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Abstract: In response to the challenges of the 21st century, the European Higher Education Area
(EHEA) has been committed to the development of a training model that focuses on the acquisition
of cognitive, physical, and social competences, among others, rather than the mere acquisition
of knowledge. This approach has gained momentum in recent years, where the learners are the
protagonists of their own learning process. This change of approach requires a change in methodology
and involves a renewal of the methodological approach in Spanish universities. Service learning
(S-L) is an active methodology that is gaining ground across universities due to its experiential,
community-based and reflective characteristics. The present study aimed to provide an overview
of the impact of S-L by active programs (physical activities, movement games, active tasks, etc.)
on the acquisition of professional, linguistic, pedagogical or intercultural competencies, as well as
physical wellbeing skills, on English as a foreign language (EFL) teacher education students. Fourteen
Spanish EFL university students carried out an S-L active intervention with a migrant group from the
Migrant Temporary Stay Centre in the autonomous city of Melilla (Spain). A qualitative study was
designed to evaluate the achievement of these competencies. The results show that even though S-L
is a challenging methodology, it favours the development of academic, professional, and physical
wellbeing competences to succeed in a competitive and changing world, as well as the improvement
of the participant students.

Keywords: service learning; teaching English as a foreign language; physical wellbeing; competencies;
socially disadvantaged groups; university education

1. Introduction

In the field of higher education, new educational lines are beginning to emerge with the
aim of responding forcefully to current social challenges. Some of these proposals include
initiatives that link university education with socio-community development, physical
and healthy attitudes, and social actions [1,2]. This fact opens the door to initiatives that
can be carried out through active and experiential pedagogical models that are capable of
contributing to better training of student teachers and an improvement in the quality of life
of different social groups [2,3].

The current expansion of service learning (S-L) is noticeable in a multitude of disci-
plines and educational levels, with a high number of studies investigating its effects [4]. A
great number of professionals and researchers in the education area, including represen-
tatives from the field of language teaching, especially English as a foreign language [5,6],
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contributed to this rapid growth. Therefore, S-L is presented as an effective methodology
that promotes social values. According to Kirkgoz [7], university S-L and English as a
foreign language (EFL) teaching help to consolidate knowledge through direct work with
vulnerable and needy groups in real contexts.

Along this line, previous studies on university S-L [8–12] offered a panoramic view in
terms of research and implementation. However, at the current point of the proliferation
of this method, there is a need to provide specific analyses from each discipline and
educational level [13,14].

With regard to the teaching of EFL and the S-L methodology for university students,
it was shown that there is an increase in knowledge regarding the contents worked on,
as well as the perceived academic and professional competencies [2,5]. In particular, it
strengthens the idea that S-L represents a valuable opportunity to reinforce curricular
content and various competencies covered in EFL teaching [2,15]. Other authors also
analysed the effect of S-L, both at academic and professional levels, on the development of
EFL teacher education students [15,16]. In contrast, other studies focused on the impact of
this pedagogical method from a social point of view [17].

An S-L intervention with university students, who live in a multicultural context,
may promote a very enriching intercultural experience through active programs with
physical activity and games as the main tools. An S-L intervention with teacher education
students specialising in EFL teaching involves taking into account various pedagogical,
academic and professional elements [18]. One of these elements is university students’
own learning, which seems to be fundamentally enhanced by the value of the practical
experience provided through S-L [19]. Similarly, small-group intervention in EFL teaching
produces the consolidation of curricular learning in a comprehensive and globalised way,
specifically with active methodologies that use active programs to be near students or any
group [20]. Recent studies indicated that S-L facilitates the acquisition of knowledge related
to a more inclusive pedagogy in EFL teaching with the strategies they implement during
interventions, especially with regard to social, healthy educative and cultural values [2,18].

Other studies argued that S-L is a useful tool for EFL teaching to experience real-
life situations: it awakens in them an interest in working with people from different
backgrounds and characteristics (cultural, religious, ethnic, etc.) [21]. In terms of the
educational, professional and physical wellbeing competencies acquired, there is a real
action context in which the participating students play a decisive role in the development
of these competencies in EFL teaching [20,22]. Another important variable is the critical
reflection of university students in English language teaching programmes to establish a
motivation that helps them to develop professional competencies more effectively [23].

Physical wellbeing is a healthy habit that must not be forgotten by university students
of any area [24]. Is well known that during the higher education period, there is a multitude
of important phases of development (physical, psychological, social, etc.) that could
affect different academic career chapters of the students, such as competition between
peers, the amount of academic work or changes in living conditions [24,25]. Moreover,
Ghassab-Abdollahi et al. [26] emphasised the students’ low level of quality of life due
to several factors, such as satisfaction with their studies [27], physical activity level [28],
social relationships [29] and emotional wellbeing [30]. These factors and others have an
effect on the effectiveness of teaching, especially on EFL teacher education students [2].
In addition, active experiences of EFL teacher education students with vulnerable groups
through physical activity or movement games might produce an improvement in physical
wellbeing because of the need for movement during the activities [24].

Therefore, in order to maximise the benefits of S-L at the professional learning level
and physical wellbeing competence, the relationship between the academic content and the
objectives of the intervention must be made explicit. Taking all of the above into account,
the aim of this study was to show the impact of S-L via active programs (movement
games, storytelling, physical activities, traditional games, gross motor activities theatre
performances, etc.) on the acquisition of professional, linguistic, pedagogical, intercultural
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and physical wellbeing competencies on English as a foreign language (EFL) teacher
education students.

2. Materials and Methods
2.1. Participants

A total of 14 EFL university students (11 female and 3 male), taking a Degree Program
in Primary Education in the Faculty of Education and Sports Sciences in the Campus of
Melilla of the University of Granada, participated in an S-L intervention with a minor mi-
grant group in the Migrant Temporary Stay Centre in the autonomous city of Melilla (Spain).
The ages ranged between 20 and 25 years old (M = 21.5, SD = 1.45). Moreover, lecturers
who were keen to contribute to help in vulnerable contexts were selected to participate in
the project and the vulnerable groups chosen were migrant children (4–12 years old) and
teenagers between 13 and 17 years old. For this study, the subject chosen was “Teaching
English Literature for Children and Young People” included in the last course of the afore-
mentioned degree (2019/2020 academic year). This subject was based on teaching English
literature through storytelling, traditional and movement games, theatre performances
and gross motor activities by using books such as “The Adventures of Tom Sawyer”, “The
Jungle Book”, and “Harry Potter”.

2.2. Design

The intervention programme was structured in two 45–50 min sessions per week and
was carried out over four weeks (Figure 1). The teacher education students could spend up
to 15 min preparing the materials and organising the group before the class; thus, the total
amount of class time could reach 60 min. The teacher education students worked in pairs
and the recipients were split into groups of four or five members.

Figure 1. S-L intervention dates and an example of a standard session.

As previously described, the subject within which the interventions took place was
“Teaching English Literature for Children and Young People”. However, it is important
to highlight that a physical and playful approach was employed to teach these academic
contents. The interventions were designed by the university students in class together with
the lecturer prior to carrying them out within the S-L programme. The university students
had two lessons per week; one lesson focused on a theoretical approach and the other on a
more practical one. The theoretical lesson was employed to prepare the materials for the
S-L interventions carried out at the Migrant Temporary Stay Centre.
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All the groups worked in the same space but separately, as each group used different
approaches, materials and contents. Every session was designed and planned under the
supervision of the teaching staff responsible for the university courses. The university
students presented their intervention proposals during the weekly theoretical class before
going to the Migrant Temporary Stay Centre, where the practical class took place. By doing
this, the university students learned curricular content by designing, teaching and assessing
EFL tasks provided to vulnerable groups.

The S-L programme was aimed at offering another perspective on teaching through
the university student’s own experience. Moreover, the university students involved in
the S-L intervention got to be familiarised with the real educational needs of the city
while they provided educational services to migrants. At the same time, these students
promoted social inclusion and education to vulnerable groups through physical activities
and movement games. Another aspect to be considered was that the minor migrants and
teenagers hardly knew any English, and many of them only spoke their mother tongue.
Thus, the English level was low, and the migrant group and university students used
Spanish or other languages, if they knew any, as a pivot language, using translanguaging
as a pedagogical strategy [31].

The ethical criteria and good practices established by the University of Granada (Spain)
for research were faithfully followed (code no. 1732/CEIH/2020). In the development of
the S-L intervention, informed consent and permission were sought and freely given by
the participants. They were duly informed about the objectives and topics to be addressed,
preserving their identity above all else.

2.3. The Reflective Diary as a Data Collection Technique

A reflective diary was used as an instrument for data collection. The reflective tech-
nique was selected to evaluate the current S-L experience as it helps to improve personal,
social, academic and physical wellbeing skills in the involved students [9,32]. Moreover, the
reflective technique allows for revealing university students’ daily experiences [33]. This is
especially significant in the practical classes through S-L intervention with socially disad-
vantaged groups as migrants [13]. These techniques allowed us to understand, through the
experiences expressed in the participants’ diaries, the presence and/or absence of academic
and professional competencies.

University students reflected on the problems they encountered and unexpected
events or incidents that occurred during the development of the physical activities and
movement games with the migrant unaccompanied minors, and on their ability to react to
them. It was intended to provide university students with resources that would help them
develop critical thinking skills [34]. This was done by posing four open questions [35]:
(a) a description of an event that occurred during the S-L intervention through physical
activity and movement games, (b) the reaction or response to the event, (c) determining
the best response to the event, (d) the origin of the event and (e) the ability to respond
to future events based on knowledge of the event in question. The university students
completed their personal reflective diaries on a weekly basis and sent them to the lecturer
through the course management system. The procedure used to transcribe the reflective
diaries and to protect the participants’ anonymity was to assign a code to each student,
always respecting the gender (female—f, male—m) and the number on the class list (from
A1 to A14). If the first student in the class list was female, the code would be Af1. A
total of 14 reflective diaries were written, and a total of 38 pages were obtained from the
transcription of these reflective diaries. All reflective diaries were written in Spanish and
then translated into English to be included in this study. It is necessary to highlight that
two members of the research team participated as lecturers in the project. Thus, the absence
of research bias was not possible; however, steps were taken in order to reduce the impact
of bias in the findings. An example of this was that analysis of the reflective diaries was
carried out with the supervision of a lecturer external to the course subject involved.
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2.4. Data Analysis Process

This study was carried out through a qualitative content analysis, given that it was crucial
to capture the essential aspects of the social phenomena presented from the viewpoints of the
participants in the study [36]. Content analysis is an appropriate set of techniques used for
analysing trends in communication content, such as the narratives of study participants. This
analysis is carried out through a deductive–inductive approach. This means that there are
two sources of information: the existing literature related to the topic of the study (for the
deductive approach) and the narratives of the students (for the inductive approach).

Regarding the deductive approach, and therefore, the existing literature, García [31]
and Kubanyiova [37] were two of the main authors studied that contributed to this approach
of the analysis. García [31] presented the theory of language teacher education, identify-
ing four main types of knowledge that a teacher should master to cope with a language
classroom: (a) knowledge of the language, (b) knowledge about the language, (c) peda-
gogical knowledge and (d) intercultural understanding. More recently, Kubanyiova [37]
highlighted the necessity of a teacher education student that addresses the new L2 teacher
roles demanded by a diverse and multilingual society. Moreover, it is important to put
emphasis on their physical wellbeing competence and the efficacy of physical activity and
movement games as useful tools for learning EFL.

After implementing the deductive approach, the inductive approach was employed.
In this inductive approach, the narratives of the student teachers were the main source of
information. This meant that the researchers were responsible for analysing these narratives
(data) to develop conclusions (explanations and interpretations). To do this, we needed to
familiarise ourselves with the data. Familiarity with data includes reading the narratives
several times to immerse oneself in the data. This can be described as a holistic content-
reading process. During this process, we identified the main themes the student teachers
were describing in the narratives. These themes corresponded to the different categories
and subcategories.

This process of identification of categories and subcategories (themes) was done
through the use of a cyclical process around three fundamental stages: discovery, codifi-
cation and relativisation of the data [38]. The first stage allowed us to discover emerging
topics in the text by breaking them into relatively small content units, then submitting them
to descriptive treatment [39]. The second stage allowed us to carry out the categorisation
and coding of these data in the N-Vivo qualitative analysis software. This part of the
process was done in order to determine the trends and patterns, structures and discourses
of communication.

Apart from determining the trends and patterns, through the use of this analysis software,
it was possible to determine the frequency of appearance of the themes in the narratives of
the students, that is, we could quantify the presence of the themes that emerged in their narra-
tives [40]. Thus, it was possible to know the number of references or mentions the students
made to the different themes (categories and subcategories) in their narratives. The number
of references made to each category and subcategory are displayed in the tables presented
below in the Results section. In this second stage, this data transformation of the qualitative
analysis was reviewed by four experts, who paid attention to the credibility, transferability and
confirmability of the data. This allowed us to make sure of the trustworthiness and validity of
the study. In the third stage, the data were interpreted in order to formulate conclusions. In
this step, all the information was prepared to capture the richness of the data and to convert
different researchers’ interpretations into results.

As a result, a definitive system of categories and subcategories was created, as can be
seen in Table 1.
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Table 1. System of categories resulting from the teacher education students’ experiences.

Dimensions Categories Subcategories

Linguistic competence

1. Receptive skills
1.1 Listening

1.2 Reading

2. Productive skills
2.1 Writing

2.2 Speaking

3. Interaction

Pedagogical competence

1. Classroom management

1.1 Silence and disruptions

1.2 Time organisation

1.3 Collaborative work

1.4 Content adaptation

2. Methodologies

2.1 Play-based methodology

2.2 Total physical response

2.3 Communicative approach

3. Resources
3.1 Material resources

3.2 Digital resources

Psycholinguistic competence

1. Emotional competence
1.1 Promotion of emotional competence

1.2 Being self-aware of their emotions

2. Multiple intelligences

Intercultural competence
1. Multiculturalism

2. Translanguaging

Physical wellbeing
competence

1. Physical wellbeing of student teachers

2. Physical wellness of target learners

3. Results

This section presents the results obtained from the analysis of the diaries of the
university students under study. For a better understanding of the results, five action
lines were drawn corresponding to the main categories and subcategories extracted. These
categories and subcategories contributed to a better understanding of the competencies
developed by university students during and after the implementation of the S-L experience
with a group of unaccompanied minor migrants in Melilla [41]. The examples provide
an overview of the experiences and perceptions of the university students; however, in
order to respect their privacy and respect their rights, numerical codes were assigned as
previously mentioned.

3.1. Pedagogical Competence

The dimension “Pedagogical Competence” was made up of three categories, as can be
observed in Table 2. This dimension was based on sound, broad and current knowledge
within the subject area, namely, English, as well as within the subject-based teaching and
learning aspects, such as active methodologies, where physical activities and movement
games played a key role; digital and material resources; and classroom management
strategies implemented through a student-centred approach. In their narratives, the student
teachers referred to these pedagogical aspects on 182 occasions, as can be seen in the
following table.
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Table 2. Number of references for the pedagogical competence.

Dimensions Categories Subcategories No.
References

Pedagogical competence
(182 references in total)

1. Classroom management
(86 references—47.2% of the total)

1.1 Silence and disruptions 29

1.2 Time organisation 25

1.3 Collaborative work 12

1.4 Content adaptation 10

2. Methodologies (64 references—35.2% of
the total)

2.1 Play-based methodology 29

2.2 Total physical response 23

2.3 Communicative approach 12

3. Resources (32 references—17.6% of
the total)

3.1 Material resources 26

3.2 Digital resources 6

The “Classroom Management” category presented the highest number of references,
with 86 references in total. This means that the university students wrote about different
aspects related to classroom management 86 times. They declared that they learned many
different management strategies, for instance, how to manage silence and disruptions, time
organisation, collaborative work and content adaptation while they were implementing
the S-L intervention with unaccompanied migrant children.

The subcategory “silence and disruptions” presented 29 references from the total of
86 references. From their testimonies, it can be observed that they had some difficulties
managing the classroom, as not all of them understood their new environment and may
have had adaptation problems.

Am8: “The hardest part we encountered was to create an atmosphere of concentration
in the classroom since they presented negative patterns of interaction”.

As they planned different physical activities and language games for their English
classes, they thought it could be a good option to use some relaxation activities by imple-
menting the Suggestopedia method.

Am8: “In the second session, I tried to do a relaxation exercise at the beginning of the
class to relax them and create a better atmosphere”.

In the subcategory, “planning and organization”, a total of 25 references were found in
the university student’s narratives. They realised how relevant it was to plan and organise
their physical activities and language games sessions in detail and to always have more
activities as a backup plan.

Af1: “In order to make the best use of time we need to plan our sessions better. It is
also important to always have ‘back-up’ plans, as at any moment you may not be able to
use what you had planned”.

Af4: “I could realise that having my sessions and activities planned in advanced, I could
manage the time of the lesson in a better way and minimise certain discipline problems”.

The following category with the highest number of references was “Methodologies”,
with a total of 65 references. This referred to the methodologies used by the university stu-
dent teachers in their S-L interventions. In their testimonies, the play-based methodology
presented a relevant role as university students became aware of the numerous opportu-
nities offered by this methodology for teaching a foreign language [42]. Through the use
of movement games and physical activity, a better, stress-free climate is created, which
improves motivation [2,43], and it helps minor migrants with a low level of proficiency not
to feel frustrated due to their lack of understanding of the language [44].

The “play based-methodology” subcategory obtained a total of 29 references. This can
be seen in the following examples:

Af4: “I have learned that children of this age need more playful and entertaining
activities in order to really learn the content”.
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Af7: “After the first sessions, I realised that a playful mindset for children helps them
engage in formal learning where they are motivated, they accept better the mistakes and
are open to try out something new”.

The subcategory related to the “Total Physical Respond method” or TPR method
presented 23 references from a total of 64 references. This is a teaching method that revolves
around the coordination of speech and student action. Its foundation is teaching and
learning through physical action, utilising the students’ motor skills while they respond to
commands as quickly as possible. The university students reflected on the benefits of this
active methodology, as illustrated in the following examples:

Af2: “The children responded much better to the dynamic activities where movement
was used. By singing and dancing the students understood better the concepts, even if they
were not familiar with the vocabulary at the beginning”.

Af1: “After implementing the TPR method by using the physical activities, I could see
the students were developing the speaking and listening skills in record time”.

3.2. Linguistic Competence

The dimension “Linguistic Competence” was related to the ability of what a language
user or learner is able to do with a language in order to perform written and oral dis-
cussions [45]. There are three main skills that can be highlighted when talking about the
competence of a language user when they are receiving play-based and physical learning
activities: receptive skills comprising listening and reading; productive skills, including
writing and speaking; and interaction that can be produced online or in person and media-
tion [46]. In this study, this dimension referred to the ability to promote the language skills
previously mentioned in the target learners. The mediation skill was not covered in this
study as there was no evidence in their reflections.

As can be seen in Table 3, for the “Productive Skills” category and the “Receptive
Skills” category, 25 and 13 references, respectively, were obtained from the analysis of
the university students’ diaries. These were the number of times students mentioned the
different aspects related to these skills. In particular, the subcategory “speaking”, with
21 references, along with the subcategory “listening”, 11 references, were the ones most
discussed. The category “Interaction” obtained only three references.

Table 3. Number of references of linguistic competence.

Dimensions Categories Subcategories No.
References

Linguistic competence
(41 references in total)

1. Receptive skills (13 references—31.7% of the total)
1.1 Listening 11

1.2 Reading 2

2. Productive skills (25 references—60.9% of the total)
2.1 Writing 4

2.2 Speaking 21

3. Interaction (3 references—7.4% of the total) 3

This is evidence that the student teachers were aware of the importance of implement-
ing a communicative approach. This can be observed in the following examples where real
situations were encouraged:

Af10: “After the presentation of the activity, we handed out a card with a map of
Melilla. The exercise consisted of starting from one point (the port of Melilla) and arriving
to another site (the market), using directions in English (go straight on, turn right...), they
followed the path by drawing it on the map”.

Af12: “The third day, they performed different role-plays. The first one was a conver-
sation between a waiter and a customer. The second was a dialogue between a salesman
and a customer buying a product”.
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3.3. Psycholinguistic Competence

The “psycholinguistic competence” dimension refers to the ability of teacher education
university students to recognise developmental differences in several active situations.
Student teachers need to be able to address psychological, emotional, cognitive and social
differences in lessons [47], where the contact with minor migrants is close because of
the main characteristic of physical activity and movement games [13]. This definition is
related to the two categories presented in Table 4: “Emotional competence and Multiple
Intelligences”. Both categories presented a large number of references, 32 for the first one
and 25 for the second category.

Table 4. Number of references for psycholinguistic competence.

Dimensions Categories Subcategories No.
References

Psycholinguistic
competence
(57 references in total)

1. Emotional competence
(32 references and 56.2% of the total)

1.1 Promotion of emotional competence 12

1.2 Being self-aware of their emotions 20

2. Multiple intelligences (25 references
and 43.8% of the total) 25

The category “Emotional Competence” referred to the ability to deal with emotions
and it comprised two subcategories: “Being self-aware of their emotions”, with a to-
tal of 20 references, and the “promotion of emotional competence”, where 12 references
were coded.

The subcategory “being self-aware of their emotions” referred to the way student
teachers felt more conscious of their own emotions after having experienced the S-L inter-
vention. This made them feel better prepared for future situations in the classroom. These
are some examples of it:

Af2: “We have really enjoyed this experience and we have also worked much better
compared to the first session, we feel more confident and less nervous”.

Am6: “The most relevant thing I have learned in this experience is the importance of building
my self-confidence. I could realise that this attribute is key to successful teaching practices”.

The subcategory “promotion of emotional competence” referred to the implications of
the university student to promote the general welfare of the minor migrants in the English
classroom. In this process, the use of physical activities and movement games was key, as
can be observed in the following examples:

Af14: “The children were very receptive and enthusiastic to participate in all the
activities, but there were some who were perhaps shyer and more reserved and found
it more difficult to be integrated with the group. To get them on board, we played an
inclusion game that worked very well”.

Af: “Every time I felt that some of the students were having problems socialising with
the group, I used movement games. These active dynamics and activities help them to feel
relax while they were learning the target language”.

The category “Multiple Intelligences” presented a total of 25 references. Gardner’s
theory introduced the idea of an individual with different intellectual capacities, that is,
different ways of knowing, understanding and learning about our world. This theory
was supported by numerous studies [48,49]. After having different experiences in the S-L
intervention, the reflections and experience-sharing allowed the university students to be
more conscious of the importance of recognising the multiple intelligences of the students.
The following quotations are representative:

Am3: “I have learned that in a future I would broaden my ‘range’ of activities, making
them more dynamic and, above all, bringing them closer to the children’ characteristics.
Always bearing in mind that the main objective is that the student enjoys and learns
the language”.
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Af1: “In this experience I have learned to observe and notice children’s behaviour.
Everyone has a different personality and behaves in a different way. Thus, as their teacher I
need to help them to learn despite their different needs”.

3.4. Intercultural Competence

Culture is a key feature, which goes hand in hand with language teaching. The “inter-
cultural competence” dimension refers to the “ability to ensure a shared understanding
by people of different social identities, and their ability to interact with people as complex
human beings with multiple identities and their own individuality” [50]. As can be seen in
the following Table 5, two categories emerged: multiculturalism and translanguaging.

Table 5. Number of references for intercultural competence.

Dimensions Categories No. References

Intercultural competence
(64 references in total)

1. Multiculturalism (31 references—48.4% of the total) 31

2. Translanguaging (33 references—51.6 of the total) 33

In this study, intercultural competence was key as the target group of the intervention
was a minor migrant group whose country of origin was mainly Morocco. They were
children whose native language was Arabic and, as they arrived in Spain, they are in contact
with the Spanish language. Thus, monolingual-oriented or even bilingual education was
not a possibility for them. They needed to be treated as multilingual minors [31,51].
Examples of student teacher testimonies related to multiculturalism were the following:

Af7: “In a city like Melilla where different cultures coexist and a large part of the
migrant students are not fluent in Spanish, it is really important to promote multiculturalism
and multilingualism”.

Am3: “Thanks to this experience I have been able to enjoy teaching for migrant
students. On this occasion, I learnt about the importance of knowing different languages
and cultures to make these students more comfortable in the language class”.

The category “Translanguaging”, which presented a total of 33 references, referred to
the idea of using all the university students’ linguistic and cognitive resources to help minor
migrants with the different languages that coexist in the classroom. This linguistic knowledge
can be used as a vehicle in some of the language games and physical activities to help the
students feel more relaxed when they do not understand the target language [52–54]. This
situation can be appreciated in the following excerpts:

Am3: “Luckily, my partner was fluent in the languages spoken in class (French,
English, Arabic, Tamazight and Spanish), which made communication much easier”.

Af5: “A solution to the main problem would have been the knowledge of key words
in the different languages seen in the classroom to improve the explanation of the physical
activities and the movement games”.

Af9: “We tried to explain ourselves through the use of gestures and also with the help
of the teacher who was in the classroom by employing some Arabic words. This situation
helped me understand the importance of knowing different languages and being flexible
about the use of the target language”.

3.5. Physical Wellbeing Competence

In this study, this dimension referred to the ability to improve the physical wellbeing
of the EFL student teachers and the target learners through the employment of physical
activities and movement games sessions. The physical wellbeing competence dimension
presented 11 references and it comprised two categories: “Physical wellbeing for teachers”,
with a total of 6 references, and “Physical wellbeing for students”, with a total of 5 references.
This can be seen in the following Table 6.
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Table 6. Number of references for physical wellbeing competence.

Dimensions Categories No. References

Physical wellbeing competence
(11 references in total)

1. Physical wellbeing for students (6 references and
54.5% of the total) 6

2. Physical wellbeing for students (5 references and
45.5% of the total) 5

In the following example, it can be seen how the S-L interventions influenced the phys-
ical wellbeing of the EFL student teachers and the target learners by providing language
input through games and physical activity. They declared that this teaching approach
benefited their psychological and physical wellbeing [3,13].

Am8: “I found physical activities and games are a powerful vocabulary builder and
actually benefit students by helping them shape their attentiveness and motivation and
training the brain in how to learn”.

Af2: “I think all the games and activities that we have been doing over this period
have helped teachers and students to remain physically active”.

Af7: “I was surprised when some of the students told me they felt better after the
activities and games. They felt they belong to the group and therefore, more secure
and comfortable”.

4. Discussion

The aim of the present study was to show the impact of S-L using active programmes
(children’s games, physical activities, traditional games, theatre performances, etc.) on the
acquisition of competencies, such as professional, linguistic, pedagogical and intercultural
competencies, as well as physical wellbeing on English as a foreign language (EFL) teacher
education students.

As stated above, the unaccompanied migrant children came from very different
geographical areas and left their home countries for very different reasons. They may
have come to Spain to seek new life opportunities [55]. These children may suffer from
short-term adaptation and potential long-term assimilation into society; thus, a way to
make them feel that they belong to society is through education.

This section provides a discussion of the findings presented in the previous section,
which presented an overview of the experiences and perceptions of the student teachers
under study regarding the development of many different competencies through the im-
plementation of the S-L methodology with a group of minor migrants in Melilla. The
information presented in the five dimensions analysed contributed to showing the neces-
sary competencies (academic, professional and physical wellbeing) required by teacher
education students with a specialisation in English when teaching EFL.

Regarding the development of the pedagogical competence of the student teachers,
it can be said from the results that classroom management was one of the aspects that
university students highlighted the most. They stated that this experience, namely, the
S-L intervention with unaccompanied migrant children, helped them to improve many
different management strategies, such as management of silence and disruptions, time
organisation, collaborative work and content adaptation. Almost all of the university
students referred to the importance of learning practical classroom strategies to manage
meaningful communication and interactions, as well as knowing how to break negative
patterns of interaction. Such situations highlighted the importance of lesson planning in
keeping the class moving smoothly from task to task regardless of the learning environment.
They stated that improving their way of planning the lesson minimised the need for
discipline and allowed them to make the most of their time with students.

This was supported by Lopes and Oliveira [56], who stated that clear guidelines, rules
and routines need to be addressed to ensure that new designs do not detrimentally impinge
on learning. Furthermore, they declared that when learning extends outside the traditional
physical classroom, as was the case in this study when implementing physical activities and



Int. J. Environ. Res. Public Health 2023, 20, 4852 12 of 16

movement games, teachers are responsible for working within the boundaries of acceptable
and safe behaviour.

Moreover, the employment of active methodologies, such as S-L, together with the
use of play-based learning and physical activities with the total physical method enables
students to develop this sense of confidence and belonging. Numerous studies [57–59]
showed the benefits these methods provide in the language learning process of target
learners, for example, they retain what they learn in the long term [60].

In relation to linguistic competence, which refers to the ability to promote the language
skills previously mentioned, of the target learners, the student teachers under study focused
their efforts on promoting two of the basic skills: speaking and listening. This was due
to the fact that the level of English of the minor migrants was low and a communicative
approach was the most suitable methodology for them [61,62].

By employing real situations during the active time, they could connect with their
previous knowledge and generate significant learning, despite the different native lan-
guages or cultures the minors had [63]. This approach could help the target learners to
acquire the language in a more natural way, have space to experiment with new ways of
communicating their thoughts and feelings, and use their imagination through different
physical activities and games. It allowed them to connect with cultural traditions from their
communities and expose them to new ones.

These findings are on the same track as the relevant studies presented by Windle and
Miller [64], who stated that this communicative teaching approach is particularly helpful
for children who are coping with difficult experiences and need a break from thinking
about them.

Psycholinguistic competence refers to the ability to identify emotions and feelings in
the teaching and learning process. The results showed that teaching English through the
use of physical activities and language games made the teaching and learning processes
less stressful and promoted an environment of mutual help and reciprocal exchange [20,65].
For instance, some of the university students highlighted the importance of being conscious
of the different emotions of the minor migrants to be able to involve them in their own
learning process.

On several occasions, the student teachers mentioned the benefits of implementing
a play-based method through the use of language games and physical activities to evoke
efficient emotional experiences, not only for the target learners but for themselves as teach-
ers. These findings are in line with the result of the study conducted by Plass et al. [66]
and Greipl et al. [67], who found that the implementation of games and physical ac-
tivities facilitates learning by fostering teachers’ and learners’ cognitive, affective and
emotional engagement.

After implementing this S-L intervention, the student teachers suggested an improve-
ment in the learners’ and teachers’ capacity for emotional self-regulation. These results
could imply that S-L may be a useful tool for improving EFL educators’
professional competencies.

In this study, intercultural competence was key, as the target group of the intervention
was a minor migrant group. Thus, monolingual-oriented or even bilingual education was not
a possibility with them. They needed to be treated as multilingual minors [31,51]. However,
the shift towards plurilingualism is a challenge when having traditional conceptions and
practices within language teaching and learning.

As Jhingran [68] stated, decades of research evidence indicates that most people in the
world live in multilingual communities, and thus, it is important that schools encourage
the use and further development of the languages and cultures students already know and
the ones they need to know to meet the social demands in their host country. Multilingual
programmes, pedagogies and systems are particularly important for students from migrant
and refugee backgrounds.

In this study, the student teachers referred to this experience as a turning point for
them, as they could be aware of the importance of applying a multilingual pedagogy and
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being flexible regarding the use of the target language, as well as promoting the native
language of the students at the same time.

The studies of Franceschini [69] and French [70] presented similar results and men-
tioned the great opportunities multilingualism and translanguaging provide, not only for
the target learners but also for teachers. They also concluded that active methodologies and
student-centred approaches, such as the ones used in this research, are good mechanisms
for cultural and social inclusion.

As was mentioned in the Results section, the physical wellbeing competence dimension
referred to the ability to improve the physical wellbeing of the EFL student teachers and the
target learners through the employment of physical activities and movement games sessions.

Regarding this dimension, it is important to highlight that most of the student teachers
made a relevant reflection on the diaries stating that by participating in the S-L programme,
they became more aware of the difficult situation in which the recipients of the service lived,
generating a rethinking of their own wellbeing in comparison to those of others [71]. This
reflection helped them to think more deeply about the need to make the minor migrants
feel better physically and emotionally.

Thus, as the benefits of implementing physical activities and games in the language
learning process are well known, they thought that this play-based approach was the most
adequate one. After each session, good results could be seen, as shown in their testimonies.
Moreover, the physical wellness feeling was not restricted only to the students since the
student teachers could also feel and see a more effective way of teaching and all the benefits
involved. These findings are on the same track as the research carried out by Curry and
O’Brien [72], where they mentioned the importance of promoting physical wellbeing, not
only for the target learners but also for the teachers.

5. Conclusions

To our knowledge, after reviewing the literature, no previous study carried out a similar
analysis or addressed the same categories and subcategories as those in the present work.

However, the results obtained in this study must be carefully interpreted due to the
various limitations. In the first place, the narratives were derived exclusively from teacher
education students’ diaries, limiting their transferability. The use of the reflective diary by
minor migrants involved in the S-L programme through physical activity and movement
games might have provided a new perspective to the study. In addition, the study focused
on S-L programmes that were conducted with a single vulnerable group. Consequently,
we speculate that teacher education students might have a more significant impact on the
community if they work with other vulnerable populations.

Despite these limitations, the main contribution of this study to the scientific knowl-
edge in the field of higher education is the usefulness of S-L methodology on the different
competencies required by teacher education students with a specialisation in English. It is
also important to highlight that the EFL teacher education students were offered a unique
opportunity to experience in a real context. At the same time, the migrant group from
the Migrant Temporary Stay Centre taught them social competencies and the S-L pro-
gramme content helped the students to achieve their academic, professional and physical
wellbeing competencies.

This study also provides important information for academics and/or professors of
EFL who are interested in applying S-L to socially excluded groups with group dynamics
and games. Moreover, it contributed to a better understanding of the development of the
academic and professional competencies of the teacher education students involved.

Author Contributions: Conceptualization, S.C.-R., E.-M.H., A.B.-E., J.L.O.-M. and P.J.R.-M.; method-
ology, E.-M.H., S.C.-R. and P.J.R.-M.; data collection, P.J.R.-M. and S.C.-R.; analysis, S.C.-R.; writing—
original draft preparation, all authors; writing—review and editing, all authors. All authors have
read and agreed to the published version of the manuscript.



Int. J. Environ. Res. Public Health 2023, 20, 4852 14 of 16

Funding: This research was carried out within the R+D+i project (2019) “University Service-Learning
in Physical Activity and Sport. Opportunity for social inclusion”, with reference PID2019-105916RB-
I00. In addition, funding was obtained from the project “Research Network on Sport Sciences” from
the Spanish Government through the “RIADIS Research Network”, with reference 03/UPB/20, call
2020, of the Higher Sports Council. Finally, this study was also included in the Fido 2020 (project no.
20-93), Unit of the Quality, Teaching Innovation and Prospective Unit, as well as in the 2021 call for
Equality, Social Inclusion and Promotion of Research of the vice rector’s office of Equality, Inclusion
and Sustainability, which were both calls from the University of Granada, Spain.

Institutional Review Board Statement: The study was conducted according to the guidelines of the
Declaration of Helsinki.

Informed Consent Statement: Written informed consent has been obtained from all the participants
involved in the study to publish this paper.

Data Availability Statement: The datasets generated during and analysed during the current study
are available from P.J.R.-M. upon reasonable request.

Acknowledgments: We thank the Migrant Temporary Stay Centre of the Spanish Government
in the autonomous city of Melilla (Spain) that helped us with the S-L intervention of the teacher
education students involved in this study and, of course, all migrant participants who received the
S-L programme. We wish them all the best.

Conflicts of Interest: The authors declare no conflict of interest.

References
1. Gine-Garriga, M.; Sandlund, M.; Dall, P.M.; Chastin, S.F.M.; Perez, S.; Skelton, D.A. A Novel Approach to Reduce Sedentary

Behaviour in Care Home Residents: The GET READY Study Utilising Service-Learning and Co-Creation. Int. J. Environ. Res.
Public Health 2019, 16, 418. [CrossRef] [PubMed]

2. Corral-Robles, S.; Hooli, E.-M.; Ortega-Martín, J.J.; Ruiz-Montero, P.J. Competences Physical Activity-based Service-Learning of
future Primary School English teachers. Retos 2022, 45, 821–832. [CrossRef]

3. Chiva-Bartoll, O.; Fernández-Río, J. Advocating for service-learning as a pedagogical model in Physical Education: Towards an
activist and transformative approach. Phys. Educ. Sport Pedagog. 2021, 27, 545–558. [CrossRef]

4. Gardner, J.; Emory, J. Changing students’ perceptions of the homeless: A community service-learning experience. Nurse Educ.
Pract. 2018, 29, 133–136. [CrossRef]

5. Kyungbin, I.; Seohyun, B. The Effects of Overseas Volunteer Service Experience on Students´ Attitudes for English Learning
Focusing on Service Learning. Stud. Engl. Educ. 2018, 23, 147–173.

6. Sales, A.; Monfort-Monfort, C. Vinculándose al territorio: El ApS y la participación comunitaria. Estudio de caso en una escuela
rural. Int. J. New Educ. 2019, 3. [CrossRef]

7. Kirkgoz, Y. Preservice EFL teachers’ perceptions and their reflected experiences in a service-learning course. Advances in
Service-Learning Research. In Service-Learning to Advance Access and Success: Bridging Institutional and Community Capacity; T. York,
T., Tikler, A., Tinkler, B.B., Eds.; Information Age Publishing: Charlotte, NC, USA, 2019; pp. 309–333.

8. Carson, R.L.; Raguse, A.L. Systematic review of service-learning in youth physical activity settings. Quest 2014, 66, 57–95.
[CrossRef]

9. Chiva-Bartoll, O.; Ruiz-Montero, P.J.; Martín-Moya, R.; Pérez-López, I.; Giles-Girela, J.; García-Suárez, J.; Rivera-García, E.
University Service-Learning in Physical Education and Sport Sciences: A systematic review. Rev. Complut. Educ. 2019, 30,
1147–1164. [CrossRef]

10. Chiva-Bartoll, O.; Ruiz-Montero, P.J.; Maravé-Vivas, M.; Salvador-García, C. Service-Learning through physicl-sports activities
and Physical Education in university contexts with cultural diversity. Utop. Prax. Lat. 2021, 27, e5790316.

11. Ruiz-Montero, P.J.; Salvador-García, C.; Chiva-Bartoll, O.; Martín-Moya, R. Service-Learning Experiences with College Students
toward Health-care of Older adults: A systematic Review. Int. J. Environ. Res. Public Health 2019, 16, 4497. [CrossRef]

12. Yorio, P.L.; Ye, F. A meta-analysis on the effects of service-learning on the social, personal, and cognitive outcomes of learning.
Acad. Manag. Learn. Educ. 2012, 11, 9–27. [CrossRef]

13. Ruiz-Montero, P.J.; Corral-Robles, S.; García-Carmona, M.; Leiva-Olivencia, J. Development of Prosocial Competencies in PETE
and Sport Science Students. Social Justice, Service-Learning and Physical-Activity in Cultural Diversity Contexts. Phys. Educ.
Sport Pedagog. 2021. [CrossRef]

14. Sanders, M.; Galindo, C.; DeTablan, D. Leadership for collaboration: Exploring how community school coordinators advance the
goals of full-service community schools. Child. Sch. 2019, 41, 89–100. [CrossRef]

15. Sun, Y.-C.; Yang, F.-Y. I help, therefore, i learn: Service learning on Web 2.0 in an EFL speaking class. Comput. Assist. Lang. Learn.
2015, 28, 202–219. [CrossRef]

http://doi.org/10.3390/ijerph16030418
http://www.ncbi.nlm.nih.gov/pubmed/30717105
http://doi.org/10.47197/retos.v45i0.92757
http://doi.org/10.1080/17408989.2021.1911981
http://doi.org/10.1016/j.nepr.2018.01.001
http://doi.org/10.24310/IJNE2.1.2019.5422
http://doi.org/10.1080/00336297.2013.814578
http://doi.org/10.5209/rced.60191
http://doi.org/10.3390/ijerph16224497
http://doi.org/10.5465/amle.2010.0072
http://doi.org/10.1080/17408989.2021.1976740
http://doi.org/10.1093/cs/cdz006
http://doi.org/10.1080/09588221.2013.818555


Int. J. Environ. Res. Public Health 2023, 20, 4852 15 of 16

16. Park, M.; Son, J.-B. Pre-service EFL teachers’ readiness in computer-assisted language learning and teaching. Asia Pac. J. Educ.
2022, 42, 320–334. [CrossRef]

17. Faulconer, E. eService-Learning: A Decade of Research in Undergraduate Online Service–learning. AJDE 2021, 35, 100–117.
[CrossRef]

18. Yang, S.-H.; Yeh, H.-C. Enhancing EFL learners’ intracultural development as cultural communicators through YouTube video-
making. Technol. Pedagog. Educ. 2021, 30, 557–572. [CrossRef]

19. Wang, H.-C. “Teaching is learning”: Creating a meaningful English L2 writing class with service-learning. Pedagogies 2019, 14,
1–16. [CrossRef]

20. Ruiz-Montero, P.J.; Hooli, E.-M. Prosocial competence in the initial training of students in education and sports sciences through
the teaching of English as a foreign language. In Participation, Innovation and Undertaking in the School; Jiménez, A.S., Vergara, M.,
Rainha, E.M., Chacón, R.S., Castro, C.J., Martín, M.J., Cáceres, J., Pantoja, A., Herrera, L., Perandones, T.M., Eds.; Dykinson S.L.:
Madrid, Spain, 2022; pp. 814–820.

21. Akiba, D. Recruitment of International Students Through a Synthesis of English as a Second Language Instruction, Social Justice,
and Service Learning. Innov. High. Educ. 2021, 46, 321–335. [CrossRef]

22. Xue, S.; Hu, X.; Chi, X.; Zhang, J. Building an online community of practice through WeChat for teacher professional learning.
Prof. Dev. Educ. 2019, 47, 613–637. [CrossRef]

23. Becket, D.; Refaei, B.; Skutar, C. A faculty learning community’s reflection on implementing service-learning goals. JoSoTL 2012,
12, 74–86.

24. Ramón-Arbués, E.; Echániz-Serrano, E.; Martínez-Abadía, B.; Antón-Solanas, I.; Cobos-Rincón, A.; Santolalla-Arnedo, I.; Juárez-
Vela, R.; Adam Jerue, B. Predictors of the Quality of Life of University Students: A Cross-Sectional Study. Int. J. Environ. Res.
Public Health 2022, 19, 12043. [CrossRef] [PubMed]

25. Faílde Garrido, J.M.; Ruiz Soriano, L.; Pérez Fernández, M.R.; Lameiras Fernández, M.; Rodríguez Castro, Y. Evolution of quality
of life and health-related behaviors among Spanish university students. Int. J. Health Plan. Manag. 2019, 34, e789–e801. [CrossRef]

26. Ghassab-Abdollahi, N.; Shakouri, S.K.; Aghdam, A.T.; Farshbaf-Khalili, A.; Abdolalipour, S.; Farshbaf-Khalili, A. Association of
quality of life with physical activity, depression, and demographic characteristics and its predictors among medical students.
J. Educ. Health Promot. 2020, 9, 147.

27. Solis, A.C.; Lotufo-Neto, F. Predictors of quality of life in Brazilian medical students: A systematic review and meta-analysis.
Braz. J. Psychiatry 2019, 41, 556–567. [CrossRef] [PubMed]

28. Kanesarajah, J.; Waller, M.; Whitty, J.A.; Mishra, G.D. Physical activity and body mass shape quality of life trajectories in mid-age
women. Aust. N. Z. J. Public Health 2018, 42, 403–409. [CrossRef]

29. Santos, M.V.F.D.; Campos, M.R.; Fortes, S.L.C.L. Relationship of alcohol consumption and mental disorders common with the
quality of life of patients in primary health care. Cienc. Saude Coletiva 2019, 24, 1051–1063. [CrossRef]

30. Yun, E.K.; Lee, H.; Lee, J.U.; Park, J.H.; Noh, Y.M.; Song, Y.G.; Park, J.H. Longitudinal Effects of Body Mass Index and Self-Esteem
on Adjustment From Early to Late Adolescence: A Latent Growth Model. J. Nurs. Res. 2019, 27, 1–7. [CrossRef]

31. García, O. Multilingual language awareness and teacher education. In Encyclopedia of Language and Education; Cenoz, J., Hornberger,
N.H., Eds.; Springer Sciencie+Business Media LLC: Berlin/Heidelberg, Germany, 2008; pp. 385–4009.

32. Alfageme, M.B. El portafolio reflexivo: Metodología didáctica en el EEES. Educ. Siglo XXI 2007, 25, 209–226.
33. Moraleda, M.; García-Gallo, J.; González-Galán, A. Actitudes y Estrategias Cognitivas Sociales: Manual; TEA Ediciones: Madrid,

Spain, 2004.
34. Ruiz-Montero, P.J.; Corral-Robles, S.; García-Carmona, M.; Belaire-Meliá, A. SLM experience in the initial teacher training at the

joint Degree in Primary Education and Physical Activity and Sport Science. A multicultural context as the framework for action.
Publicaciones 2020, 49, 145–164.

35. Deeley, S. El Aprendizaje-Servicio en Educación Superior. Teoría, Práctica y Perspectiva Crítica; Narcea: Asturias, Spain, 2016.
36. Souza, M.C.; Ferreira, S.; Cruz; Gomes, R. Investigación Social. Teoría, Método y Creatividad; Lugar Editorial: Ottawa, Canada, 2017.
37. Kubanyiova, M. Language teacher education in the age of ambiguity: Educating responsive meaning makers in the world. Lang.

Teach. Res. 2020, 24, 49–59. [CrossRef]
38. Flick, U. Managing Quality in Qualitative Research; SAGE: Thousand Oaks, CA, USA, 2014.
39. Sparker, A.C. Narrative Analysis: Exploring the Whats and Hows of Personal Stories. In Qualitative Research in Health Care, 1st ed.;

Holloway, I., Ed.; Open University Press: London, UK, 2005.
40. Gbrich, C. Qualitative Data Analysis: An Introduction, 1st ed.; SAGE: Thousand Oaks, CA, USA, 2007.
41. Johnston, C.B.; Herzog, T.K.; Hill-Chapman, C.R.; Siney, C.; Fergusson, A. Creating Positive Learning Environments in Early

Childhood Using Teacher-Generated Prosocial Lessons. JERAP 2019, 9, 132–145. [CrossRef]
42. Van Canh, L. Remapping the teacher knowledge-base of language teacher education: A Vietnamese perspective. Lang. Teach. Res.

2020, 24, 71–81. [CrossRef]
43. Wang, L. Application of TPR Teaching method in Primary School English Teaching. J. Heilongjiang Inst. Educ. 2008, 6, 32–33.
44. Pacheco, E.; Villafuerte-Holguín, J.; López, J.C. Physical activity and motivation for learning English as a foreign language in

young children in Ecuador. Retos 2022, 44, 988–998. [CrossRef]
45. Council of Europe. Common European Framework of Reference for Languages: Learning, Teaching, Assessment; Press Syndicate of the

University of Cambridge: Cambridge, UK, 2001.

http://doi.org/10.1080/02188791.2020.1815649
http://doi.org/10.1080/08923647.2020.1849941
http://doi.org/10.1080/1475939X.2021.1925336
http://doi.org/10.1080/1554480X.2018.1440561
http://doi.org/10.1007/s10755-020-09538-2
http://doi.org/10.1080/19415257.2019.1647273
http://doi.org/10.3390/ijerph191912043
http://www.ncbi.nlm.nih.gov/pubmed/36231345
http://doi.org/10.1002/hpm.2692
http://doi.org/10.1590/1516-4446-2018-0116
http://www.ncbi.nlm.nih.gov/pubmed/30994854
http://doi.org/10.1111/1753-6405.12802
http://doi.org/10.1590/1413-81232018243.01232017
http://doi.org/10.1097/jnr.0000000000000266
http://doi.org/10.1177/1362168818777533
http://doi.org/10.5590/JERAP.2019.09.1.10
http://doi.org/10.1177/1362168818777525
http://doi.org/10.47197/retos.v44i0.90137


Int. J. Environ. Res. Public Health 2023, 20, 4852 16 of 16

46. Council of Europe. Common European Framework of Reference for Languages; Learning, Teaching, Assessment—Companion Volume;
Council of Europe Publishing: Strasbourg, France, 2020.

47. Kim, T.-Y.; Yoon-Kyoung, K. English learning motivation and attitudes of students at the department of English education:
Focusing on pre-service English teachers as learners. J. Learn.-Cent. Curr. Instr. 2015, 15, 247–268.

48. Morgan, J.; Fonsecu, C. Multiple intelligence theory and foreign language learning: A brain–Based perspective. Int. J. Engl. Stud.
2004, 4, 119–136.

49. Ibmian, K.S.; Hadban, A.D. Implications of multiple intelligences theory in ELT field. Int. J. Hum. Soc. Sci. 2013, 3, 292–297.
50. Council of Europe. Marco Común Europeo de Referencia para las Lenguas: Aprendizaje, Enseñanza y Evaluación; Ministerio de

Educación, Cultura y Deporte. Government of Spain: Madrid, Spain, 2021.
51. García, O. Bilingual Education in the 21st Century: A Global Perspective; Wiley-Blackwell: Hoboken, NJ, USA, 2009.
52. García, O.; Kleyn, T. Translanguaging with Multilingual Students: Learning from Classroom Moments; Routledge: New York, NY, USA, 2016.
53. Haukås, Å. Teachers’ Beliefs about Multilingualism and a Multilingual Pedagogical Approach. Int. J. Multiling. 2016, 13, 1–18.

[CrossRef]
54. De Angelis, G. Teachers’ beliefs about the role of prior language knowledge in learning and how these influence teaching practices.

Int. J. Multiling. 2011, 8, 216–234. [CrossRef]
55. Fernandez-Ramos, M.V. Unaccompanied Boys and Girls. Between Defenselessness and the Guarantee of Rights. Trab. Soc. 2019,

21, 119–139.
56. Lopes, J.; Oliveira, C. Classroom discipline: Theory and practice. In Classrooms: Academic Content and Behaviour Strategy Instruction

for Students with and without Disabilities; Bakken, J.P., Ed.; Nova Science Publishers: New York, NY, USA, 2017; Volume 2,
pp. 231–253.

57. Zhen, Y. Using TPR Method in Teaching English Adjectives; Kristiantad University: Kristianstad, Sweden, 2011.
58. Safitri, A.E.; Setiyadi, A.B.; Huzairin, H. Implementation of Total Physical Response Principles in Teaching Vocabulary at

Elementary School. U-Jet 2017, 6, 1–9.
59. Astutik, Y. Interactional Strategies Used by Low Level Learners in Public Speaking Class. JEES 2017, 2, 64–74. [CrossRef]
60. Bahtiar, Y. Using Total Phisical Response to Improve Students’ Vocabulary Matery. SELL J. 2017, 2, 9–23.
61. Holliday, A. Appropriate Methodology and Social Context; Cambridge University Press: Cambridge, UK, 1994.
62. Dos Santos, L.M. The Discussion of Communicative Language Teaching Approach in Language Classrooms, Journal of Education

and e-Learning Research, 2020. J. Educ. E-Learn. 2020, 7, 104–109. [CrossRef]
63. Shanahan, T.; Escamilla, K. English language learners: Developing literacy in second language learners—Report of the National

Literacy Panel on Language-Minority Children and Youth. J. Lit. Res. 2009, 41, 432–452.
64. Windle, J.; Miller, J. Approaches to Teaching Low Literacy Refugee-background students. AJLL 2012, 35, 317–333. [CrossRef]
65. Naturkach, R.; Marsh, T.; Goodwin, D. The Unheard Partner in Adapted Physical Activity Community Service Learning. APAQ

2019, 36, 264–281. [CrossRef]
66. Plass, J.L.; Homer, B.D.; Kinzer, C.K. Foundations of game-based learning. Educ. Psychol. 2015, 50, 258–283. [CrossRef]
67. Greipl, S.; Klein, E.; Lindstedt, A.; Kiili, K.; Moeller, K.; Karnath, H.-O.; Bahnmueller, J.; Bloechle, J.; Ninaus, M. When the brain

comes into play: Neurofunctional correlates of emotions and reward in game-based learning. Comput. Hum. Behav. 2021, 125, 106946.
[CrossRef]

68. Jhingran, D. Early Literacy and Multilingual Education in South Asia; UNICEF Regional Office for South Asia: Kathmandu, Nepal, 2019.
69. Franceschini, R. History of Multilingualism. In The Encyclopedia of Applied Linguistics; Chapelle, C.A., Ed.; Blackwell Publishing:

Hoboken, NJ, USA, 2013.
70. French, M. Multilingualism as the Medium: Learning and Life in an Australian Secondary School. Ph.D. Thesis, University of

South Australia, Adelaide, Australia, 2018. Unpublished.
71. Salvador-García, C.; Capella-Peris, C.; Chiva-Bartoll, O.; Ruiz-Montero, P.J. A Mixed Methods Study to Examine the Influence of

CLIL on Physical Education Lessons: Analysis of Social Interactions and Physical Activity Levels. Front. Psychol. 2020, 11, 578.
[CrossRef] [PubMed]

72. Curry, J.; O’Brien, E. Shifting to a Wellness Paradigm in Teacher Education: A Promising Practice for Fostering Teacher Stress
Reduction, Burnout Resilience, and Promoting Retention. EHPP 2012, 14, 178–191. [CrossRef]

Disclaimer/Publisher’s Note: The statements, opinions and data contained in all publications are solely those of the individual
author(s) and contributor(s) and not of MDPI and/or the editor(s). MDPI and/or the editor(s) disclaim responsibility for any injury to
people or property resulting from any ideas, methods, instructions or products referred to in the content.

http://doi.org/10.1080/14790718.2015.1041960
http://doi.org/10.1080/14790718.2011.560669
http://doi.org/10.21070/jees.v2i2.964
http://doi.org/10.20448/journal.509.2020.72.104.109
http://doi.org/10.1007/BF03651891
http://doi.org/10.1123/apaq.2018-0074
http://doi.org/10.1080/00461520.2015.1122533
http://doi.org/10.1016/j.chb.2021.106946
http://doi.org/10.3389/fpsyg.2020.00578
http://www.ncbi.nlm.nih.gov/pubmed/32292378
http://doi.org/10.1891/1559-4343.14.3.178

	Introduction 
	Materials and Methods 
	Participants 
	Design 
	The Reflective Diary as a Data Collection Technique 
	Data Analysis Process 

	Results 
	Pedagogical Competence 
	Linguistic Competence 
	Psycholinguistic Competence 
	Intercultural Competence 
	Physical Wellbeing Competence 

	Discussion 
	Conclusions 
	References

