globalization has placed an emphasis on learning languages. English in particular has 

been affected by this trend. The status of English in Iceland is being redefined due to 

the wide use and exposure of the language; it now has “more in common with a second 

language situation than a traditional foreign language context” (Birna Arnbjörnsdóttir & 

Hafdís Ingvarsdóttir, 2007, p. 51). In Icelandic society, English is widely used in sectors 

such as business, tourism, finance and education (Lefever, 2009). A study conducted in 

2005 to examine the English comprehension and communication skills of nine and ten 

year olds in Iceland who had received little or no prior English instruction revealed that 

many children have acquired basic skills by the age of nine without any formal training 

(Lefever, 2009). Birna Arnbjörnsdóttir and Hafdís Ingvarsdóttir (2007) argue that “it 

may be appropriate to critically re-evaluate …the nature and goals of English language 
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instruction from preschool to tertiary education as a whole” (p. 54) because of the high 

exposure to English. The high exposure also plays an influencing factor in the ability 

range seen in language classrooms in Iceland. Some learners are exposed to English via 

computer games, YouTube, television, and other sources depending on their 

interests. Other factors can also influence their English knowledge or lack thereof, such 

as where they have previously lived or a multicultural background. Foreign language 

diversity has increased at a rapid rate in Iceland making it crucial for teachers to 

implement mixed-ability approaches. 

 

2.4   Foreign Language in the Icelandic National Curriculum 

 

The objectives set by the National Curriculum for English language competencies are 

quite high. A strong emphasis is put on English proficiency since it plays a key role in 

understanding other cultures and is needed for higher education. 

 

English plays a major role in international communication and 

commerce. The evergrowing cooperation and collaboration Iceland 

has with other countries calls for a substantial knowledge of English 

that could be crucial in commerce when Iceland’s knowledge, 

industry, position and interests are presented in the international 

market. As English strengthens its position as a lingua franca, both in 

the economy and in leisure, the value of solid good command of 

English becomes more obvious. The world of information and 

multimedia also demands competence in English. Rapid 

developments in digital mass communication and information and 

communication technology give Iceland access to vast material that 

requires an understanding of different variations of English (Ministry 

of Education, Science and Culture, 2014 p. 125). 
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The competence criteria are set up in a three-level framework in accordance with 

different educational levels. Each level has competencies for various categories. The 

categories are listening, reading comprehension, spoken interaction, spoken 

production, writing, cultural literacy, and learning competence. The National 

Curriculum (Ministry of Education, Science and Culture, 2014) suggests that diversity 

should be kept in mind when organizing the teaching of foreign languages in particular 

now when most teachers are aware of the large ability variance between students and 

amount of exposure to English in Iceland. Diverse teaching methods such as pair and 

group work, learning stations, and carousel learning should be implemented, as well as 

providing a relaxed atmosphere so the students feel secure in their learning 

environment (p.135). The methods listed by the National Curriculum are strategies 

used in differentiated instruction. These diverse strategies are favorable to use in 

mixed-ability settings and are helpful in meeting the needs of all the students. 

2.4.1   Educational Policies on Differentiated Instruction 

 

The role of differentiated instruction in teaching and learning is clearly referred to in 

the National Curriculum. The National Curriculum has emphasized individualized 

education and differentiated instruction for decades (Ingvar Sigurgeirsson, Amalía 

Björnsdóttir, Gunnhildur Óskarsdóttir & Kristín Jónsdóttir, 2014). The National 

Curriculum (2014) clearly states “Compulsory school education takes into account the 

development, personality, talent, abilities and interest of each individual pupil” and 

that “It requires teachers to make an effort to get to know all the pupils that they 

teach, evaluate their situation with regard to their studies” (p. 40). The educational 

policy of the Reykjavik educational authority (Stefna og starfsáætlun Menntasviðs 

Reykjavíkuborgar, 2009) asserts that each student should receive education suitable to 

their ability, and ensure that each individual receives the benefits of having their needs, 

interests and learning style met. Both of those policy statements are fundamental 

qualities of differentiated instruction. This can be achieved through differentiated 

learning, diverse teaching and assessment practices, and having a wide variety of 

material. The teaching and assessment methods in the foreign language section of the 
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National Curriculum state that tasks in the language classroom should be as diverse as 

the students’ talents in different areas (Ministry of Education, Science and Culture, 

2014). 

2.5   Communicative Language Teaching (CLT) and Differentiated 
Instruction 

 

Communication Language teaching (CLT) played an influential factor in changing 

approaches to teaching foreign languages. The teachers accustomed to using this 

approach are potentially headed in the direction of differentiated instruction since CLT 

is a needs-based approach. “It [CLT] led to the development of differentiated courses 

that reflected the different communicative needs of the learners” (Nunan, 2003, p.6).  

CLT is a pedagogical teaching approach which emphasizes the need to develop the 

learner’s communicative competence. For a long time the main goal for language 

pedagogy was to find the correct method that would work for all learners (Nunan, 

2003). Many professionals in the language teaching profession argued that 

communicative competence should be the goal of language teaching (Richards, 2006).  

The earliest versions of CLT emphasized meaning and fluency over form and accuracy 

(Nunan, 2003). CLT is a language teaching approach where communication is the main 

focus and students are given opportunities to interact and use the language in different 

contexts.  Basically, CLT’s main goal is to ensure learners learn to communicate in the 

target language (Larsen-Freeman, 2000). 

The most evident trait of CLT is that everything in the language classroom is done 

with a communicative purpose. Another feature of CLT is the use of authentic material, 

giving students opportunities to develop strategies to understand real language as it is 

truly used. The assumption is that when students learn to communicate, they will be 

motivated to learn a foreign language and empowered since they feel they have 

learned to use the language in a useful way (Larsen-Freeman, 2000). These features 

have influenced the way teachers teach foreign languages. It has been suggested that 

CLT has led to eight major changes in approaches to languages teaching: 
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1) Learners should have more choice when it comes to their learning, in terms of 

content and process. 

2) Learning is a social activity. 

3) Various subjects should and can be integrated. 

4) Learning should be meaningful. 

5) Students learn in different ways, thus the teaching should take these 

differences into account. 

6) Language teaching should help students develop and apply critical and creative 

thinking skills. 

7) Multiple forms of assessment should be used to build a comprehensive 

overview of the learners’ ability. 

8) The teacher should act as a facilitator who is continuously attempting to use 

alternative methods. 

(Richards, 2006, p.25-26) 

The National Curriculum clearly recognizes the fact that students come to the 

classroom with various abilities, diverse learning styles, and interests. It follows 

principles of CLT which places importance on meeting the diverse needs of the students 

in a foreign language setting to maximize student success, for instance providing 

students with choice, taking their learning styles in mind and offering multiple forms of 

assessment. The main emphasis is learner-centered education. Foreign language 

acquisition requires opportunities to use authentic language in a way that is expressive, 

functional, and representative of the way language is used in a real context 

(Government of Alberta, 2010; National Curriculum, 2014). It is important when 

planning lessons to use a wide array of ways to make relevant connections to the 

learners’ background knowledge. Foreign language learners benefit from these 

connections to their experiences (Government of Alberta, 2010).  
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2.6 Past Research on Teaching Methods  

 

Extensive research has been conducted on teaching methods and practices in Icelandic 

schools and the findings point to a common factor that textbooks control the classroom 

(Ingvar Sigurgeirsson et al., 2014).  Kristrún L. Birgisdóttir (as cited by Lefever, 2009) 

carried out one of the most comprehensive studies which examined the consistency 

between the guidelines set by the National Curriculum in regards to differentiated 

instruction and teaching methods used in the classroom. More than 50% of the 

participants revealed that the textbook greatly influenced their teaching and they often 

used whole class instruction (Lefever, 2009). Lefever (2009) reports that studies from 

the United States looking at the effects of curricula on teaching seem to correspond 

with the findings in Iceland. “Results show that adaptive teaching methods are not 

widely used and that teachers are not adequately implementing the policy of 

differentiated instruction” (Lefever, 2009, p. 111). Ingvar Sigurgeirsson’s et al. (2014) 

research clearly demonstrates a discrepancy between educational policy and the reality 

within the classroom. However, the study does point out that teachers have an interest 

in moving towards differentiated instruction (Ingvar Sigurgeirsson et al., 2014).   

Gerður G. Óskarsdóttir (2014) headed a study aimed to identify if teaching practices 

in compulsory schools in Iceland were developing in the direction of differentiated 

instruction. The findings showed that the predominant teaching method used was 

direct instruction and other teacher-centered methodologies (Gerður G. Óskarsdóttir et 

al., 2014). According to another study on teaching practices (Ingvar Sigurgeirsson, 

Amalía Björnsdóttir, Gunnhildur Óskarsdóttir & Kristín Jónsdóttir, 2014), teachers had 

split opinions on differentiated instruction. The teachers doubted that differentiated 

instruction was a realistic philosophy, even though they claimed to use several 

strategies in the direction of differentiation. It was, however, very uncommon for 

teachers to offer students various tasks based on readiness and/or interest, or allow 

students to choose their own assignments (Ingvar Sigurgeirsson et al., 2014).   

Copland, Garton & Burns (2014) wrote an article, “Challenges in Teaching English to 

Young Learners: Global Perspectives and local Realities”, which draws on recent 
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international research. The fourth largest challenge according to the language teachers 

in this study was differentiation, “meaning that many teachers are dealing with 

students who are at different stages of learning and have different individual needs” 

(p.747). While many strategies and approaches have been developed over the years, 

this study points out that differentiation in the language classroom “still remains 

unexplored” (p.757). Teachers need more training on how to work with mixed-ability 

students and appropriate strategies to teach children with diverse needs (Copland, 

Garton & Burns, 2014). 

It appears that teachers are calling for changes in school buildings in order to be able 

to divide their groups differently and provide their students with diverse learning 

methods (Anna Kristín Sigurðardóttir, 2014). Anna Kristín Sigurðardóttir (2014) says the 

reasoning behind these changes is to create more flexibility, diversity, and leeway for 

differentiation to occur and to encourage team-teaching. This suggests that teachers 

are perhaps reflecting on their mode of teaching and are trying to create an 

environment that is more conducive to differentiation. 

2.7   Challenges with Differentiation 

 

Although at first glance there may be perceived challenges in implementing 

differentiated instruction, teachers who have applied differentiation in their classrooms 

often report higher levels of student engagement (Reese, 2011). Theisen notes that 

differentiation scares many teachers because it sounds like so much work, but often 

times once implemented it actually saves time (Reese, 2011). The thought of 

differentiation is often frightening because of the scale of the task (Wright, 2005). 

McCarthy (2014) on the other hand, argues that planning differentiation does not take 

notably more time. 

To keep from getting overwhelmed, it is a good idea to focus on one area to begin 

with. Wright (2005) suggests focusing on a sub-group of students, and not necessarily 

by ability, then focusing on another sub-group after a period of time. Implications from 

a study conducted by Adami (2004) recommended holding teacher meetings so 
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teachers could prepare checklists of suggested strategies. Teachers could then try the 

strategies, observe one another and discuss what went well and what did not, and 

what could be done to improve. Such collaborative working conditions would help in 

the development of team teaching and facilitate the implementation of differentiated 

instruction. 

2.7.1 Need for More Research on Differentiated Instruction 

 

There has been some criticism and misinterpretations surrounding differentiated 

instruction which is exactly why there needs to be more research done in this area. For 

example, education author and consultant Mike Schmoker declared differentiated 

instruction “a corruption of curriculum and effective instruction” (Schmoker, 2010, 

para. 4) in his Education Week article, “When Pedagogic Fads Trump Priorities”. While 

being critical and questioning techniques is a hallmark of professional practice, 

Schmoker’s 2010 article has created misinterpretations and confusion according to 

Wormeli (2011). Wormeli (2011) theorizes that Schmoker may be criticizing 

differentiated instruction so fiercely because he was reacting to distorted 

interpretations of differentiation from colleagues and thus overemphasized multiple 

intelligence theory as the one and only method to implement differentiation.   

Schmoker (2010) claims there is “no solid research” (para. 1) to support 

differentiation’s widespread support. According to Wormelli, there is little research 

available on differentiated instruction, because it involves more than one strategy at a 

time and the classroom is a very unpredictable place where the only thing you should 

expect is the unexpected (Wormeli, 2011). Theorists suggest that to be able to properly 

criticize differentiated instruction, research is needed on the following components: 

tiering for readiness, flexible grouping, and using respectful tasks (Wormeli, 2011).  

 

Differentiated instruction is an issue that is both relevant and emergent, and could 

be addressed with training courses and book materials (Copland, Garton & Burns, 

2014). Implementing differentiated instruction shifts the focus from the teacher and 

puts it on the student. Taking into consideration students’ interests, ability levels, and 
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learning profiles allows teachers to better meet their needs. Differentiation can be 

applied to the course content, process, and products. There are numerous strategies 

available to make implementing differentiated instruction simpler and more 

efficient. Most teachers differentiate in some manner; however, a systematic approach 

to differentiation can make a teacher more responsive to learners needs (Gentry et al., 

2013). Teachers who are skilled in differentiation and understand the underlying 

philosophy can provide academically challenging elements to meet the needs of their 

students (Linn-Cohen & Hertzog, 2007). The key to differentiated instruction is 

assessment, evaluation and reflection; these tools help the teacher assess what works 

and what doesn’t so he or she is able to fix the latter (Reese, 2011). There appears to 

be great interest in the topic of differentiated instruction, but it is apparent that there 

is a need for more materials, presentations, and research on differentiation in the 

language classroom (Reese, 2011). 

This chapter was devoted to laying the foundation for this study by reviewing 

literature on the subject of differentiated instruction and English language teaching in 

Iceland. The following chapter focuses on the methodology of the study. 
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3 Methodology 

 

In this chapter I will explain the research design, the data collection methods, the 

participants and protocol, and the data analysis procedure. In addition, I will clarify the 

limitations to this study and ethical issues. 

3.1 Research Design 

 

This is a qualitative research study using a grounded theory approach because I wanted 

to examine teachers’ feelings, opinions and perceptions about differentiated 

instruction. Qualitative research has a main objective of describing and understanding 

human behavior (Lichtman, 2009). Qualitative methods build on in-depth interviews, 

observations and investigations of human beings in their natural setting. 

Through qualitative research we can explore a wide array of 

dimensions of the social world, including the texture and weave of 

everyday life, the understandings, experiences and imaginings of our 

research participants, the ways that social processes, institutions, 

discourses or relationships work, and the significance of the meanings 

they generate.  

(Mason 2002, p. 1)  

Within qualitative research there are various approaches to inquiry. The purpose of 

grounded theory is to generate a theory “grounded” in the data from the participants. 

Grounded theory is characterized by theoretical sampling, the constant comparative 

method and coding methods (Lichtman, 2009). I am using grounded theory within a 

social constructivist framework since I am seeking to better understand the world in 

which I live and work. Charmaz (2009) argues that “a constructivist approach places 
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priority on the phenomena of study and sees both data and analysis as created from 

shared experiences and relationships with participants” (p. 130). Therefore, a 

constructivist grounded theory approach encourages reflexivity by the researchers 

concerning their position towards the research process, how their theories evolve, and 

regarding their own interpretations and those of their participants (Charmaz, 2009). 

The researcher plays an important part in qualitative research. The researcher is the 

“filter through which data are collected, organized, and interpreted” (Lichtman, 2009, 

p. 116), unlike in quantitative research where the researcher attempts to distance 

oneself and remain objective. It is generally acknowledged today in qualitative research 

that the research and writing have an impact on the researcher (Creswell, 2007). The 

research is molded by the researcher, and as a consequence the researcher is molded 

by the research (Lichtman, 2009). 

3.2 Data Collection 

 

Semi-structured and focus groups interviews were considered the most appropriate 

method of collecting data for this study. The data collection was based on 2 focus 

group interviews and 6 one-on-one interviews. In one focus group interview and two 

individual interviews the participants chose to answer in Icelandic, their mother 

tongue, which allowed them to feel more at ease.  All the other interviews were 

conducted in English. 

 My intent was to use a purposeful sampling strategy to find participants for this 

study. Creswell (2007) describes purposeful sampling as when “the inquirer selects 

individuals and sites for study because they can purposefully inform an understanding 

of the research problem and central phenomenon in the study” (p.125). I contacted the 

principals of 12 compulsory schools around the capital area by e-mail, asking 

permission to interview their English language teachers. The 12 schools were a blend of 

private and public schools, in various neighborhoods and with diverse philosophies in 

an attempt to collect a rounded view of foreign language teachers’ perceptions of 

differentiated instruction in the language classroom. Five out of the twelve schools 
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responded to the invitation. Three of the schools responded positively, one claimed 

they would forward the information to their foreign language teachers and the last 

school declined to participate. I sent out reminders in an attempt to get more 

participants.  Unfortunately no one else responded. From this strategy, six individuals 

accepted to participate in this study. 

I asked two participants from a pilot study that I had previously conducted, if they 

could assist me in finding more participants. This is known as snowball sampling. 

Snowball sampling is a technique where original participants are asked to identify 

additional individuals (Lichtman, 2009). This strategy led to four more English teachers 

from two different schools who were willing to participate in the study. 

3.2.1 Participants  

 

The main criteria for participation were that all participants had to be currently 

teaching English as a foreign language. All 11 participants were female and ranged 

between the ages of 25 and 60 years old. Three are native English speakers and eight 

are native Icelandic speakers. The educational background of the participants was 

diverse, however, all but one were certified teachers. Three are specialized as foreign 

language educators. Their years of experience in teaching English ranged from 1 year to 

14 years. The participants were given pseudonyms for confidentiality purposes. 

3.2.2 Interviews and Focus Groups 

 

Ultimately I chose an interview based research design because of its effectiveness in 

gathering the data needed for this study. Qualitative interviewing is “a conversation 

with a purpose” (Lichtman, 2009, p. 139). I used a semi-structured interview method to 

collect data. This type of interview method consists of developing a set of questions to 

use with all the participants but can be varied according to the situation (Lichtman, 

2009).   

In addition to individual interviews, two focus groups interviews were conducted. 

Focus groups have been widely used in market research (Lichtman, 2009). A focus 
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group is basically a group interview with the purpose of gathering information. One of 

the benefits of using focus groups is that the group dynamic may trigger stories and 

ideas among the participants. Another benefit is that they save time. One group had 

two participants and the other three. In both cases the teachers in the focus groups 

worked closely together. 

 I allowed the participants to choose the location for the interview so they could be 

somewhere they felt most comfortable. Most of the interviews took place in the 

teachers’ workplaces, except for one in a public library and one at the participant’s 

home. The interviews lasted approximately 30-60 minutes each and were recorded on 

a digital audio recorder. Both of the focus group interviews took place in the school 

where the teachers work. They lasted between 60-75 minutes and were also recorded 

on a digital device.   

I had some questions ready to guide my interview, but was open and flexible to see 

what direction the interview led us. A semi-structured interview style was used to allow 

specific questions to be asked of each participant and group. I began each interview 

with a grand tour question which is a general question used to get the participant 

talking (Lichtman, 2009). My interviews consisted of open-ended questions about the 

participants’ perceptions of differentiated instruction and usage of it in the classroom 

or lack thereof. The questions I used in the interviews were based on my research 

questions: How do teachers understand differentiation?  How do teachers work with 

differentiation? What do teachers do to overcome the challenges of differentiated 

instruction? 

 

3.2.3 Bilingual Interview Data 

 

Halai (2007) argues that educational research has gradually had to confront issues of 

bilingualism and bilingual data as a result of globalization and pluralization of societies. 

Words are data in qualitative research and are often collected through interviews and 

conversations. These words are then transcribed to be analyzed and interpreted. The 

complexity of this process becomes more convoluted when the data is bilingual (Halai, 
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2007). Working with bilingual data did make me ponder certain aspects. In particular, is 

it still considered a direct quote if the text has been translated? I contemplated this for 

a while, along with other issues related to language. I concluded that English and 

Icelandic play an integral role in this study. Language is a tool we use to express 

ourselves and influences the way we understand concepts. Therefore, I decided against 

translating and kept the participants’ quotes as they were stated and included a short 

summary in English.  

English is my native language, but I am near fluent in Icelandic and feel confident in 

my Icelandic language skills in particular in regards to educational jargon. I posed all the 

questions in English, but did not hesitate to use Icelandic if needed. Most of the 

participants answered in English, but a few chose to answer in Icelandic because they 

felt more comfortable expressing themselves in their mother tongue. There was a fair 

amount of code switching during the interviews most likely because all of us involved in 

the interview process were comfortable in both English and Icelandic. 

3.3 Data Analysis Procedure 

 

Qualitative data is usually characterized by words unlike quantitative data, which is 

usually represented with numbers. Lichtman (2009) reminds us that data analysis in 

qualitative research is a complex process and while there are many approaches, they 

are unspecific about what analysis should be used. Grounded theory approach is often 

associated with a constant-comparative method.  

Analysis of the data began as soon as the interviews were completed and 

transcribed word for word. As previously mentioned, a few participants chose to 

answer in Icelandic. I decided against translating the transcriptions to include the spirit 

of the participants’ voices. I read the interviews numerous times, then followed 

Lichtman’s (2009) six-step data analysis process: initial coding, revisiting initial coding, 

developing an initial list of categories, modification of the list based on re-readings and 

subcategories and moving from categories to concepts. Once all the interviews were 

coded, similarities were identified, and a list of themes emerged. Themes are concepts 

or central issues derived from the coding of the transcribed data (Lichtman, 2009). 
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There is flexibility in grounded theory coding, allowing the researcher to go back to the 

data, get fresh codes, and weigh their significance (Charmaz, 2009). I attempted to use 

statements which were rich in detail and descriptions to extract a clear view of the 

perceptions of the participants regarding differentiated instruction. 

3.4 Ethical Considerations 

 

Various ethical issues and concerns may arise when qualitative research is being 

conducted. Lichtman (2009) points out nine principles of ethical conduct researchers 

should keep in mind when conducting qualitative research: 1) no harm, 2) privacy and 

anonymity, 3) confidentiality, 4) informed consent, 5) rapport and friendship, 6) 

intrusiveness, 7) inappropriate behaviour, 8) data interpretation, and finally 9) data 

ownership and rewards (p. 54-58). 

 The participants were given an informed consent letter to read and sign before the 

interview. I informed them of the purpose and use of the research. The interviews were 

conducted with willing adult participants about their perspectives on differentiated 

instruction. Participants were informed of their right to withdraw at any point, without 

needing to give a reason. However, there was no withdrawal from the study. 

To protect the teachers’ anonymity I provided each participant with a pseudonym. 

Those pseudonyms were also used in the transcriptions, coding, and categorizing of the 

data. In addition, the names of their schools were not used, nor was any other 

information that might reveal their identity. Furthermore, it is the duty of the 

researcher to treat the participants’ information with care; therefore, when done with 

processing, all recordings and transcriptions were destroyed. 

I made sure to clarify at the beginning of each interview that confidentiality was of 

the upmost importance. Therefore, anything they disclosed in the interview would not 

be connected to them nor have any negative repercussions in their job for example, if 

the participants complained about co-workers or administration. The participants were 

therefore free to express themselves and were as a result very open in their 

disclosures. 
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As mentioned above the interviews took place with willing adults about their 

perspectives on differentiated instruction. The participants in this study were fully 

aware of the purpose and use of the research. As such, and given the size of this 

research project, it was not required to notify the Icelandic Data Protection Authority 

(Persónuvernd).  

Positionality refers to where the researcher stands in comparison to the participants 

(Bourke, 2014). I am a white female in her mid-thirties who teaches English as a foreign 

language. Gender, profession and similar work experiences added to a common bond. I 

felt as if I was interviewing my peers. Being able to conduct the interviews in English 

and Icelandic had a positive effect on the study as it represented the two languages we 

use in teaching English as a foreign language in Iceland. The one area I felt there may 

have been a power imbalance was with the amount of background knowledge I had on 

differentiated instruction due to my research on the topic. 

3.5 Limitations of the Study 

 

As with any research there are often limitations to the study. First, since the purposeful 

sampling strategy did not proceed as planned and I had to rely on a snowball sampling 

method to find my participants, my population sample was not as diverse as I had 

originally intended. This method may have led to more of the participants being like-

minded, or with similar opinions on the research topic of differentiated instruction. 

Furthermore, I believe the term differentiated instruction was lost in translation to the 

native Icelandic speakers who translated the term to einstaklingsmiðað nám which 

tends to get blended with the concept of individualized instruction. If terms like 

námsaðlögun and námsaðgreining, which have been used for differentiated 

instruction, were more common in teaching jargon, einstaklingsmiðað nám may not 

have gotten in the way of the Icelanders’ understanding. Finally, class sizes vary 

considerably between public and private schools. Private schools have classes of 15 

students or less, whereas public schools have classes consisting of 24-30 students. 

School policies and philosophies also different between the private and public sector, 

and therefore, may influence teaching methods used within the schools. 
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That being said, by conducting this study I have added to the limited amount of 

literature on differentiated instruction in the foreign language classroom. I have 

provided additional insight into the foreign language classrooms at the compulsory 

level in Iceland and been able to collect rich data on the subject. My focus on teachers’ 

perspectives of how they interpret differentiated instruction, how they use it in their 

classrooms, and how the challenges of differentiation can be overcome could play a 

pivotal role in providing data to teacher educators.  

In this chapter the research design and methodology chosen for this study was 

explained in detail. This is a qualitative research study using a grounded theory 

approach of inquiry in a constructivist framework. The data was collected through 

individual and focus group interviews with teacher participants from the capital area. 

Purposeful and snowball sampling methods were used to find participants for the study 

with the criteria of being teachers of English as a foreign language. Most of the 

interviews took place in the schools where the teachers work, others took place in their 

home, or at a public library. Several ethical issues were discussed, such as the need for 

anonymity and confidentiality. The limitations of the study were also addressed in this 

chapter, for example, possible lack of diversity in the sample, lack of prior research, and 

the lack of a clear term for differentiated instruction in Icelandic. 

 

The following chapter will be devoted to the findings of the study. 
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4  Findings 

 

In this chapter all the major themes that emerged from the interviews will be 

explained. The participants’ answers from the interview questions were coded, refined, 

and then organized into themes. For example, a couple of codes were extracted from 

the data in relation to the definition of differentiated instruction. One code revealed 

confusion between differentiated instruction and individualized instruction. Another 

code was the perceived lack of a good Icelandic term for differentiated instruction 

which contributed to a core category of concept confusion. Codes related to why 

teachers use differentiated instruction include the vast ability gap amongst students, 

wanting to meet the needs of learners, and feeling a professional responsibility to 

meeting their needs. Interview questions concerning how teachers incorporated 

differentiated instruction in the classroom elicited codes like respecting students’ 

interests, using diverse materials, teaching themes, using a variety of teaching 

strategies, and challenges the teachers encountered. These codes led to two 

categories: variety and feeling overwhelmed. Participant answers to questions 

pertaining to the third research question, how to overcome perceived challenges with 

differentiation, generated two categories: resources and collaboration. Thus, the 

themes that will be discussed in this chapter include concept confusion, meeting the 

needs of learners, variety, feeling overwhelmed, resources, and collaboration. 

Before discussing the findings I would like to introduce the teachers. All teachers 

were given pseudonyms to ensure confidentiality. The participating teachers came 

from the public and private school sectors, and were teachers of English to children in 

grade levels ranging from preschool to grade 10. The chart below provides information 

about their language, educational background, and length of teaching experience. 
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Teacher Grade 
level 

Educational background Years teaching 
English 

Mother 
tongue 

Anna 5th -7th  B.Ed. and a M.Ed. in 
education 

14 years Icelandic 

Sigrún  8th -10th  B.Ed. 8 years Icelandic 

Kathleen Preschool 
up to 4th  

A degree in Journalism & 
Mass Communication and is 
a proclaimed self- taught 
teacher 

13 years English 

Sunna 8th -10th  M.Ed. in Teaching English 
aimed for upper secondary 

1 ½ years Icelandic 

Edda 5th -10th  B.A. in theology and 
Icelandic, a master’s degree 
in philosophy, and a diploma 
in teaching philosophy and 
ethics 

Danish for 2 years 
and English for 1 
year 

Icelandic 

Guðrún Currently 
teaches 5th  

B.A. in Education Studies 
and a Teaching Certificate 

Has been teaching 
English for 8 years 
and other subjects 
for 10 years 

Icelandic 

Unnur 1st-8th 
grade 

B.Ed. She has taught 
many subjects 
over 14 years 

 

Icelandic 

 

Barbara 

1st-8th 

grade 

B.Ed, specialized as a 

Foreign language teacher 

She has taught 

English and 

humanities for 10 

English 
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years 

Kelsi 1st-8th 

grade 

has a degree in Primary 

Teaching 

2 ½ years English 

Lovísa 7th-10th  has a B.A. in Italian and 

Literature, a M.A. in 

Creative Writing and a 

teaching certificate in 

Icelandic 

7 years Icelandic  

Kristín 7th-10th B.Ed 9 years Icelandic 

Figure 3 Participants 

 

As I noted in the methodology section some of the participants answered the 

interview questions in Icelandic. Some of their comments have been given in the 

original language to ensure accuracy. 

4.1 Concept Confusion 

 

A prevailing issue that I found striking during the interviews and data analysis was the 

recurring confusion amongst the native Icelandic speakers of the term differentiated 

instruction. The teachers who have Icelandic as a mother tongue confused or 

intertwined individualized instruction with differentiated instruction. For example, 

when I asked Lovísa and Kristín to describe differentiated instruction to the best of 

their knowledge, they immediately began to try to clarify the question “Ertu að meina 

einstaklingsmiðuð kennsla? Nám? Fyrirmæli?” (Kristín), then Lovísa chimed in: “Það er 

svolítil kennsla í hópi…með miklum margbreytileika, í margbreytlegri hópi? Sko, ok, ég 

er með hóp sem er mjög breytilegur, margbreytileiki, og hverning á ég þá að kenna 

þeim?” Reflecting aloud, they pondered whether it meant individualized teaching or 

instruction, and then moved on to it meaning having a diverse student population and 

how they would teach such a group. Once they talked it out, they decided that this type 
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of teaching approach could include some students having teacher-steered vocabulary 

work, while others may select their own vocabulary list and take notes, or some 

students work with flashcards, others may always have audio material available to 

listen to, while perhaps extremely strong students could make a contract with the 

teacher about what they do. Edda responded by saying:  

“einstaklingsmiðað nám means individualized, but differentiated 

instruction, that could be translated in a different way, and probably 

the concept, what lies behind it would be a little different… you may 

need a different [Icelandic] word for it. Yeah, definitely, that should 

be corrected”.  

Sunna agrees that a new word is needed in Icelandic for differentiated instruction. She 

claims einstaklingsmiðað nám is used for both individualized instruction and 

differentiated instruction because there is not two separate concepts in Icelandic, “we 

bundle them together and it definitely confuses people”. Sunna’s belief coincides well 

with Guðrún’s perspective. Guðrún could not make a distinction between the two 

terms because they meant the same thing in her mind. As Edda and Guðrún point out 

by their responses, a few of the participants were unaware that individualized 

instruction and differentiated instruction are two separate concepts in English. 

 There was a clear difference in the understanding of the term based on the 

teachers’ mother tongue. The native English speakers never once hesitated in 

explaining their understanding of differentiated instruction. The Icelandic participants 

were in agreement that a new Icelandic term is needed to clarify the confusion 

between individualized instruction and differentiated instruction.  

4.1.1 General Definition 

 

Once the native Icelandic participants were able to distinguish differentiated 

instruction from individualized instruction, they shared similarities in their definitions 

of differentiated instruction with their English counterparts. Many of the participants 

had a general idea of differentiated instruction, but their explanations differed. When 

asked to define differentiated instruction to the best of her knowledge, Anna explained 
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it as “when you’ve studied your group and you know what level they are at and you 

make an assignment that works for everyone”. The majority of participants mentioned 

that the term meant meeting the needs of the individual learners. Sigrún, for example, 

defined differentiation as meeting the needs of students at their level of ability; 

therefore lowering your expectations for those learners who are of lower ability. Sunna 

explained it as “when you give each student assignments and workload to 

accommodate their abilities, where they are at in their studies”. Barbara, Kelsi and 

Unnur added that students have different learning styles and therefore it is important 

to provide them with choices and alternative ways to show their understanding. 

Barbara enhanced this concept by saying, “So having the flexibility within your 

assessment and teaching system that will allow a child to try different ways to 

experiment with or follow their passions in different ways”. Kathleen argued the 

importance of assessing the child to be able to give them what they need to boost their 

confidence and figure out their learning style. 

4.2 Meeting the Needs of Learners 

 

A second theme derived from coding the data was meeting the needs of learners. All of 

the teachers reported having students with vast ability variances in their classes. As 

teachers, they felt responsibility towards meeting their students’ needs. Anna would 

like to believe that most teachers try their best, and do what they can, and that more 

often than not, they are able to help most students. 

4.2.1 Range of Student Ability 

 

The one finding that was conclusive throughout the interviews was the range of 

abilities in the language classroom. It was apparent that all educational levels, from first 

grade through tenth grade, and all school systems, whether public or private, had 

classes with a wide range of abilities. Some described the range as being from A+ 

students to D- students; while others described the range from having students who 

didn’t know anything in English to having bilingual students. Lovísa said: “Hún er alveg 
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frá nemendum sem kunna kannski þrjú orð á ensku, yes, no og football til nemenda 

sem geta haft orðaforða sem ég þarf að staldra aðeins við, hann er bara gríðarlegur, 

breiddin er gríðaleg”. She describes the scope being from students who know only 

three words in English, to some whose vocabulary is so extensive that she is in awe, 

and that the span of abilities is gigantic. The participants expressed the range of 

abilities found in their foreign language classrooms ranging from being a complete 

beginner to being fluent.  

Both Edda and Sunna claimed it was difficult working with mixed ability groups 

because they could not give the students, in particular those with learning disabilities, 

the time and focus they wanted.  However, Edda also mentioned that teaching mixed 

ability groups kept her on her toes as a teacher. She refused to allow the textbook to 

steer her teaching, in particular if that method was not working for all students. 

4.3 Variety 

 

During the interviews it became obvious that the majority of participants used 

differentiated instruction to some extent in their classrooms. How they utilized 

differentiated instruction differed, but why they employed the method appeared to be 

based on the same reason; because of mixed abilities and diverse needs of the 

students. 

My participants use differentiation differently, some differentiated by content and 

process while others by product, or all of the curricular elements. Some participants 

took into account student characteristics such as readiness, learning profile, and 

interests. A few succeeded in differentiating by curricular elements and student 

characteristics.  

Some of the participants differentiated content such as textbooks, reading material 

and other items. At the higher levels, some students are using content made for third 

and fourth grades, while other students are using material that is advanced for their 

educational level. The participants offer their students a variety of choices and provide 

lots of scaffolding. Edda uses a variety of texts including song lyrics, magazine articles 
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and books, and sometimes even different versions of the same text where some are 

simpler than the original in grades 8-10, but claims to not differentiate the texts 

enough at the middle school level. She discloses it is because she has just started 

teaching at the middle school level and is familiarizing herself with the textbook.  

Many teachers used theme or topic-based instruction. Some had developed their 

own selection of themes; while others let the textbook topics guide them. A couple of 

the teachers specifically mentioned that they found the use of themes or topics in their 

teaching facilitated working with the ability variance within the group. Many of the 

teachers who work with specific themes allow the students to show their 

understanding in any which way they please. They were, therefore, differentiating by 

product and by learning profile. For example, students can work on and hand in a short 

film, a character profile, an essay, song or power point presentation as long as it is all 

done in the target language English. Many of the teachers stated the most common 

form of projects they receive are power point presentations or posters, “even if one of 

the options is bringing your pet to school to present!” exclaimed Lovísa who clearly 

thought this was a brilliant idea. Different options were provided for oral exams as well, 

for example strong students may choose to discuss a book they have read whereas a 

weaker student may choose to talk about something like a sport they practice or about 

their family. 

Using a broad range of teaching methods and materials is a key component of 

differentiated instruction. To Sigrún, this is the most appealing aspect of being a 

language teacher; having the freedom to do fun activities with the students. In her 

words, “við erum mjög mikið með svoleiðis [diverse assignments]. Það er einmitt það 

skemmtilegasta við tungumálakennslu, þú hefur svolítið frjálsar hendur”. She claims 

they have a lot of diversity in their teaching, which is the best part of being a foreign 

language teacher, because you are allowed much more freedom.  

Five out of the eleven participants used textbooks in their teaching. Two of the 

teachers who used the textbook did not use it continuously or allow it to direct their 

teaching.  The textbook was just another tool in their toolbox. Three of the teachers 

who chose to use a textbook, however, seemed to allow it to influence their 
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instruction. Sunna said they did a chapter on New York, and the students had to do an 

assignment connected to that theme, but they were free to choose what it was as long 

as it related to the material. “We try to connect it to the material, they have some 

control of what they are doing, but we don’t let them stray too far from our materials. 

There is a little bit of freedom. Not a lot, a little bit”. 

Lovísa remarked that teachers often focus on the same outcome for all students 

which, in her view, showed little tolerance for the diverse strengths of students. She 

believes that teachers should use differentiated assessment, which recognizes 

students’ strengths and weaknesses. 

4.3.1 Respecting Students’ Interests 

 

Approximately half of the participants use a combination of student interest and a 

variety of assignment options for assessment. Students are allowed to choose a topic 

related to the unit they’ve been studying and choose the way they present it. Kelsi gave 

an example of using her first grade class’ interests: 

Yeah, my class, they just adore animals.  Especially seals, it’s the 

ultimate, dolphins, everything like that, so I thought what better way to 

capture their interest than to do an English unit on non-fiction ocean 

animals, and they just loved that!  They were so much more eager to 

write reports on it.  They did extra research because it was something 

they loved.  Just last week I had a unit planned out, where I wanted the 

term to go, but then a group of particular students came to me and said 

we really, really want to write a story, and they are only in the first 

grade, but they were so eager.  So I thought, okay, we’re writing a story!  

Cause if you are that eager and bringing all that enthusiasm and you’re 

in the first grade, well then let’s go!  We’ve been working on it and they 

are so passionate about it, and I think this is great; THIS is what learning 

is all about.  You have to follow their interests! 
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Sigrún believes that independent project/topic work is motivating for her students; 

they put more effort into their work, they know how they want to present it and have a 

certain amount of ambition. It gives them a sense of ownership. “Ég held að þau reyni 

meira á sig. Af því að þetta er þeirra. Þau hugsa um hverning þau vilja skila verkefnum, 

þau eru ekki öll þanning, en þau hafa ákveðið mikinn metnað”. Appropriately 

challenging material and projects encourage motivation within the students and 

increases participation. 

Edda just began teaching a 7th grade class which had previously only used a 

textbook. “I mean, it’s just horrible!” she exclaimed. So she began with a group project 

based on their interests to get them interested in English again. “They are known for 

being very energetic. It was amazing to see because they were allowed to choose the 

topic and their partners; they were 2-3 in a group and working on it themselves and 

choosing how they went about it. They did it unbelievably quickly. And many produced 

quality work” (Edda).  

Teachers who found appropriately challenging material for their students and 

allowed students to work with their interests noticed that it had a positive impact on 

student motivation and participation. When teachers respected and used students’ 

interests they became more engaged and produced higher quality work.  

4.3.2 Diverse Differentiation Strategies 

 

There are several strategies that aid in differentiating a language classroom. Stations, 

flexible grouping, and tiered activities are just a few strategies that can be 

implemented. 

While analyzing the data, it became apparent that about half of the participating 

teachers used stations and centers. Anna, Kathleen, Kelsi, Barbara, and Unnur 

mentioned placing the learners in groups and using stations and centers in their 

classes. They have some stations where the students can work independently and 

usually one station where they place themselves to be able to work more closely with 

the students. 
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Anna explains how she differentiates instruction with open-ended tasks. “You might 

say to one student write 10-20 sentences and then go to the next one, you write 5 and 

then you draw pictures of what you wrote”. Anna elaborates further by saying she likes 

“to have open assignments... that gives you the opportunity to adjust it to everyone’s 

ability”. Anna enjoys having the assignments “similar or the same, just adjusted to 

individual levels”.  

A majority of the language teachers in the study often used pair and group work, 

and half the use of stations, furniture placement played a key role in their teaching 

strategies. It seemed to be common practice to have the desks arranged in small 

clusters, allowing teachers to easily employ stations or group work. Sigrún likes to have 

her students’ desks set up in groups of four because: “Mér finnst það svo skemmtileg 

uppröðun, gera þau svolitið virkari”. It is a fun arrangement that allows the students to 

be active participants.   

Anna finished the interview with her thoughts on using differentiated instruction 

and lessons by concluding “I think that it’s probably very important; necessary. Because 

they [the students] are so different, it’s not like they’re all the same.” She felt strongly 

that “[differentiated instruction] is not just for English, it’s just for all subjects and 

something that teachers need to be trained at. I think that is very important”. Kathleen 

believes that using differentiated instruction is an “absolute must”. 

Motivation is a key aspect of learning. The language teachers interviewed believed 

that having assignments at the student’s level helped with motivation; “especially for 

the ones that are low ability students” Anna stated. The teachers felt that if an 

assignment is too difficult students get frustrated and lose interest, or just give up, 

which in turn affects their self-esteem. Anna claims the higher ability students have the 

motivation “but they need a challenge as well.” Kristín and Lovísa felt that when tasks 

were at the appropriate ability level where students felt they could handle the work, 

they became more positive. The same happened when they received projects based on 

their interests. Unnur believes it is important to incorporate differentiation into 

classrooms, because, as she states, “if you’re never successful at anything, why even 

bother? If everyone is ahead of you, then there’s never that moment of wow, I’ve 
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finished this or wow, I’m proud of my work”. Barbara adds, “…not having to perform at 

a set level, it gives them a space that they can grow into without feeling over-pressured 

or stressed”. 

Sunna felt that using differentiation and working with everyone’s needs made the 

students feel special and know that the teacher cares about them, which added to their 

motivation. 

 

4.4 Feeling Overwhelmed 

 

Several factors played a role in causing the teachers to feel overwhelmed. Classroom 

size, the idea of planning a differentiated lesson, and time constraints appeared to be 

the most recurring factors. 

Classroom size played an influencing factor in making the teachers feel 

overwhelmed. Many teachers found it difficult to work in a mixed-ability class of 25 

learners where perhaps 6 of the students have special needs. They felt unprepared to 

deal with special needs like dyslexia, anxiety and other learning disabilities. Another 

difficulty with having such a large class is identifying individual needs and learning 

styles. Sigrún discussed how challenging it is to meet the needs of the students when 

there are so many of them in a class. The demands on the teacher are very high which 

is why she likes to use theme work because the students can work independently and 

at their own level. She explains this by saying, “Þess vegna horfi ég kannski meira á 

þemavinnu þar sem að nemandinn er í raunninni sjálfstæðari í sinni vinnu og gerir eins 

vel og hann getur”.  

Kristín articulates two factors which can make teachers feel overwhelmed, the 

number of students in their classes and lack of time. She says that it is challenging 

because you are one person, and can’t be in three places at once. It takes a lot of time 

to plan appropriately so that everything can run smoothly.  
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“Já, auðvitað er það líka erfiðara af því að þú ert bara ein 

manneskja og getur ekki verið á þremur stöðum í einu, kannski þrír 

sem þurfa mikil aðstoð. Og það kostar ógeðslega mikla vinnu að 

undirbúa þanning að það geti gengið. Þannig að tíminn er factor og 

fjöldi nemenda er annar factor.”  

Many of the language teachers felt that the idea of sitting down to plan a lesson with 

differentiated instruction could be overwhelming. Anna claims that “the biggest 

challenge is always the abilities...because if you want to have one assignment for all the 

kids and then you have to think about the ones that don’t understand”. Sunna feels 

that differentiated instruction can be too much work especially when teachers are 

overwhelmed with all the responsibilities they have: 

 “It’s just strain on top of strain. Too much on your plate. It’s a 

mess! People are quitting because of the added pressure and added 

stress. The work hours, and everything, a mixture of different things 

at the same time are causing people to leave, even in the middle of 

the school year”.  

Sigrún describes her experience using differentiated instruction as very complicated, 

but if it is better for the student then it is a great idea. “Mér finnst það rosalega flókið. 

En ef það er betra fyrir nemandann, þá er þetta bara mjög gott”. Kathleen suggests just 

diving right in to differentiating and thus avoiding overthinking the process. “The 

teacher needs to realize that differentiation does not mean that every single child 

needs to be the focus. It’s about knowing your children and creating a learning 

environment. “Just follow a roadmap of multiple intelligences.”  

  Several teachers claim that it is easy to fall into the comfort of using a textbook and 

just teaching according to the book. Sunna exclaimed, “I think that is the biggest 

barrier, being too comfortable”. Barbara speculated that a stiff curriculum and pressure 

to teach to the test could prevent teachers from differentiating their instruction. 

Some teachers suggested that if teachers had fewer teaching hours and more 

preparation time, they might be able to offer more diversity in their lessons. A few 
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participants thought time constraints were probably holding teachers back. They feel 

there is too little preparation time.  Marking assignments and tests, lesson planning, 

and other responsibilities took more time than they had available. Many teachers feel 

overwhelmed by the demands of the job but want to do their best. Having an 

appropriate amount of preparation time would be beneficial. 

Some teachers note that it could be lack of interest or even knowledge of 

differentiated instruction which prevents teachers from using differentiated 

instruction.  

4.5 Resources 

 

Other factors, that a couple of participants mentioned, which added to the challenge of 

differentiating, were the lack of a variety of materials, devices and tools such as tablets, 

computers and headphones, or teacher assistants in class. 

Some of the participants commented that having a wider variety of teaching 

materials that was easily accessible would be a benefit. They felt there needed to be a 

larger selection of materials at a variety of ability levels. Sunna exclaims “I try to do as 

much as I can, but then again you’re limited because you don’t have all the resources”. 

Many of the participants created some of their materials, but doing so is very time 

consuming.  

A few teachers thought it would be helpful having an extra teacher or assistant in 

the classroom so that everyone would get the help they need. Anna said, “If I... would 

always have a second teacher with me to help me... then yeah, that would be so much 

easier”. They feel an additional person in the classroom would lead to more students’ 

needs being met.  
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4.6 Collaboration 

 

While analyzing the data another pertinent theme began to emerge. The teachers who 

work closely together felt more confident and appear to successfully incorporate more 

differentiation into their lessons.  

Lovísa and Kristín work very closely together. They are quite different and believe it 

is exactly these differences that make them such a strong team. They each have 

different strengths and bring unique qualities to the table. Ideas are shared and 

continuous discussions are had about the improvements they could make. Additionally, 

they discuss how they can better reach specific students. 

Barbara, Unnur and Kelsi also work closely together and they feel that helps them in 

their differentiation. In addition, they believe professional development plays a large 

role in making sure they don’t get stuck in a rut. Professional development refreshes 

their memory of something they have previously done that worked well, or introduces 

them to something new to keep them on their toes. They also recommended visiting 

other teachers who use differentiated instruction and observing them in practice.  

Edda works in a school with other language teachers, but they are still trying to find 

their footing as a team. She believes the key to overcoming the challenges with 

differentiation is cooperation. She thinks foreign language teachers need to find time to 

discuss and explore ideas together and in particular be open to listening to others.   

This chapter presented the main findings of the study. The following chapter will 

discuss the findings in relation to the literature. 

 



57 

5    Discussion 

 

In this chapter I aim to connect my findings to the literature review. As previously 

stated the purpose of this research is to explore teachers’ perspectives about 

differentiated instruction in the language classroom. The relations between the 

findings and the literature review gives insight into the happenings in English language 

classrooms in Iceland and aids me on my quest to further develop and better my own 

teaching practice in dealing with mixed ability classrooms. 

By using grounded theory, I was able to examine the different categories that 

emerged from the data simultaneously and reflect on how they related to one another. 

This chapter is divided into three sections that represent the main findings and which 

reflect the research questions set forth. First, I will look at how the teachers define 

differentiated instruction and their perceptions of the principles underlying the 

differentiated classroom. Then, I will discuss what differentiated techniques and 

strategies are being used. Finally, I will explain the perceived barriers that teachers 

typically experience and how these barriers can be overcome. 

5.1   Teachers’ Perceptions of Differentiated Instruction and Mixed Ability 
Groups 

 

As presented in the literature review and in the findings, there appeared to be a 

variation in understanding of the term differentiated instruction depending on the 

teachers’ mother tongue. Teachers whose mother tongue is English were able to give a 

general explanation of differentiated instruction relatively well with a clear 

comprehension. On the other hand, teachers who have Icelandic as a mother tongue 

struggled and often confused the term with individualized instruction. These findings 

are consistent with the research provided by Gerður G. Óskarsdóttir et al. (2014) which 
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suggests the term differentiated instruction is not well defined in Icelandic. This is 

problematic since it is difficult to implement teaching strategies that are not fully 

understood. The responses provided by the participants, specifically the native 

speakers of Icelandic, clearly demonstrate a need for a comprehensive Icelandic term 

to be able to distinguish between differentiated instruction and individualized 

instruction. Ingvar Sigurgeirsson (2005) refers to an Icelandic term that has been used 

in reference to differentiation: námsaðlögun (p. 20).  Nám means study and aðlögun 

adaptation. While this may not be a precise translation to differentiation, it does 

capture the essence of differentiated instruction. I believe this term, námsaðlögun, 

could help teachers who have Icelandic as a mother tongue to clarify their 

understanding of differentiated instruction by distinguishing it from individualized 

instruction. The awareness of the term could help language teachers conscientiously 

apply differentiated instruction methodically to their planning and teaching. Visser 

(1998) asserts “for a term to be successfully used in the vocabulary there needs to be a 

consensus as to its meaning and to the values, beliefs and attitudes which underpin it” 

(p. 168). This study also has parallels to the study conducted by Robinson et al. (2014) 

on perceptions about implications of differentiated instruction, in that even though 

many teachers were somewhat familiar with the term differentiated instruction, they 

were still somewhat puzzled with how it should be implemented.    

 Mixed-ability classes are a reality that was clearly indicated by the findings of this 

study. Most of the teachers realized that they needed to differentiate in some way to 

meet the needs of their students. However, many of the teachers felt overwhelmed, 

perhaps even uncertain or unprepared to cope with such a vast ability gap. As Copland, 

Garton & Burns (2014) point out in their study, working with mixed-ability groups, and 

students with learning difficulties and challenging backgrounds should be part of 

teacher training programs. When I began teaching, I was aware of mixed abilities in 

classrooms but I was taken aback by how vast the range was. I felt unprepared for 

having to deal with such learning diversity. It appeared that the teachers were looking 

for ways to meet the needs of students, no matter how diverse their groups were. But 

they may have lacked the guidance or strategies to do so more effectively. The 

implications which evolved from the data show a need to better prepare teachers to 
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cope with the vast diversity of ability in the foreign language classroom. A potential 

way to aid teachers in preparing for mixed-ability classrooms could be promoting 

differentiated instruction in teacher education.  

While all the teachers interviewed were well aware of the ability range in their 

classroom, they were inconsistent in their responsiveness to their students’ needs. It 

was evident that the participants in the two focus groups were very in tune with the 

various abilities and needs of their students, and were quite responsive to their needs. 

These teachers provided plenty of variety and choice for their students in their 

teaching. They also happen to be teachers who work very closely together in a 

collaborative manner and had professional development. These aspects seemed to 

have a positive effect on their differentiation and ability to deal with mixed ability 

groups. Sunna, Edda and Guðrún appeared to use the least amount of differentiation in 

their classes. They possibly lacked the collaborative and supportive environment that 

team teaching and professional development can contribute. This is in line with the 

implications from Adami’s (2004) study that suggested that teachers who meet to 

discuss the advantages and disadvantages of certain teaching approaches, to help build 

resources and to decompress from stressful situations in a positive manner.  

5.2   Differentiated Techniques and Strategies Being Used by Language 
Teachers 

 

It was positive to see that a majority of the language teachers used differentiated 

instruction to some extent in their classrooms. As was stated in the findings, a majority 

of the participants used pair and group work, and half of them used stations and 

centers. The majority of the language teachers interviewed also gave students 

assignment options to demonstrate their understanding and worked with the students’ 

interests. Evidence from Lefever’s (2009) and Ingvar Sigurgeirsson et al.’s (2014) 

research studies indicates discrepencies between classroom practices and National 

Curriculum guidelines. They showed how textbooks influenced teaching and the wide-

spread use of whole-class instruction, and my personal experience led me to believe 

that I would find the same information in my study. Therefore, I was surprised when 



60 

the majority of my participants expressed the amount of variety included in their 

teaching, the choices given to the students and how often they took the students’ 

interests into consideration. Many of the teachers I interviewed were using the 

principles of differentiated instruction and were trying their best to follow the 

guidelines of the National Curriculum. However, this positive development with regard 

to differentiated instruction must be taken with caution due to the limited scope of this 

study. 

As Wright (2005) reminds us, using Howard Gardner’s theory of multiple 

intelligences is a simple, straightforward, yet effective way to deal with mixed ability 

groups in a positive way. We know that variety is key in English language teaching, and 

Gardner’s list reminds us that students learn and understand in different ways.  An 

example Kathleen gave is that she always has the multiple intelligences in the back of 

her mind when lesson planning. She may not include all the intelligences in one lesson, 

but throughout the unit, all the multiple intelligences will be included. The National 

Curriculum (2014) emphasizes the use of diverse methods to make use of the varied 

talents students have. The National Curriculum (2014) also recommends using diverse 

teaching methods to provide a more rounded foreign language education in developing 

key skills.  

The most common forms of differentiation that emerged from the study are giving 

students assignment options and accommodating student interests. McCarthy (2014) 

identified that differentiation by product, or having several options for students to 

choose from, is the most common method. It is also important to remember to have a 

clear set of expectations, so that students know what is expected of them (McCarthy, 

2014). Unnur, Kelsi and Barbara often use rubrics so their students can see what the 

teacher expects from them. Rubrics provide students with clear guidelines of what is 

needed to get a certain grade on an assignment. Tomlinson et al. (2003) argue that 

interest-based study is linked to motivation and seems to have a positive effect on 

learning. Wu (2013) suggests that when teachers honor their students’ interests, it 

boosts their motivation to learn. 
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An interesting point to make is that all five of the teachers who work in a private 

school seemed more comfortable using principles of differentiation in their practice 

and appeared to be the least influenced by a textbook. Only three of the six teachers 

working in public schools seemed to use differentiation to some extent to deal with the 

diversity in their classes. Plausible reasons for this difference could be the schools’ 

philosophy and perhaps the number of pupils in the classes. The private schools tend to 

have a smaller ratio of students per teacher than in the public school system. Although, 

Visser (1993) points out class size does not guarantee differentiation, it does increase 

the teacher’s workload. Kathleen and Anna both work in a private school where 

textbooks are not favorable, and are thus used to creating their own teaching 

materials. 

5.3   Perceived Barriers 

 

I noted that most of the perceived barriers to differentiated instruction had to do with 

external factors such as time, material, finances, and an extra pair of hands in the form 

of a teaching assistant or another teacher. No one mentioned a lack of knowledge on 

teaching strategies or principles of differentiated instruction. This was surprising 

considering that very few of the teachers were specialized in foreign language teaching. 

Time was a huge concern of the language teachers interviewed. They feel as though 

there is so much demand on them and yet time is limited. Time is spent on preparing, 

lesson planning, and finding material. Most of the teachers believed that planning for 

differentiation would be too time consuming, and use up the precious little time they 

have to plan and evaluate. The teachers’ responses mirror research findings by Reese 

(2011) who reported that teachers were often frightened of differentiation because it 

sounded like so much work. 

Materials, or lack thereof, were another barrier that the teachers perceived to be a 

hindrance to differentiation. A number of participants mentioned how helpful it would 

be to have a wider variety of resources like multiple texts at different reading levels. 

Finding or creating this type of resource is very time consuming. This is where 
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collaboration is favorable because language teachers can share resources and 

information. This is probably a big contributor to teachers’ losing their stamina and 

falling into the comfort of relying on the textbook. When I first began teaching and had 

to create materials and resources for my students, it was a daunting experience. 

Textbooks were not an option for me because they went against my school’s ideology 

and policies. However, now that I have a few years’ experience under my belt, I have 

collected a large amount of resources that I can use repeatedly in diverse ways. Had I 

been collaborating with other language teachers I may have been quicker at finding 

material and brainstorming ideas.  

Lack of finances was also reported as a barrier to differentiation, but only by the 

language teachers employed at public schools. Their belief was if they had more money 

they could buy more materials, tablets and computers and that would make 

differentiating easier. The private schools seemed to have tablets and computers 

readily available to work with. 

Some of the teachers implied that having another teacher or teacher assistant would 

be beneficial to differentiating. The reasoning behind this is to better assist the 

students. 

5.3.1 Overcoming the barriers  

 

The participants’ solutions to overcoming the challenges of using differentiation were 

reflective of the perceived barriers. Many of the teachers mentioned more financial 

assistance, fewer teaching hours, more preparation time and a teacher assistant when 

it came to finding solutions to meeting the needs of diverse learners and implementing 

differentiated instruction. While these are all fine ideas, I would like to focus on 

solutions that do not require more spending or personnel.   

The findings of the study indicated that the teachers who worked closely together, 

or utilized collaboration, and those with a great deal of professional development 

available to them, such as courses and lectures, were more likely to be responsive to 

their students’ needs, used more differentiation in their lessons, and were open to 
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trying new things. Some of the teachers mentioned that when collaborating, they were 

able to bounce ideas off of one another. The teachers who worked together usually had 

different strengths and were able to use that to their advantage.  For instance Kristin 

had experience working at a lower educational level and could then advise Lovísa on 

activities, tasks, and workbooks that could be of use to lower ability students in higher 

grades. Wright (2005) specifies that creating ambitious differentiated lessons cannot be 

accomplished overnight; this is a long-term project.  Over a period of time and 

preferably with a group of teachers, language teachers can prepare differentiated 

materials and plans, and consider how they will be targeted and monitored (Wright, 

2005). Working with others could aid in diminishing the perceived complexity of 

implementing differentiated instruction. 

Kelsi, Unnur and Barbara work together and have some sort of professional 

development meetings once a week.  In these meetings, they share information on new 

teaching strategies and techniques, new materials and apps, discipline and classroom 

management techniques.  When any of them take a course they come back and give a 

mini lesson to the other teachers who were not able to attend. Their collaboration and 

professional development sessions appear to create a supportive environment and 

relieve feelings of being overwhelmed.  However, this study held similarities to the 

study conducted by Robinson et al. (2014) where the teachers had to learn to 

overcome the obstacles of differentiated instruction on their own. Being able to discuss 

ideas and challenges with colleagues is a potentially effective way of overcoming 

perceived barriers to differentiated instruction. 

Although, the National Curriculum and other educational policies recommend 

differentiated instruction to deal with mixed ability groups, some teachers have neither 

a clear definition nor a clear Icelandic term to work with, and on top of that are left on 

their own to sort it out.  As is apparent in this study, not all language teachers are 

fortunate enough to have a strong support system and a collaborative environment to 

work in. 

I believe both of these factors, collaboration and professional development, give 

teachers information and the confidence to use new strategies in the classroom. I feel 
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it is important that teachers seek out this type of working environment and help in 

creating one if it does not currently exist. In addition, school administrators should 

encourage collaboration amongst foreign language teachers. “We have a chance with 

differentiation when we stop allowing it to be an anxious, overwhelming grind and 

recognize it as a spur to a lively, enjoyable, varied inclusive and active classroom” 

(Wright, 2005, p. 168). 

 

The conclusions that can be drawn from this study are the need for an Icelandic 

term which distinguishes individualized instruction from differentiated instruction, 

more explicit teacher education on mixed-ability teaching approaches and how to 

create a plan for differentiated instruction. Lastly, collaboration among foreign 

language teachers should be encouraged to help relieve feelings of overwhelmedness 

and strengthen resources, thus overcoming potential barriers to differentiated 

instruction. 
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6    Conclusion 

 

This study was set up to investigate three questions focused around foreign language 

teachers’ perspectives of differentiated instruction. I explored foreign language 

teachers’ perspectives and understanding about the principles and theory of 

differentiated instruction, investigated how and why they use differentiation, and what 

their perceived barriers are to differentiated instruction.  

Despite the limitations that were mentioned in the methodology section, this study 

has collected rich data on the topic of differentiated instruction in the foreign language 

classroom in Iceland. I believe this is a relevant and timely topic that has the potential 

to provide important information for teacher educators and foreign language teachers. 

The data collected can be used to improve foreign language teaching and learning. This 

study has also added to the limited amount of research available on differentiated 

instruction and gives insight into foreign language classrooms in Iceland.  

Four main themes were discussed in the findings. The first theme is related to the 

participants’ definition of differentiated instruction. I have proposed using the Icelandic 

term námsaðlögun in place of einstaklingsmiðað nám to minimize confusion. The 

second theme spotlighted how and why teachers use differentiation in their classes. 

The key reason differentiation is used in the language classroom is because of the vast 

ability difference among students. The principles of differentiated instruction were 

used to some extent by all participants in diverse ways. The third finding was a positive 

relationship between using differentiated strategies and student motivation. Finally, 

the teachers listed what they perceived were barriers to implementing differentiated 

instruction.  These reasons are the complexity of implementing differentiation, lack of 

resources, and constraints on teachers’ time.  

The findings from interviews with eleven teachers on their perspectives and 

experiences about differentiated instruction shed light on how differentiated 
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instruction can be more successfully implemented in the foreign language classroom. 

This study highlights the need for a different Icelandic term that better encapsulates 

the meaning of differentiated instruction. A firm understanding of the term will aid the 

use of diverse teaching methods, respecting students’ interests and working in a 

collaborative manner. 

The process of conducting this study and writing this thesis has been an invaluable 

learning experience.  I have acquired knowledge on the nature of research, the 

complexities, and frustrations that are involved.  At the same time, it has been an 

incredibly rewarding challenge to complete. This experience has deepened my 

understanding of differentiated instruction and afforded me the opportunity to reflect 

and expand on my own teaching practice which was part of my goal in conducting this 

study. The study has also uncovered topics for further research such as investigating 

foreign language students’ perspectives on how well their needs are being met by the 

teacher or the relationship between teacher collaboration and differentiated 

instruction. More research on issues having to do with mixed ability groups and 

differentiated instruction would contribute to the knowledge base on foreign language 

teaching in today’s schools. 
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Appendices 

Appendix 1- Letter of Consent 

 

Informed Consent Form 

Title of research study:  Teachers’ Perspectives on Differentiated Instruction in the Language 

Classroom. 

I am a graduate student at the University of Iceland, and am currently enrolled as a 

Master of Teaching candidate. The purpose of the study is to learn more about 

teachers’ perspectives on differentiated instruction in the foreign language classroom.  

I think that your knowledge and experience in foreign language teaching will provide 

insights into this topic.  

 

I am writing a thesis on this topic as a requirement of the Master of Teaching Program. 

My advisor who is providing support for the process is Samuel C.  Lefever. My data 

collection consists of a 30-60 minute interview that will be tape-recorded. I would be 

grateful if you would allow me to interview you at a place and time convenient to you. I 

can conduct the interview at your office or workplace, in a public place, or anywhere 

else that you might prefer.  

 

The contents of this interview will be used for research, which will include a thesis, as 

well as informal presentations to my classmates and/or potentially at a conference. I 

will not use your name or anything else that might identify you or your workplace in my 

written work, oral presentations, or publications. This information remains confidential. 

The only people who will have access to my assignment work will be my advisor. You 

are free to change your mind at any time, and to withdraw even after you have 

consented to participate. You may decline to answer any specific questions. I will 

destroy the tape recording after the paper has been presented and/or published. There 
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are no known risks or benefits to you for assisting in the project. 

  

Please sign the attached form, if you agree to be interviewed. The second copy is for 

your records. Thank you very much for your help.  

Yours sincerely, 

Researcher name: Fiona Elizabeth Oliver  
 
Phone number, email: 895-5309/ feo1@hi.is 
 
Research Supervisor’s Name: Samuel C.  Lefever, Email address: Samuel@hi.is 
 
 
Consent Form  
 
I acknowledge that the topic of this interview has been explained to me and that any 
questions that I have asked have been answered to my satisfaction. I understand that I 
can withdraw at any time without penalty.  
 
I have read the letter provided to me by Fiona (name of researcher) and agree to 
participate in an interview for the purposes described.  
 
 
 
 
 
Signature: ________________________________________ 
 
  
 
 
 

Date: ______________________ 

 

 

 

 

 

mailto:Samuel@hi.is
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Appendix 2- Interview Questions 

 

Questions for my interview with a language Teacher. 

 

 What do you love most about your job? 

 

 How long have you been teaching a foreign language? 

 

 What level do you teach (Primary, middle, high school)? Age group? 

 

 What is your background/specialty? 

 

 Describe a typical lesson. 

 

 What would you say are the most common teaching methods that you use? 

 

 What is the range of abilities you see in your classroom? 

 

o What are some of the challenges you face teaching English/Danish? 

 

 To the best of your knowledge, explain differentiated instruction. 

 

 How do you feel about using differentiated instruction?  

 

o What is your opinion on it? 

 

 What type of differentiation strategies do you use in your classroom? 

 

o What kind of pair and group work do you use?  
o Can you give me examples of stations you use? 

 

 How have you differentiated instruction for your students? 
(Content/Process/Products) 

o If you differentiate by product, how many students choose the variety? 
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o Can you share an example of a lesson you differentiated through 
process, content, and product? What were the results?  

 

o Describe a lesson where you have used differentiated instruction. 

 

 Have you differentiated by learner interest, learning profile or readiness? 

 

 What types of materials do you use? 

 

 What has proven to be the most successful in your opinion? 
o How have you been able to measure this success?  

 

 How do you meet the needs of your struggling students? 

 

 How do you meet the needs of your advanced learners? 

 

 How do language teachers describe the ways they differentiate instruction for 
students within their classrooms? 

 

 How do you think it adds to student motivation?  

 

 How do you think differentiated instruction increases student achievement?   

 

 What barriers to differentiation do you think teachers typically experience? 

 

o Some people think it is time consuming and demanding on the teacher 
preparing a differentiated instruction curriculum.  What is your opinion? 

 

o How do you think they can be overcome? 

 

 How do you think differentiated instruction could be better implemented in 
classrooms?  Why or why not? 

 

 Do you feel like you could use further help to be able to differentiate your class 
better?  
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o Have you had any professional development to help implement 
differentiated instruction?  

 

o Would you like to have some professional development on 
differentiated instruction? 

 

o Do you feel it would be useful for teachers to receive such training/ 
information through lectures and/ or courses? 

 

 Is there support provided after receiving professional development?   

  

Is there anything else you would like to add?  

 


