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Roma (about eight percent of Slovakia's population) face systematic discrimination, with 
over 90% living in poverty and social exclusion. Despite policies aimed at integrating 
Roma children into mainstream education, progress remains limited. While some NGOs 
and dedicated teachers provide quality education, challenges persist – low motivation and 
engagement, difficulties in learning in a non-native language, and the added strain of 
learning a foreign language as a third language. Our qualitative action research addresses 
the largely unexplored area of foreign language education for children from socially 
disadvantaged communities. We investigate how didactic games can increase inclusion 
and engagement in learning English. Four types of games were implemented across 16 
English lessons, supported by a pre-intervention survey, classroom observations, and 
group interviews. The interventions proved highly effective, as pupils participated 
enthusiastically and used required English vocabulary and structures, often without 
conscious awareness. The findings highlight the potential of game-based learning to 
improve educational outcomes for socially disadvantaged Roma pupils, offering valuable 
guidance for educators and policymakers. Furthermore, the findings offer insights 
transferable to other contexts where learners from refugee, migrant or indigenous 
communities face comparable linguistic, cultural and motivational barriers.  

 
Introduction 
 
Roma people in Slovakia have historically faced discrimination and segregation in various 
aspects of life, including education and employment. Although precise statistics on Roma 
unemployment in Slovakia are lacking, regions with significant Roma populations report 
the highest unemployment rates (Pollák & Páleník, 2021). A key factor contributing to this 
issue is low educational attainment. Studies indicate that 59% of Roma drop out of school 
before they reach the age of 16. Among those who continue to secondary education, only 
16% complete it, and a mere 0.2% obtain a bachelor or masters degree (Pollák & Páleník, 
2021; OECD, 2015; FRA, 2014). One of the primary reasons for this educational 
underachievement is low motivation and a lack of awareness regarding the role of 
education improving living conditions. Nevertheless, there are examples of best practices 
led by NGOs and dedicated educators who work on improving Roma education. While 
there is considerable academic interest in researching the life conditions and educational 
challenges faced by Roma communities, research specifically focused on English language 
education for Roma children is scarce. This study aims to address this gap and contribute 
to improving foreign language education for Roma children. 
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Foreign language education (predominantly English) is compulsory starting in the third 
grade of primary school (MINEDU, 2019). While learning a foreign language presents 
certain challenges, it also unlocks significant opportunities. English proficiency can 
substantially expand job prospects and improve the socioeconomic conditions of Roma 
people. However, many Roma children, who are frequently bilingual in their native and 
the majority language, struggle with proficiency in both, often resulting in language 
mixing. This linguistic complexity poses an additional barrier to successful foreign 
language acquisition. Addressing this issue, our study explores how didactic games can 
enhance English language learning for socially disadvantaged Roma pupils. By 
incorporating engaging and interactive game-based learning strategies, this study aims to 
foster inclusion, boost engagement, improve language skills, and promote greater 
educational success among Roma children.  
 
This study may also serve as a valuable point of reflection and inspiration for the 
readership of this journal, as similar challenges may arise within other educational 
landscapes. Taking Australia as one example, schools across Australia work with learners 
from socially and economically disadvantaged backgrounds, including children from 
refugee, migrant, and Indigenous communities, who often face linguistic, cultural, and 
motivational barriers to successful language learning (Angelo & Hudson, 2023; Maadad & 
Yu, 2021; Warren et al., 2014). Although English is a foreign language in Slovakia, the 
education of children from socially disadvantaged communities can present comparable 
challenges to those encountered in Australia, such as limited language exposure, low 
learner motivation, and insufficient educational support. By sharing insights from the 
Slovak context and examining how game-based learning can foster engagement and 
inclusion among marginalised learners, our article contributes to the broader discussion on 
equitable and effective English language education for disadvantaged pupils. 
 
Literature overview 
 
Roma population in Slovakia 
 
The Slovak Republic is a landlocked country in central Europe with a majority Slovak 
population and several minorities, the largest of which are Hungarian and Roma. While 
census data from 2021 indicate that 1.6% of the population identified as Roma (Štatistický 
úrad, 2021), alternative estimates suggest that Roma represent closer to eight per cent of 
the population (ATLAS, 2019). Under-reporting is common, as many Roma identify 
primarily with the majority language or nationality (Kerekes, 2019). 
 
The Roma began arriving in Europe from India from the 10th century onwards and 
settled in Central Europe in successive waves (Čerešník & Čerešníková, 2018). 
Historically, they experienced periods of both conditional acceptance and severe 
persecution. Although skilled Roma were at times permitted to settle as craftsmen and 
musicians (Vašečka, 2002), restrictive assimilation policies were imposed under the 
Habsburg monarchy, including bans on the Romani language and forced child removal 
(Council of Europe, 2022). During Slovak wartime in 1939-1945, Roma faced legal 
discrimination, forced labour, and mass deaths in labour camps (Vašečka, 2002).  
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Under the Czechoslovak communist regime, Roma were officially regarded as socially 
underdeveloped and pressured to assimilate. They were not recognised as a national 
minority until 1991 (Čerešník & Čerešníková, 2018). Research conducted after 1989 
indicates persistent social distance, prejudice, and limited empathy from the Slovak 
majority (Vašečka, 2002). 
 
Despite often being perceived as a homogeneous group, Roma communities in Slovakia 
are internally diverse, with significant regional, social and integration differences (Čerešník 
& Čerešníková, 2018). The Atlas of Roma Communities (ATLAS, 2004, 2013, 2019) provides 
detailed data on living conditions, revealing widespread residential segregation and limited 
access to basic infrastructure. According to the 2019 Atlas, approximately 440,000 Roma 
live in Slovakia, with a significant proportion residing in segregated settlements (46.5 per 
cent are scattered among the Slovak majority population, 12.9 per cent live in settlements 
within the limits of towns and villages, 23.6 per cent live in settlements on the edges of 
towns and villages while 17 per cent (68,540) live in segregated settlements outside city, 
town, and village limits) (ATLAS, 2019). Many lack access to adequate housing, water 
supply, and sanitation, and over 90% are at risk of poverty. According to the EU Agency 
for Fundamental Rights (FRA, 2012), discrimination in education, employment, 
healthcare, and housing remains a persistent issue. Although initiatives such as the Decade 
of Roma Inclusion (2005-2015), aimed to improve conditions, evaluations suggest limited 
long-term impact (New et al., 2018). Overall, Roma communities in Slovakia continue to 
face structural disadvantages and social exclusion.  
 
Socially disadvantaged in Slovakia 
 
The term socially disadvantaged background emerged in Slovak educational discourse in 
the 1990s and was formally defined in Act No. 245/2008 on Education (MINEDU, 
2008). The legislation characterises a socially disadvantaged background as a set of socio-
economic and socio-cultural conditions that may negatively influence a child’s educational 
development. These conditions include poverty, socio-cultural deprivation, insufficient 
stimulation for cognitive and emotional development, limited support for effective 
socialisation, and environmental factors that may hinder the development of intellectual, 
moral, and volitional characteristics. The concept therefore extends beyond purely 
economic hardship and encompasses broader structural and cultural determinants 
affecting educational opportunity. 
 
Social disadvantage in Slovakia is shaped not only by financial deprivation but also by 
historical and systemic inequalities. As discussed in the previous section, Roma 
communities represent the largest group affected by such disadvantage. Their marginalised 
socio-economic position is closely linked to historical persecution, structural 
discrimination, and long-standing negative attitudes from the majority population 
(Rosinský, 2019). While children from minority or economically disadvantaged 
backgrounds commonly encounter educational barriers across contexts, Roma children in 
Slovakia are often exposed to multiple and intersecting risk factors. These include cultural 
marginalisation, poverty, limited parental educational attainment, and residential 
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segregation in socially excluded settlements (Stejskalová, 2014). The cumulative effect of 
these factors significantly influences their educational trajectories. 
 
The National Institute for Education and Youth (NIVAM, 2022) further specified 
indicators used to identify socially disadvantaged households. These include receiving 
material assistance, living below the poverty line, long-term unemployment or 
disadvantaged job-seeker status of parents, low parental educational attainment 
(particularly failure to complete compulsory education), and inadequate housing 
conditions, including poor sanitation and limited access to basic infrastructure. These 
indicators reflect the multidimensional nature of social disadvantage and its potential 
impact on children’s readiness for and engagement in formal schooling. 
 
Educational policy responses emphasise inclusive strategies aimed at mitigating the effects 
of social disadvantage. Recommendations include the integration of pupils from socially 
disadvantaged backgrounds into mainstream classrooms rather than segregated settings, 
the reduction of class sizes to allow more individualised support, the provision of after-
school programs, structured tutoring systems, and the strengthening of cooperation 
between schools and families (NIVAM, 2022). Such measures are designed to provide 
compensatory support and create learning environments that foster inclusion and equal 
opportunity. 
 
Despite these policy frameworks, research consistently indicates persistent educational 
inequalities. Empirical findings suggest that children from higher socio-economic 
backgrounds achieve significantly better academic outcomes than those from socially 
disadvantaged environments (Koršňáková & Kováčová, 2006). In practice, recommended 
inclusive measures are not always systematically implemented, and structural barriers 
continue to limit equal access to quality education. Consequently, pupils from socially 
disadvantaged backgrounds, particularly Roma children, remain at heightened risk of 
underachievement, early school leaving, and restricted future opportunities. 
 
Understanding the multidimensional nature of social disadvantage is therefore essential 
when designing and evaluating pedagogical interventions aimed at promoting engagement, 
inclusion, and academic success among Roma pupils in Slovak schools. 
 
Roma children in the Slovak education system 
 
Education and academic performance are highly valued by the majority in Slovakia. 
Findings by Rosinský (2006, 2019), Horňák (2005), and Petrášová and Porubský (2017) 
show that, despite acknowledging its importance, parents in Roma communities have 
other priorities, such as earning money for survival or seeking escapism through 
entertainment and leisure activities. According to Čerešník and Čerešníková (2018), some 
parents declare the need for education, yet provide neither the conditions nor stimuli for 
it, due to their own limited experience with it. These families lack the means to positively 
influence their children’s motivation to learn.  
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Based on Hofstede’s (2003) cultural dimensions, Roma populations are significantly 
collectivistic (Čerešník & Čerešníková, 2018). Collectivism supports members of a 
particular group in return for loyalty. Collectivist societies integrate individuals into strong, 
cohesive groups, often extended families. Personal goals are subordinated, and behaviour 
is regulated by group norms. Relying on one’s individual performance, taking 
responsibility for one’s own actions, and determining one’s own individual ambitions are 
not norms of the collectivistic dimension of their culture. This collectivism influences how 
Roma children and their parents understand the norms of schooling. Roma children are 
not used to completing tasks alone or deciding on their own. The Slovak school system, 
however, requires individual input and output, focusing on the individual’s achievement.  
 
Čerešníková (2006) suggested that all children encounter stressful situations when they 
struggle to meet academic demands independently. However, socially disadvantaged 
children also often struggle to engage with the theoretical learning approach prevalent in 
traditional Slovak education. They tend to find practical, real world learning more 
accessible and relevant. Consequently, traditional schools are frequently perceived as 
repressive by these students and their communities (Cinová, 2013).  
 
As in other parts of the world, the poverty in which much of the Roma population in 
Slovakia lives enables segregation as ‘poor schools’ arise in socially disadvantaged areas. 
These children are not segregated from other children because of their intellect, but 
because of their parents’ economic status. Pupils in these ‘poor schools’ are less 
motivated, their parents less active, the schools underfinanced, and the teachers less likely 
to be fully qualified (Kahlenberg, 2001). In addition, if the teachers are qualified, it is 
almost certain that they have not received adequate training in the field of teaching 
minority children from socially or economically disadvantaged backgrounds, as few 
universities include such preparation in their education programs.  
 
Despite the National Institute for Education’s recommendations in the Slovak Republic 
(NIVAM, 2022) for integrating Roma children from socially disadvantaged backgrounds 
into mainstream classrooms, progress has been limited since the School Act of 2008 
(New, 2011). However, efforts are underway both within and outside the education 
system to ensure equal education opportunities for every Roma child. NGOs and 
educational organisations like the Open Society Foundation, Škola dokorán (Wide Open 
School), Teach for Slovakia, and Roma Child Foundation have implemented successful 
projects, including a preparatory year of primary education, teaching assistants in 
kindergartens and primary schools, and innovative teaching methods (Facuna, 2016). 
Additionally, individual teachers and principals at primary schools have devised their own 
strategies and projects to provide quality education to Roma children, as demonstrated in 
the research discussed in our article.  
 
Roma children and language education 
 
One of the greatest challenges facing minority children anywhere in the world is mastering 
the majority language. The language they speak at home is often not the language of the 
majority nor the education system to which they are sent. The same is true for Roma 
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children in Slovakia. Although the Roma have minority status guaranteeing them the right 
to their ethnic identity, which includes the development of their own language, there is no 
school subject dedicated to their culture or language, let alone an entire school curriculum 
(Čerešníková et al., 2017). There are 794 Hungarian-medium kindergartens and primary 
schools serving Slovakia’s largest minority, but even minorities far smaller than the Roma 
population have at least one school available to them in their native language, including 
Ruthenian, Ukrainian, Russian, Bulgarian, and German (Centrum vedecko technických 
informácií SR, n.d.).  
 
The ideal would be balanced bilingualism, in which proficiency in the second language is 
comparatively at the same level as the speaker’s native language. This allows the individual 
to become competent and accepted in both cultures. Yet even though over 100 bilingual 
primary schools exist in Slovakia, none are Slovak Roma. There are fewer bilingual 
schools at the secondary level, but they offer world languages, such as English, German, 
Spanish, Russian, and French, and often cater to gifted learners (Centrum vedecko 
technických informácií SR, n.d.). A Roma child wishing to attend any of these bilingual 
schools faces the unimaginable obstacle of learning a third language using their second 
language, which they have probably yet to master. 
 
Due to the absence of schools offering a Roma medium curriculum, Slovakia’s Roma 
children attend Slovak or Hungarian medium schools, depending on where they live. As 
they often come from Roma communities segregated from the general population, their 
mastery of Slovak (or Hungarian in the south of the country) is limited. Consequently, 
many begin learning Slovak (or Hungarian) only upon entering the education system, 
which results in in poor academic performance (Stejskalová, 2014). According to 
Čerešníková et al. (2017), the vocabulary of Roma pupils in the language of instruction at 
the start of their schooling was less than a third (8.83/30) of that of majority pupils 
(24.59/30). Although their progress after the first year was greater (11.46/30) than that of 
majority children (25.97/30), it remained insufficient for successful education. The 
authors claim that a child’s vocabulary size is significantly influenced by the extent of their 
spatial exclusion and have little opportunity to develop an extensive vocabulary before 
starting school.  
 
Kuychukov’s (2024) research confirmed that learning a second language is highly 
dependent on the child’s knowledge and experiences in their mother tongue. These 
children are secondary bilinguals who require structured support in acquiring the majority 
language, which serves as the medium of education (Rosinský & Samko, 2015). Several 
programs aim to support Roma parents in enrolling their children in kindergarten at an 
early age. Some progress has been made, and since 2021, compulsory education in 
Slovakia begins at age five, covering the final year of kindergarten. The goal is to support 
and develop children’s social, emotional, intellectual, physical, moral and aesthetic skills, 
ensuring they reach the same starting level before entering primary school (Pupala & 
Vančíková, 2021).  
 
In addition to mastering the majority language, Roma children in Slovakia also face 
learning foreign languages (two foreign languages are compulsory). For Roma pupils who 
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are already struggling with the majority language, learning two additional foreign languages 
can be overwhelming. Because English is the dominant foreign language in the Slovak 
education system as well as being the language of travel, commerce, education, science, 
and work opportunities, it is vital to find ways for Roma children to not only cope but 
more importantly acquire the language which could offer more opportunities. 
 
Our study arose in response to the alarming situation of the education of Roma children 
from socially disadvantaged environments, and the lack of materials or guidelines available 
to educators who teach them and wish to help them succeed, especially in English as a 
foreign language. In general, there is an absence of research into the foreign language 
education to Roma pupils from socially disadvantaged environments. The authors of this 
paper hope to contribute to filling that void. They are aware of the Roma cultural 
specifications and their need to acquire English, and this is reflected in the manner of 
intervention used to teach the English language. 
 
Research problem, aim and questions 
 
To improve English language education for Roma children from socially disadvantaged 
backgrounds, we focused on key aspects of teaching methodology. As the national 
curriculum limited the scope for content changes, a methodological shift was pursued 
through the use of didactic games to create a more engaging and motivating learning 
environment. Didactic games resemble play, but include clear didactic purpose, rules, and 
evaluation. They foster creativity, spontaneity, and cooperation while encompassing 
cognitive, emotional, motor, motivational, social, diagnostic, therapeutic dimensions 
(Průcha et al., 2013). They can be played individually, in pairs, or in groups, indoors or 
outdoors, with the teacher acting as organiser or observer.  
 
To effectively address the linguistic complexities and social challenges highlighted 
previously, Roma children from socially disadvantaged environments require special 
pedagogical support. Teachers must recognise and build on students’ linguistic resources 
by developing a culturally responsive pedagogy (Dutton & Rushton, 2018; Siregar et al., 
2023). To effectively support pupils, teachers need to choose strategies that develop a 
meaningful learning environment which embraces the diverse linguistic and cultural 
heritages of their students.  
 
This research aims to develop and implement strategies to improve the inclusion and 
learning engagement of Roma pupils from socially disadvantaged environments in English 
language education. By integrating carefully selected didactic games that align with the 
cultural values of Roma community, such as collectivism, cooperation, and enjoyment, the 
research seeks to create a more stimulating and culturally responsive learning 
environment.  
 
RQ1. How do Roma pupils from socially disadvantaged communities perceive the 

process of learning, particularly in relation to English language acquisition? 
RQ2. How do didactic games shape the English language learning of socially 

disadvantaged Roma pupils? 
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RQ3. What are the attitudes and responses of socially disadvantaged Roma pupils 
towards learning English through didactic games? 

 
Method 
 
Research design 
 
Qualitative participatory action research was chosen for this study. The goal of action 
research is to gain insight into, describe, analyse and interpret the uniqueness of real 
individuals and particular situations, while contributing to the improvement of practice 
through action and intervention (Cohen et at., 2017). Although various authors define 
action research in different phases, they all share the underlying principle of a cyclical 
process. For this study, four phases were adopted: (1) planning; (2) acting; (3) observing; 
(4) reflecting (Sagor, 2010; Schmuck, 2006; Lenette, 2022).  
 
A proactive participatory action research approach was implemented to understand, 
evaluate, and adjust teaching practices with the aim of improving educational outcomes. 
The proactive approach encouraged teachers to experiment with new methods based on 
their reflections on previous experiences. This study also incorporates elements of 
emancipatory action research (Cohen et al., 2017), seeking not only to improve technical 
practice but also to deepen practical understanding and challenge existing boundaries and 
conditions within educational system that may hinder progress in Roma education. The 
research was conducted over eight weeks in two English language classes (16 
interventions in total) at a primary school attended by Roma children from socially 
disadvantaged communities.  
 
Additionally, an anonymous survey was administered during the planning phase to assess 
pupils’ perceptions of learning in general and English language learning in particular. 
Combined with teachers’ insights into the students’ behaviour and learning interests, this 
information guided the implementation of didactic games designed to promote 
cooperation, fun, and practical skills within the English language lessons. 
 
Data collection and data analysis 
 
Data for the action research was collected using multiple methods to ensure a 
comprehensive understanding of the process. First, the pupils completed an anonymous 
pre-intervention survey with the intention to describe the existing conditions (Cohen at al, 
2017). Secondly, participating teacher researchers conducted systematic observations 
(Flick, 2023) of the pupils. Finally, group interviews (Flick, 2023) were held with the 
observed pupils. The collected data were analysed using descriptive narrative methods and 
coding. To enhance the validity of the findings, two researchers independently coded the 
collected data (Cohen at al., 2017; Flick, 2023).  
 
Participants 
 
As the aim of this study was not generalisability, we aimed to demonstrate, on a limited 
sample, that a more playful approach can motivate pupils from socially disadvantaged 
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environments to learn English. Therefore, purposive sampling (Flick, 2023) was used, 
prioritising appropriateness, purpose, and access to relevant information. Convenience 
sampling was also applied by involving a school where one of the researchers works and 
which agreed to participate. The research took place at a primary school in Eastern 
Slovakia serving pupils from three surrounding villages, predominantly Roma children 
from socially disadvantaged backgrounds.  
 
The study involved 29 pupils in the fourth and fifth grade English lessons. As the school 
has only one class per year, these two classes of similar age were selected to maximise 
opportunities for using didactic games. All pupils were Roma from disadvantaged 
backgrounds who had been learning English since the third grade and were at the 
beginner A1 level (CEFR, 2020). The groups were diverse in characteristics and age range. 
The 14 pupils in the fourth grade were between ten and fourteen years old and frequently 
struggled with concentration and behaviour. The 15 pupils in the fifth grade group were 
friendly but easily distracted and largely uninterested in learning. 
 
Credibility and ethics 
 
In observations and interviews, reliability was ensured through authenticity, detail, 
honesty, depth of response, and relevance to participants. Validity was supported by an 
appropriate time frame, the use of established definitions and theories, and efforts to 
minimise bias and subjective interpretation. Each researcher took independent field notes 
and conducted separate coding, which were later compared and synthesised. An 
anonymous survey served as a supplementary tool, ensuring credibility through accuracy 
and honesty. The integration of three data collection methods enabled triangulation, 
allowing cross-referencing of data from different sources to strengthen the study’s 
reliability and validity (Cohen at al.,2017; Flick, 2023).  
 
The main contribution of this study lies is the absolute lack of research on teaching 
English to Roma children from socially disadvantaged environments. While the 
generalisability of qualitative research findings is limited, the results still provide reliable 
data for transferability and can inform individual development, feedback, evaluations and 
educational policymaking (Robson and McCartan, 2024).  
 
The school management board, which also serves as an ethics committee, approved the 
planned intervention, which aimed to improve English language teaching in two 
designated classes. The school principal signed the informed consent form, 
acknowledging the purpose and procedures of the intervention. As none of the pupils 
were of legal age, permission was sought and granted from their parents in the form of 
written informed consent, which each signed with the understanding they could withdraw 
their child from the study at any time. Names and other identifying characteristics, which 
might identify individual participants have been removed from the reported findings. All 
research procedures adhered to the ethical guidelines of the researchers’ university, and 
the Declarations of Helsinki.  
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Procedure and findings 
 
Identification of the problem 
 
The participating teacher, an experienced English and History teacher with over 20 years 
of practice in Roma education, explained that these children’s living conditions differ 
from general population: many lack a bedroom, bed, electricity, or indoor bathroom. Her 
long experience shows that they often view education as irrelevant, because it has little 
visible impact on their lives. Many parents are functionally illiterate, having not completed 
lower secondary education, and English is entirely unfamiliar to most families. Motivating 
such pupils is challenging, requiring creative and engaging teaching strategies.  
 
The purpose of this action research was to spark pupils’ interest, sustain their attention, 
and explore ways to make English learning enjoyable. Traditional teaching methods used 
for general population (e.g., teaching techniques, activities, textbooks, handouts, 
homework) are often ineffective for Roma pupils. Their learning must occur entirely in 
the classroom, as most receive little to no support at home. The language of instruction is 
Slovak, which is their second language, making English their third language.  
 
An anonymous pre-intervention survey was conducted with the 29 pupils aged 10 to 14. It 
included multiple choice and open-ended question. Responses were coded independently 
by two researchers to assess pupils’ attitudes towards learning, particularly English. Results 
showed a clear gap between pupils’ views of school and learning. While 12 pupils (41.7%) 
liked attending school, only two (8%) enjoyed learning. Eleven (37.5%) were neutral about 
school, and 18 (62.5%) were unsure about enjoying learning. These findings highlight the 
need to increase motivation, especially among those undecided or disengaged. All 29 
pupils wanted to learn English, and 13 (45.8%) said they enjoyed it, while 13 (45.8%) were 
undecided. This group became the main focus of this study, as they could be motivated to 
engage more actively in learning English. Responses to an open-ended question about 
what pupils enjoy most at school revealed that talking and playing were the most frequent 
answers, aligning well with the use of didactic games in the intervention. 
 

Table 1: Activities pupils enjoy doing at school 
 

Category No. of pupils 
Talk 10 
Play 7 
Nothing 5 
To be with friends 3 
Physical education 3 
English 2 
Informatics 1 
Mathematics 1 

Planning phase 
 
To ensure the successful implementation of the game-based intervention, careful planning 
was undertaken. Over eight weeks, one lesson per week in each class was dedicated to the 
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initiative. Four types of didactic games, Magic Box, Bingo, Who Am I?, and Hangman 
Charades, were selected and adapted to fit the curriculum, lesson objectives, and expected 
learning outcomes. Necessary materials such as pictures, flashcards, toys, fruit, vegetables, 
and school objects were prepared in advance.  
 
To introduce the intervention and motivate the pupils, they were asked about their 
favourite games and informed that English games would be incorporated weekly, which 
generated enthusiasm and anticipation. Throughout the intervention, pupils’ reactions 
were monitored through classroom observations, and group interviews in Slovak were 
conducted after each lesson to capture their feedback and reflections.  
 
Acting phase 
 
In the Magic Box game, one player selects an item hidden in a box while other players ask 
yes/no questions to guess what it is. The player who identifies the most items wins. The 
activity developed grammatical competence (yes/no questions and short answers) and 
lexical competence (vocabulary related to classroom objects, animals, fruits and 
vegetables, means of transport). Before playing, the teacher revised relevant vocabulary 
and modelled the question forms. Pupils then took turns selecting items from the bag and 
answering questions using correct structures.  
 
In the Who Am I? game, each pupil had a slip of paper with a word attached to their back 
and asked classmates yes/no questions to identify it. The game practised grammatical 
competence yes/no questions, first and second person forms) and lexical competence 
(vocabulary related to family, jobs, and animals). Interaction between pupils was the main 
language activity. The teacher explained the rules and revised the vocabulary. In the first 
round, pupils took turns asking, “Am I…?” questions in front of the class; in the second, 
they played in groups. 
 
In the Bingo game, pupils marked three or four squares in a row on a 3x3 or 4x4 card 
containing words or pictures. The caller (teacher) announced items or sentences, and 
players marked the corresponding squares. When a player covers three or four squares in a 
row, vertically, horizontally, or diagonally, they shout “Bingo!” The winning pupil was 
asked to describe the winning words using the correct structure and vocabulary. In the 
fourth grade, lexical competence was addressed (vocabulary of toys, means of transport, 
animals, school objects). In the fifth grade, also grammatical competence was developed 
by practising demonstrative pronouns (this, that, these, those) along with the appropriate 
forms of the verb “to be” in singular and plural. The activities primarily focused on 
receptive listening skills. 
 
In the Hangman Charades game, pupils guessed words or phrases acted out by classmates 
without speech. The game practised grammatical competence of action verbs (e.g. 
walking, swimming, flying, running, jumping, sleeping, drinking, eating) and the present 
continuous tense (e.g. “You are …ing”) as well as simple present tense (e.g. “You are 
a/an…”). Lexical competence was practised through vocabulary related to animals, means 
of transport, and various fruit and vegetables. The game encouraged oral production, 
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requiring pupils to name the acted out item or describe the action in a complete sentence 
using the present continuous tense. Pupils played in two teams, alternating between acting 
and guessing. With each incorrect guess, the teacher drew a part of a hanging man. The 
team that first completed the hanging man figure lost.  
 
Observation phase 
 
Observations showed that the Magic Box and Who Am I? games were highly effective. 
During these lessons, the classroom atmosphere was relaxed, and pupils were visibly 
excited to participate. It was encouraging to observe that they paid better attention, 
actively participated in the activities, and practised the new language more than during 
regular lessons. All pupils engaged enthusiastically, followed the rules, and made an effort 
to use the target vocabulary and structures correctly. Remarkably, no disciplinary action 
was needed, unlike in typical lessons where classroom management often dominates.  
 
The Bingo game results varied depending on the grammar and vocabulary focus, yet pupils 
consistently enjoyed it and paid close attention. Their enthusiasm overcame fear of 
speaking English, even though they still made mistakes. All the pupils had the chance to 
participate and use English to describe the words and pictures. Minor discipline issues 
arose only from excitement and noise rather than misbehaviour. 
 
Hangman Charades brought fun and energy to lessons, even though pupils struggled with 
the correct use of present simple and present continuous tenses. Nevertheless, they were 
fully engaged and made a sustained effort to use the correct structures.  
 
Reflection stage 
 
Based on our observations during the lessons and the group interviews after every 
intervention session, we can conclude that the intervention was impactful. We observed 
great enthusiasm and discipline among the pupils when playing games, and using English 
proved to be a necessary tool for their participation. In total, we conducted 16 group 
interviews (one after each intervention lesson) with pupils who participated in the lessons 
(varying from 22 to 29), all carried out in Slovak using the same four questions: 
 
1. What do you think of this type of English lesson?  
2. How did you find the game?  
3. What did you learn?  
4. How did you feel during the game?  
 
Regarding the pupils’ perception of game-based lessons, all pupils expressed strong 
enjoyment. Their most common perceptions included fun, interest, a fast pace, freedom 
of movement, and appreciation. Responses such as “It was fun”; “The lesson was great”; 
“The lesson was too short,” were frequently noted in each interview. Following the Who 
Am I? game, the comment “It was great that we could move around the class” was 
prevalent. Pupils also praised the selection of games, characters, and vocabulary, with 
comments like “You chose very good characters/words”. Interestingly, a recurring request 
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across interviews was to play in Slovak rather than English, citing ease and speed: “Could 
we play in Slovak next time?” and “It would be faster in Slovak!”. Furthermore, some 
pupils requested that games be incorporated throughout the entire lesson and in every 
lesson, stating “Can we play games every lesson?” and “We should play the whole lesson!” 
Occasionally, comments regarding the grouping process were made, with pupils 
suggesting alternative group formations, such as “We could be divided into different 
groups”.  
 
Referring to specific games, pupils expressed no preference for one over another, 
indicating enjoyment of all activities. Each game was implemented twice, with variations 
in vocabulary and grammatical structures. Initially, some pupils found English 
pronunciation challenging, noting the need for careful thought to ensure accurate 
articulation for scoring points. Comments such as “It was good, but it was difficult to say 
the words in English”, and “We were forced to think” were frequently stated after the 
initial lessons. However, once they grasped the importance of precision for success, they 
adapted to the challenge. Consistent with the previous feedback, suggestions for using 
Slovak during the games emerged in each interview, with pupils citing ease and speed. 
Frequent comments included “If we could speak Slovak, it would be easier and faster”. 
Additionally, a persistent recommendation was to incorporate games into every lesson, as 
evidenced by suggestions like, “Can we play it again at the next lesson?” and “Can we play 
the whole lesson?” 
 
Regarding pupils’ perceptions of learning through games, interviews revealed they did not 
consider themselves to be “learning” in a conventional manner, viewing the activity as 
primarily playful. Common comments included “We were not learning, we were playing”, 
and “We were just playing”. They attributed this perception to the absence of reading or 
writing activities, stating “We were not learning, we did not even read and write”. 
However, despite this perception, they expressed enjoyment of the lessons and admitted 
to remembering new vocabulary and grammatical structures. They attributed this retention 
to the necessity of using these elements to succeed in the games, frequently remarking, “I 
remember the words and sentences”. They recognised that achieving victory required 
them to recall and accurately apply the vocabulary and grammar, commonly stating “If we 
wanted to win, we had to remember the words and sentences”. 
 
Across all interviews, pupils consistently reported positive emotional responses to the 
intervention lessons, using terms like “perfect”; “happy”; “excited”; and “fun”, with some 
stating “love for lessons like this”. They noted the absence of disciplinary actions, 
remarking “Perfect and you did not have to discipline us”. The only recurring issue was 
noise level, with pupils mentioning at every interview the teacher’s reminders to lower 
their voices, with comments like “Perfect, but why did you keep telling us not to shout so 
loud?” A very significant piece of feedback was the pupils’ awareness of their successful 
participation and their expectation of praise for their efforts, as seen in a frequent 
question “We were good, weren’t we?” Furthermore, they emphasised the importance of 
cooperating with their partners in groups in order to succeed, stating “We had to help 
each other”. 
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Discussion 
 
A key contribution of this study is its pioneering nature. Given an absolute lack of prior 
research on teaching English to Roma children from socially disadvantaged environments, 
this study provides uniquely valuable data. The problem is complex, with prevalent issues 
such as Roma children struggling to engage in traditional education, exhibiting low 
motivation, and lacking awareness regarding the role of education in improving their 
living conditions (Čerešníková, 2006; Čerešník & Čerešníková, 2018; Cinova, 2013; Pollák 
& Páleník, 2021; OECD, 2015; FRA, 2014). These factors contribute to low educational 
attainment, which is reflected in high unemployment rates of Roma people. English 
language education can play a significant role in their lives, as English proficiency can 
expand their job opportunities. Therefore, this study serves as a catalyst for future 
explorations into this under-researched field.  
 
This study aimed to investigate the influence of didactic games on English language 
learning among Roma pupils from socially disadvantaged environments in Slovakia. The 
primary objective was to enhance pupils’ engagement in learning English by incorporating 
interactive, inclusive and culturally sensitive games into the English lessons. Four games 
were selected and adapted to align with the national curriculum while incorporating 
principles of cooperation, competitiveness, fun and practicality.  
 
Findings from the anonymous survey revealed that participating pupils showed little 
interest in learning overall. However, they expressed a strong desire to be able to speak 
English. They disliked traditional teaching methods and preferred more interactive 
activities, such as speaking and playing. These preferences were accommodated through 
interventions, where engaging in play and speaking fostered increased enthusiasm and 
engagement for learning. While they initially perceived the activities as “just play,” they 
were actively using new vocabulary and making an effort to practise sentence structures, 
indicating that learning was taking place. This was evident in their recognition that a 
successful game plan required them to use English effectively. Our findings suggest that 
this approach holds great potential. 
 
Based on the group interview findings, pupils overwhelmingly expressed positive attitudes 
towards the game-based approach. They enjoyed every lesson, found all activities 
engaging, understood the importance of precise language use, pupils felt appreciated, 
recognised the need for cooperation, and expressed a strong desire for more game-based 
English language lessons. It is worth emphasising that a positive attitude towards learning 
foreign languages is largely grounded in positive emotions such as excitement and joy, as 
well as opportunities for creative and innovative engagement (Oikonomakou et al., 2024; 
Dela Fuente, 2021; Coffey et al., 2024), all of which were fostered through this 
intervention.  
 
Despite the success of the intervention, some adjustments can be made in the future, for 
example dividing pupils into smaller groups for Hangman Charades and Magic Box, however 
there are potential discipline concerns; and implementing a more structured turn-taking 
system in the Bingo game can ensure greater participation (production and not only 



Reid, Kolyová & Steyne 313 

reception). Incorporating a wider variety of games in the future lessons can maintain 
pupils’ interest. In fact, almost any game can be adapted to align with the specific 
curricular needs.  
 
By triangulating data from the survey, observations, self-reflections, and group interviews, 
we conclude that the interventions effectively addressed the pupils’ expectations, cultural 
principles and interests – particularly their desire to talk and play. This was evident in their 
high levels of interaction, inclusion and engagement in learning activities, which ultimately 
led to more successful English language learning and practice. Similarly, Siregar et al. 
(2023) demonstrated that culturally responsive English teaching can help both students 
and teachers achieve learning objectives when implemented systematically and 
methodically.  
 
This small-scale action research study suggests that Roma pupils from socially 
disadvantaged backgrounds can demonstrate motivation and engagement when exposed 
to appropriate teaching methods and approaches. The findings imply that adapting 
pedagogical strategies to better match learners’ needs can stimulate their interest and 
motivation. Our findings align with Payne’s (2018) argument that educational 
policymakers should identify proximal process and interconnected mesosystems that 
support child development in marginalised Roma communities in order to maximise their 
potential. Despite significant governmental investment in providing Roma children with 
digital devices (MIRRI, 2017), funding research into their living conditions and attitudes 
towards education (ATLAS, 2004, 2013, 2019), there remains a lack of focus on 
qualitative, classroom-based interventions.  
 
This study highlights the importance of learner-centred, playful teaching methods, such as 
game-based learning, in improving English language education for Roma pupils. Such 
approaches may offer a pathway to greater educational success and improved future 
opportunities. While the study limitations include a relatively small sample size, it offers 
valuable insights into effective methodologies for enhancing engagement, inclusion, and 
language learning among pupils from disadvantaged communities. Adapting teaching 
methods to reflect learners’ interests and expectations has the potential to benefit 
educational outcomes in disadvantaged communities generally, beyond the specific 
context of Roma children in Slovakia. 
 
References 
 
Angelo, D. & Hudson, C. (2023). Phantom young English learners: The shadowy presence 

of second language proficiency in (English medium) early childhood assessment. Studies 
in Language Assessment, 12(2), 1-27. 
https://www.altaanz.org/uploads/5/9/0/8/5908292/1._sila_12_2__angelo_hudson.pdf 

ATLAS (Office of the Government Plenipotentiary for Roma Communities) (2004). Atlas 
rómskych komunít 2004. https://www.romovia.vlada.gov.sk/atlas-romskych-
komunit/atlas-romskych-komunit-2004/ 



314 Using didactic games in EFL education for socially disadvantaged Roma pupils 

ATLAS (Office of the Government Plenipotentiary for Roma Communities) (2013). Atlas 
rómskych komunít 2013. https://www.romovia.vlada.gov.sk/atlas-romskych-
komunit/atlas-romskych-komunit-2013/ 

ATLAS (Office of the Government Plenipotentiary for Roma Communities) (2019). Atlas 
rómskych komunít 2019. https://www.romovia.vlada.gov.sk/atlas-romskych-
komunit/atlas-romskych-komunit-2019/ 

CEFR (2020). Common European framework of reference for languages: Learning, teaching, assessment. 
Companion volume. https://rm.coe.int/common-european-framework-of-reference-
for-languages-learning-teaching/16809ea0d4 

Centrum vedecko technických informácií SR (n.d.). Register škôl a školských zariadení 
Slovenskej republiky. https://www.minedu.sk/register-skol-a-skolskych-zariadeni-
slovenskej-republiky/ 

Čerešník, M. & Čerešníková. M. (2018). School self-concept of children in the system of 
lower secondary education in Slovakia – Comparison of Slovak and Roma children. 
TEM Journal, 7(1), 211-218. https://doi.org/10.18421/TEM71-26 

Čerešníková, M. (2006). Rómske dieťa zo sociálne málopodnetného prostredia v školskej triede. 
University of Constantine the Philosopher (UKF). 
https://www.researchgate.net/publication/271344637 

Čerešníková, M., Rosinský, R., Samko, M. & Vanková, K. (2017). Language performance 
of Roma children in a language that is not native. In L. G. Chova, A. L. Martinez & I. 
C. Torres (Eds.), EDULEARN Proceedings (pp. 2389-2394). 
https://doi.org/10.21125/edulearn.2017.1493 

Cinová, E. (2013). Špecifické metódy a formy práce so žiakmi zo sociálne znevýhodneného prostredia. 
Metodicko-pedagogické centrum. https://1library.net/document/ydmkpxgy-
metodicko-pedagogicke-centrum-specificke-metody-socialne-znevyhodneneho-
prostredia.html 

Coffey, A., Lavery, S. & Sinclair, L. (2024). Engaging the early adolescent: What do 
stakeholders say about the Keeping kids engaged in school program? Issues in Educational 
Research, 34(2), 459-475.  

Cohen, L., Manion, L. & Morrison, K. (2017). Research methods in education (8th ed.). 
Routledge. https://www.routledge.com/Research-Methods-in-Education/Cohen-
Manion-Morrison/p/book/9781138209886 

Council of Europe (2022). Austro-Hungarian Empire. Roma History. 
https://rm.coe.int/austro-hungarian-empire-factsheets-on-romani-
history/16808b19ed 

Dela Fuente, J. A. (2021). Implementing inclusive education in the Philippines: College 
teacher experiences with deaf students. Issues in Educational Research, 31(1), 94-110. 
https://www.iier.org.au/iier31/dela-fuente.pdf 

Dutton, J. & Rushton, K. (2018). Confirming identity using drama pedagogy: English 
teachers’ creative response to high-stakes literacy testing. English in Australia, 53(1), 5-
14. https://www.researchgate.net/publication/326146238 

European Commission (2023). Assessment report of the Member States’ national Roma strategic 
frameworks. https://eur-lex.europa.eu/legal-
content/EN/TXT/?uri=CELEX%3A52023DC0007 

Facuna, J. (2016). Školská sociálna práca so žiakmi z marginalizovaných rómskych komunít [School 
social work with students from marginalised Roma communities]. National Institute for Education. 



Reid, Kolyová & Steyne 315 

https://www.statpedu.sk/files/articles/nove_dokumenty/projekty/eea_grants/skolsk
a-socialna-praca-so-ziakmi-z-marginalizovanych-romskych-komunit.pdf 

Flick, U. (2023). An introduction to qualitative research (7th ed.). SAGE. 
https://us.sagepub.com/en-us/nam/an-introduction-to-qualitative-
research/book278983 

FRA (European Union Agency for Fundamental Rights) (2012). The situation of Roma in 11 
Member States. European Union. 
https://fra.europa.eu/sites/default/files/fra_uploads/2099-FRA-2012-Roma-at-a-
glance_EN.pdf 

FRA (European Union Agency for Fundamental Rights) (2014). Roma survey – Data in 
Focus. Education: The situation of Roma in 11 Member States. Publications Office of the 
European Union. https://fra.europa.eu/sites/default/files/fra-2014_roma-
survey_education_tk0113748enc.pdf 

Hofstede, G. (2003). Cultures and organizations: Software of the mind: Intercultural cooperation and 
its importance for survival. Profile Books Ltd. 

Horňák, L. (2005). Rómsky žiak v škole. Prešovská univerzita v Prešove. 
Kahlenberg, R. D. (2001). All together now: The case for economic integration of the public schools. 

Brookings Institution Press. https://www.brookings.edu/books/all-together-now/ 
Kerekes, D. (2019). Na Slovensku žije podľa odhadu 440-tisíc Rómov (+mapy). Denník N. 

25 September. https://dennikn.sk/1584122/na-slovensku-zije-podla-odhadu-440-tisic-
romov-interaktivna-mapa/ 

Koršňáková, P. & Kováčová, J. (2006). Národná správa OECD PISA SK 2006. National 
Institute for Education. https://www.vyskummladeze.sk/wp-
content/uploads/2021/07/pisa2006nsprava.pdf 

Kyuchukov, H. (2024). Learnability theory and rural Roma children’s knowledge of 
languages: An empirical psycholinguistic comparative study. Psycholinguistics, 35(1), 108-
133. https://doi.org/10.31470/2309-1797-2024-35-1-108-133 

Lenette, C. (2022). Participatory action research: Ethics and decolonization. Oxford University 
Press. https://doi.org/10.1093/oso/9780197512456.001.0001 

Maadad, N. & Yu, M. (2021). Supporting English language education for children from 
refugee backgrounds in Australian Schools. In M. A. White & F. McCallum (Eds.), 
Wellbeing and resilience education: COVID-19 and its impact on education. Routledge. 
https://doi.org/10.4324/9781003134190 

MINEDU (Ministerstvo školstva, vedy, výskumu a športu SR) (2008). Zákon č. 245/2008 
Z. z. o výchove a vzdelávaní (školský zákon) a o zmene a doplnení niektorých zákonov [Act No. 
245/2008 Coll. on Education (School Act) and on amendments and supplements to certain acts]. 
https://www.slov-lex.sk/pravne-predpisy/SK/ZZ/2008/245/ 

MINEDU (Ministerstvo školstva, vedy, výskumu a športu SR) (2019). Najväčšou zmenou vo 
vzdelávaní bude v novom školskom roku uvoľnenie výučby cudzieho jazyka [The biggest change in 
education in the new school year will be the liberalisation of foreign language teaching]. 
https://www.minedu.sk/najvacsou-zmenou-vo-vzdelavani-bude-v-novom-skolskom-
roku-uvolnenie-vyucby-cudzieho-jazyka/ 

MIRRI (Ministry of investment, regional development and informatisation of the Slovak 
Republic). (2017). Digitálna koalícia. 
https://mirri.gov.sk/sekcie/informatizacia/narodne-iniciativy/digitalna-koalicia/ 



316 Using didactic games in EFL education for socially disadvantaged Roma pupils 

New, W. (2011). Stigma and Roma education policy reform in Slovakia. European 
Education, 43(4), 45-61. https://doi.org/10.2753/EUE1056-4934430403 

New, W. S., Kyuchukov, H. & Samko, M. (2018). Histories of Romani education in 
Slovakia: A Kazamian perspective. European Education, 50(2), 185-200. 
https://doi.org/10.1080/10564934.2018.1458322 

NIVAM (Národný inštitút vzdelávania a mládeže) (2022). Žiak zo sociálne znevýhodneného 
prostredia [Students from a socially disadvantaged background]. 
https://www.statpedu.sk/sk/svp/statny-vzdelavaci-program/vychova-vzdelavanie-
ziakov-so-svvp/ziak-so-sociane-znevyhodneneho-prostredia/ 

OECD (2015). Education policy outlook Slovak Republic. 
https://www.oecd.org/content/dam/oecd/en/about/projects/edu/education-policy-
outlook/379197-Slovak-republic-Country-Profile.pdf 

Oikonomakou, M., Kokkinos, D. & Potolia, A. (2024). Language autobiographies and 
multilingual practices applied in primary teacher education: A qualitative study. Issues in 
Educational Research, 34(4), 1488-1505. 
https://www.iier.org.au/iier34/oikonomakou.pdf 

Payne, M. I. (2018). Slovak Roma village of origin and educational outcomes: A critical 
evaluation. Folia Geographica, 60(1), 31-49. 
https://www.unipo.sk/public/media/30059/3-
SLOVAK%20ROMA%20VILLAGE%20OF%20ORIGIN%20AND%20EDUCATI
ONAL%20OUTCOMES%20-%20A%20CRITICAL%20EVALUATION.pdf 

Pollák, M. & Páleník, M. (2021). Inklúzia Rómov v rámci zelenej ekonomiky na Slovensku: 
Príklady dobrej praxe [Roma inclusion within the green economy in Slovakia: Examples of good 
practice]. Univerzita Komenského v Bratislave. 
https://www.researchgate.net/publication/356998149_Inkluzia_Romov_v_ramci_zel
enej_ekonomiky_na_Slovensku_Priklady_dobrej_praxe 

Průcha, J., Walterová, E. & Mareš, J. (2013). Pedagogický slovník. Portál. 
Pupala, B. & Vančíková, K. (Eds.) (2021). Povinné predprimárne vzdelávanie: Sprievodca cieľmi 

a obsahom. Štátny pedagogický ústav. 
https://www.statpedu.sk/files/sk/svp/zavadzanie-isvp-ms-zs-gym/materska-
skola/metodicke-materialy/sprievodca-cielmi-obsahom.pdf 

Robson, C. & McCartan, K. (2024). Real world research: A resource for users of social research 
methods in applied settings (5th ed.) Wiley & Sons Inc.  

Rosinský, R. (2006). Čhavale Romale alebo motivácia rómskych žiakov k učeniu [Čhavale Romale or 
motivation of Roma students to learn]. University of Constantine the Philosopher (UKF).  

Rosinský, R. (2019). Education of the Roma minority in Slovakia. In A. Ohidy & K. R. 
Forray (Eds.), Lifelong learning and the Roma minority in Central and Eastern Europe (pp. 181-
201). Emerald Publishing Limited. https://doi.org/10.1108/978-1-83867-259-120191010 

Rosinský, R. & Samko, M. (2015). Research study on language competence in Roma 
pupils in first year of school attendance in Slovak Republic. In L. G. Chova, A. L. 
Martinez & I. C. Torres (Eds.), ICERI2015 Proceedings: 8th International Conference of 
Education, Research and Innovation (pp. 3677-3682). IATED-INT Association Technology 
Education and Development. https://library.iated.org/view/ROSINSKY2015RES 

Sagor, R. D. (2010). The action research guidebook: A process for pursuing equity and excellence in 
education. Corwin Press. [3rd ed.] https://www.corwin.com/books/the-action-research-
guidebook-250781 



Reid, Kolyová & Steyne 317 

Schmuck, R. A. (2006). Practical action research for change. Corwin Press. 
https://www.corwin.com/books/pract-action-res-for-change-2e-229146 

Siregar, L. K., Mayun, I. & Rahmawati, Y. (2023). Culturally responsive English teaching: 
Developing a model for primary school EFL teachers in Indonesia. Issues in Educational 
Research, 33(4), 1582-1600. http://www.iier.org.au/iier33/siregar.pdf 

Stejskalová, M. (2014). Zahraničná inšpirácia pre vzdelávanie rómskych detí – teoretická 
perspektíva [Foreign inspiration for the education of Roma children – a theoretical 
perspective]. Studia Paedagogica, 19(2), 77-104. https://journals.phil.muni.cz/studia-
paedagogica/article/view/18948 

Štatistický úrad SR (2021). Sčítanie obyvateľov, domov a bytov 2021. https://www.scitanie.sk/ 
Vašečka, M. (2002). Čačipen Pal o Roma: Súhrnná správa o Rómoch na Slovensku. Inštitút pre 

verejné otázky [Čačipen Pal on Roma: Summary report on Roma in Slovakia. Institute 
for Public Affairs]. https://www.ivo.sk/1131/sk/publikacie/cacipen-pal-o-roma-
suhrnna-sprava-o-romoch-na-slovensku 

Warren, E., Harris, K. & Miller, J. (2014). Supporting young ESL students from 
disadvantaged contexts in their engagement with mathematics: Teachers’ pedagogical 
challenges. International Journal of Pedagogies and Learning, 9(1), 10-25. 
https://doi.org/10.1080/18334105.2014.11082016 

 
Appendix 
 
Učenie sa a učenie sa angličtiny (Learning and English language learning) 
Tento dotazník je anonymný a preto vás poprosím o úprimné vyplnenie. (This anonymous 
questionnaire asks pupils about their attitudes toward school and learning, including English language 
learning.) 
Napíš koľko máš rokov. (Write your age.) 
 
Gender 
Vyber správnu odpoveď. (Choose.) 

Som chlapec (I am a boy)  Som dievča (I am a girl) 
 
Attitudes to school 
Rád / rada chodím do školy. (I like going to school.) 

úplne súhlasím (strongly agree)    súhlasím (agree)     neviem (neutral/don’t know) 
nesúhlasím (disagree)    úplne nesúhlasím (strongly disagree) 

 
General enjoyment of learning 
Učenie ma baví. (Learning is fun for me.) 

úplne súhlasím (strongly agree)   súhlasím (agree)    neviem (neutral/don’t know) 
nesúhlasím (disagree)   úplne nesúhlasím (strongly disagree) 

 
What do you like most at school?  
Napíš, čo by si chcel/a v škole robiť, čo ťa najviac baví.  

(Write what you would like to do at school and what you enjoy most.)  
Open-ended: 
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Desire to learn English 
Chceš vedieť po anglicky? (Do you want to be able to speak English?) 

áno (yes)   nie (no) 
 
Enjoyment of English learning 
Učenie angličtiny ma baví. (I enjoy learning English.) 

úplne súhlasím (strongly agree)      súhlasím (agree) neviem (neutral) 
nesúhlasím (disagree)     úplne nesúhlasím (strongly disagree) 

 
Playful learning in school 
Učíte sa aj tak, že sa v škole hráte? (Do you also learn by playing games at school?) 

áno (yes)  nie (no) 
 
Types of games used in lessons 
Napíš, aké hry sa na hodinách hrávate.  

(Write which games you play in lessons.) 
Open-ended: 

 
 

Dr Eva Reid (corresponding author) is an associate professor in TEFL at the 
Department of British and American Studies, Comenius University in Bratislava, 
Slovakia. Her research focuses on ELT for children with special needs, including gifted 
learners and those from socially disadvantaged backgrounds. Additionally, she has 
authored English language course books for primary school pupils and numerous studies 
on intercultural communicative competence in English language learning. 
ORCID: https://orcid.org/0000-0002-8568-4370 
Email: eva.reid@uniba.sk 
 
Ms Martina Kolyová is an experienced educator with over 18 years of dedicated work 
to Roma children from socially disadvantaged backgrounds. As an English language and 
history teacher at Základná Škola, Malčice, Slovakia, she has consistently tried to 
improve the educational outcomes and life prospects of her students.  
ORCID: https://orcid.org/0000-0002-4147-8188 
Email: m.kolyova@gmail.com 
 
Dr Linda M. Steyne is an assistant professor in the Department of British and 
American Studies, Faculty of Arts, Comenius University in Bratislava, Slovakia. Dr 
Steyne has over 25 years of experience in TEFL, teacher training, and curriculum 
development at all levels of education. She is the co-author of several ELT teacher’s 
methodologies and textbooks. As a founding member of Slovak Chamber of English 
Language Teachers [https://www.scelt.sk/], she has played a key role in advancing 
English language education in Slovakia.  
ORCID: https://orcid.org/0000-0002-6254-2038 
Email: linda.steyne@uniba.sk 
 
Please cite as: Reid, E., Kolyová, M. & Steyne, L. M. (2026). From exclusion to 
engagement: Using didactic games in EFL education for socially disadvantaged Roma 
pupils. Issues in Educational Research, 36(1), 299-318. 
http://www.iier.org.au/iier36/reid.pdf 

 


