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Abstract

This paper reports on the results of a University course offered at the Department of Primary
Education, University of Crete, in academic year 2013-14. Students had the opportunity to take a closer
look at cultural and linguistic diversity in contemporary Greek classrooms. Using Cummins’
Framework for Academic Language Learning (Cummins, 2003; Cummins, Brown and Sayers, 2007)
and recent approaches to Language Awareness (cf. Candelier, 1998; Helot and Young, 2006a, b)
students worked collaboratively in order to design and implement classroom activities aiming at raising
pupils’ language awareness and developing positive attitudes towards diversity in their class and in
society at large.
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1. Introduction

The European continent is a multilingual space -albeit not so much as other
parts of the world — where hundreds of language varieties are spoken. Some of them
are considered as having a well- established presence in European soil and as being
part of its cultural heritage (‘’regional ’’ or “’‘minority languages’’). Others have been
introduced into the European countries mainly during the second half of the 20™
century as a result of an increasing movement of populations across borders
(“’languages of immigration”’ such as Turkish, Arabic, Kurdish, Bangladeshi, various
African languages, etc.). One should not forget, however, that even official European
languages have assumed the role of ‘’languages of immigration’’ in states where their
citizens have immigrated (e.g. Italian, Greek, Spanish, Portuguese, Albanian, Serbo-
croat, Polish, etc).

The European Union has shown a long-standing interest in the protection and
promotion of the Regional or Minority Languages (resulting, for instance, in
documents such as the <’ European Charter for Regional or Minority Languages’’ (cf.
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Kiliari, 2005; Truchot, 2001). More recently, the Council of Europe has advocated a
turn in foreign language teaching -and in language teaching in general, in fact-
through the promotion of policies which aim at the development of plurilingual
competence and intercultural competence (Beacco & Byram, 2007, cf. Chatzidaki
2014) .

Besides these documents, however, there is scarce official interest in the
protection and promotion of languages spoken by immigrant communities within
European states (Extra and Gorter, 2001; Kiliari, 2005). The new approach to
language teaching mentioned above does not seem to have influenced the legislation
regarding multilingualism in education in many states (Young, 2014).

Taking ‘mother tongue’/‘home language’ support for immigrant children as an
example, one can see that, as Guus Extra shows in his overview of the Mother Tongue
Course in seven European countries, conditions regarding its implementation
(optional vs. mandatory, number of hours of teaching, integrated or after-hours course,
credits or lack of, teacher qualifications, etc.) vary considerably from state to state
(Extra, 2007). One concludes that in most cases immigrant communities carry the full
burden of organizing ‘ethnic’ or ‘complementary schools’ (Creese & Martin, 2006) if
they wish to ensure the transmission of their own languages and cultures to the next
generation (cf. Chatzidaki & Maligkoudi, 2013; Maligkoudi, 2009, 2010).

Even less encouraging are the results from research on teachers’ views and
practices with regard to multilingualism in the classroom. Focusing on the Greek
situation, one sees that the Greek educational system continues to serve as a
mechanism of cultural homogenization, promoting the ideals of monolingualism and
monoculturalism, while at the same time the official rhetoric supports ’intercultural
education”” (Androussou, 2005; Frangoudaki & Dragonas, 1997). The latter is
basically understood as compensatory measures in the form of courses of Greek as an
L2 and supplementary teaching, aiming at assisting bilingual students’ rapid
assimilation into the mainstream.

As a result, many teachers see cultural and linguistic diversity in their
classrooms as an obstacle, not as a resource (Gkaintartzi & Tsokalidou, 2011;
Tsokalidou, 2005) and, all too often, fall victims to false views regarding bilingualism
and the relationships between the two languages. Although they do recognize the
families’ right to speak their own language at home, they often blame the ethnic
language for interfering with the learning of Greek; as a result, they tend to advise
parents to speak only Greek at home (Chatzidaki, 2007; Kassimi 2005; Mitakidou and
Daniilidou, 2007; Sakka, 2010). Despite giving positive responses towards acquiring
‘cultural awareness’, teachers fail to see the connection between this skill and their
everyday practices (Sakka, 2010) and even well-intentioned practitioners seldom
encourage their pupils to display their knowledge of other languages and cultures
(Kontoyanni, 2009). Finally, research has indicated that many teachers are reluctant to
change their beliefs even after having participated in in-service training seminars
about diversity (Androussou, 2005; Skourtou, 2005). On the whole, the picture that
emerges from most Greek studies is that teachers hold rather conflicting views that
show intolerance along with respect and tolerance.

2. Teacher training for diversity

Ideally, teachers dealing with multilingual and multicultural populations should have
a firm grasp of the literature surrounding bi/multilingualism as a social and an



indivi

dual phenomenon from a global perspective (country of residence, Europe, the

world). In other words, they should have some knowledge of:
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dimensions/continua of bilingualism

language contact phenomena

language use in multilingual communities

issues of prestige and power

language attitudes and policies

educational policies involving bilingual children, etc.

Moreover, they should develop not only knowledge but also skills and attitudes

which would help them face diversity as an asset or a resource, or at least as a
challenge, not only as a problem. They should:

v
v
v
v

goals

Develop basic knowledge of how languages are learned and taught to young
learners

Develop positive attitudes towards cultural and linguistic diversity at school
Learn how to promote and value such diversity in practice (e.g. ‘language
awareness’ approach)

Learn to value pupils’ individual identities far from ‘essentialistic’ approaches.

Our view of a pre-service teacher training project which would satisfy these
involves making use of what previous and more modern approaches to teacher

training advocate, namely:

v
v

v

imparting knowledge to student-teachers (*’good practices’”)

giving them the opportunity to reflect on taken-for-granted assumptions and
practices

making them aware of the social realities of the worlds in which they and their
students live.

Our approach is also framed within a sociocultural view of learning (see

Hawkins, 2004) which offers teachers a foundation on which to coordinate decisions

about

what to teach, how to deliver instruction, and how to structure learning

environments. As Margaret Hawkins eloquently argues:

“the work of teachers is framed as establishing and supporting
classroom communities in which learners collaboratively engage in situated
(socially sanctioned) activities (with guidance and facilitation) to come to new
understandings and take on new practices (learning)’’ (Hawkins, 2004:5)

[...] The impact of teaching and schooling shapes the identities of
learners both within and outside the classroom, and the identities that
learners acquire impact their engagement with learning. And this, ultimately,
determines what forms of languages/ literacies/ practices they acquire, and
which communities and lifeworlds they will ultimately have access to. Thus
teachers not only influence the lives of their individual learners, but also
contribute to the social transformation of the larger social world. And this
makes it crucial that teachers engage in thoughtful, informed and reflective
critical practices.”” (Hawkins, 2004:6)

Following this line of thinking, it is clear that teacher trainers need to:



v foster critical and reflective practices in the teachers they prepare in order for
them to realise and possibly challenge their tacit theories (Carr & Kemmis, 1986:189;
Argyris & Schon, 1988/1989:613) which, although unconscious, guide their practices
in school life

v engage in critical, reflective practices as well.

The purpose of this paper is to present the implementation of a University
course designed as a pre-service training seminar, which attempted to incorporate
elements of the above-mentioned theoretical framework. In the following sections, we
shall first present the theoretical background to the design of the course and then
describe how it was implemented. After providing a few examples of the students’
projects, we proceed to an evaluation regarding all the stakeholders.

3. Preparing future teachers for dealing with diversity at the Department of
Primary Education

Students at the Department of Primary Education at the University of Crete
have two mandatory courses which relate to diversity in the classroom. The first
course, “’Issues of Intercultural Education’” had the following outline:

Differences between concepts and approaches such as ‘intercultural’ vs.
‘multicultural’, ‘antiracist’ and ‘bicultural’ education/ Approaches to diversity in
society and education (assimilation, integration, etc) / Diaspora/immigration with
emphasis on Greek communities abroad, Greek returnees, and immigration in Greece-
Legislation currently in place for “’Intercultural education’’/Models of
bilingual/bicultural education/ Educational material produced for the above mentioned
populations.

The second course, entitled ’Bilingualism and Teaching Greek as a Second
Language ", runs along the following lines:

v" Bilingualism as a global, social and individual phenomenon

v Bilingual pupils in Greek schools (linguistic minorities in Greece, immigrants,
returnees)

v" Types and dimensions of bilingualism

v" Bilingualism and cognition

v Cognitive theories with regard to bilingualism and education (Cummins’

models)

Issues related to the assessment of bilingual pupils

Basic issues regarding L2 learning among children (successive bilinguals,

living in a L2-speaking environment)

Teaching L2 in Reception classes: basic guidelines, material

The “’Language Awareness’’ approach

School-parents’ cooperation
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Besides these courses, students may choose to participate in a seminar which
treats related issues such as the one presented here.



4. The course “Teaching in multilingual and multicultural classes’’
4.1 Aims and theoretical background

The course (a seminar) presented in this paper took the form of series of student-led
projects aiming at raising students’ intercultural awareness and preparing them for
dealing with diversity. It was entitled “’Teaching in multilingual and multicultural
classes’” and took place on two separate occasions in the fall and the spring semester
of the academic year 2013-14. As all seminars, it was offered to students in the 3"
and 4™ years of study with a maximum number of participants of 30.

Each seminar took place in 13 three-hour sessions. The first six weeks were
dedicated to lectures given by the course instructor (the author of this paper) and
group discussions, while the next seven were reserved for the students’ presentations
of their work.

With regard to the aims/learning outcomes of the seminar, students should:

v’ acquaint themselves with the realities of teaching in multicultural classes

v' reflect critically on issues arising in such circumstances

v' learn to design activities aiming at promoting language and cultural diversity
v' learn to collaborate with other professionals and work in teams.

The approach to classroom diversity adopted in this course was informed by
two different theoretical frameworks. The first one was Jim Cummins’ Framework for
Academic Language Learning (Cummins, 2003; Cummins, Brown & Sayers, 2007)
according to which support for the development of bilingual pupils’ academic
language in the mainstream classroom is provided by focusing on three areas, namely:
(a) focus on Language, (b) focus on Meaning and (c) focus on Use. The framework
also suggests that teachers need to ensure their pupils’ maximum cognitive
engagement and maximum identity engagement through building the appropriate
relationships within the learning community (Cummins, 2003; Cummins, Brown &
Sayers, 2007).

The framework is explicitly intended to express a transformative orientation to
pedagogy; therefore, a critical dimension is incorporated in all three of the focus
areas. The Focus-on-Meaning component of the framework combines making input
comprehensible with developing critical literacy. The Focus-on-Language component
combines awareness of language forms and uses with critical analysis. The Focus-on
-Use component is based on the notion that L2 instruction will remain abstract and
classroom-bound unless students are given the opportunity to express their identities
through the target language by using the language to communicate with an authentic
audience that encourages two-way communication in oral and written modes
(Kourtis-Kazoullis, Spantidakis & Chatzidaki, 2014). There was an attempt to
incorporate some of these aspects in the activities designed for the seminar.

Another approach which was considered particularly helpful in multilingual
classrooms was the Language Awareness approach. After a brief historical overview
of the development of the approach from the British Language Awareness Movement
to the Council of Europe’s initiatives (Boutoulousi, 2001, Candelier, 1998, Di Pietro,
1998; Moussouri, 1999), students were presented with the actual implementation of
this approach in a French school in the Alsace (cf. Hélot & Young, 2006a, b; Young,



2011) and with similar projects carried out in Greece Language awareness projects in
Greece. All in all, the view of the ‘Language Awareness’ approach adopted here
incorporated implementing language-focused activities through which pupils develop
(a) positive attitudes towards cultural and linguistic variability and language learning,
and (b) metacognitive and metalinguistic skills which facilitate language learning
(including the school language).

4.2 Implementation

Students worked in groups of four or five. First, they visited the selected school and
asked permission from the school principal and the class teacher explaining their
plans. If permission was granted, they attended courses for a couple of hours in order
to familiarize themselves with the class. Then, some time before or after the project,
they interviewed the class teacher in an attempt to gather information about the class
and his/her attitudes towards bilingualism and intercultural education.

The next step involved designing an intervention (series of various activities) on
the basis of the theoretical frameworks. Then, students implemented the intervention
during school hours (in a two or three-period time slot) and, finally, administered
short questionnaires to elicit children’s degree of satisfaction with the activities.

During the fall semester all projects took place in one particular school with
very few pupils (around 100) and a high percentage (60%) of students of a foreign
background. The school is located in the Old City of Rethymno, where house rents are
relatively low and, as a result, has attracted immigrant families. The high
concentration of immigrant families in the area and immigrant students in the school
has been accompanied by a withdrawal of indigenous students, something which has
increased the foreigners’ percentage even further. The result is that the school has
fallen into disrepute due to its association with a large immigrant student population
supposedly lagging behind mainstream pupils.

In the spring semester, however, students carried out their projects in various
schools, with smaller or larger numbers of immigrant pupils, although none with the
characteristics of the first school.

4.3 Examples of activities

All of the activities designed and carried out in the projects were interesting and
inspired. Students worked with great enthusiasm and pupils responded to their work
even more enthusiastically. In what follows, we shall present a few activities from the
work of various groups, all of which took place just before Christmas in the first
school-site of intervention.

4.3.1 Activities carried out in a fourth grade

These activities were implemented in a fourth grade consisting of a truly multicultural
population; there were five pupils with parents of Greek origin, two children of Greek
Roma background, three children with Bulgarian and four children with Albanian
parents. Even though teachers kept assuring students that the children were in very
good terms with one another and there were no racist incidents in the school, in the
beginning of their interaction with the pupils, students noticed a certain degree of



intolerance; one of the children said: I don 't like to hang out with the Albanian girls,
because they keep talking Albanian and I don’t understand them’’. \What was more
worrisome, though, was a remark made by a Bulgarian boy namely that he doesn’t
like to hang out with Bulgarians out of school because they are “’bad people and
thieves’’.

The students tried to create a warm, positive climate towards diversity through a
variety of activities. First, they sang along with the children a “’song’’ of their own
making, an experience the children seemed to enjoy:

All of us here/no matter where we came from/we are here/ for something
magical;

To get to know (other) countries/ to get the smell of (other) languages/
to make our world a really great one!

Secondly, the students led the class into a discussion about Christmas customs
in various countries, such as Albania and Bulgaria. After a while, they engaged pupils
into a Language Awareness activity; on sheets of paper they drew the outline of the
phrase “’Merry Christmas’ in various languages; Greek, Albanian, Bulgarian,
Brazilian Portuguese, Hindi, English, Swedish and French. Each student received one
sheet of paper containing the phrase “’Merry Christmas’’ in a particular language plus
the flag of the country where the language was spoken. Students were asked to guess
the language, to locate the country on the world map and to paint the phrase outlined
on their sheet.

In the second part of this activity, students invited pupils to try and pronounce
these new phrases. The different scripts found in the Bulgarian and Hindi phrases
proved to be particularly challenging, as was to be expected, but children enjoyed the
whole experience. In addition to that, students introduced pupils to the uses of
“’Google translate’’; children started looking up various words in different languages
and engaged in individual and collective pronunciation exercises. The long list of
languages at “’Google translate’” seemed to impress the young language learners, who
expressed the wish to learn other, ‘exotic’ languages such as Chinese and Swahili.

The activities’ aims were:

to bring all pupils into contact with different language sounds and scripts

to familiarize them with different languages through art and other playful

activities

v" to help pupils realize that various languages can convey the same message in
different ways, so they are all equal despite their differences

v' to help pupils with a different L1 than Greek take pride in their own languages

and culture

AN

4.3.2 Activities carried out in a fifth grade

The class originally had seventeen pupils, however only nine were attending at a
regular basis. Most of the children were of immigrant origin; three came from
Bulgaria, two from Albania, one was from Romania. Two of the children were of
Greek origin and one of the children was a Greek Roma.

After a brief introductory game to help break the ice, students showed the
children a three-minute video (‘'Racism, say it in pictures’’) which they found in the
Internet. The short film with clay animation or ‘claymation’ (a form of stop motion



animation) was produced by Greek high school students and portrayed in text and
picture the various forms of racism (discrimination towards people of other races,
colour, sex, handicapped people, etc). After watching the video, students engaged
pupils into a discussion about what racism means in an attempt to focus on meaning,
to bring to the surface their own beliefs and prejudices or even to reveal their own
feelings of alienation and rejection.

In the remainder of the hour, pupils were involved in a series of Language
Awareness activities, such as the ‘language garden’, where pupils painted the petals of
paper flowers in different colours to represent the languages they can only speak, they
can both speak and read/write, the languages they would like to learn, etc.

Picture no.l1. Part of the class’s ‘language garden’

Picture no. 2. The cardboard game ‘A Trip to the World’
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Finally, the students presented children with a cardboard game which invited
them to take “’A Trip to the World’’. Pupils divided in groups had to move on a series
of ‘footsteps’ to reach their destination answering questions about countries,
languages and cultures along the way. The word ‘Congratulations!” was written in
various languages at the finishing line, while all players received commemorative
medals in Greek and other languages.

4.3.3 Activities carried out in a sixth grade

The class consisted of twelve pupils, more than half of whom were of immigrant
origin (Albania, Bulgaria, Romania) and two came from mixed marriages (a German
mother, an Italian father).

Activities in this class focused on the production of a calendar in which each
month was dedicated to a country: Greece, Italy, Bulgaria, France, Albania, Germany,
Romania, Brazil, China, Turkey, United Kingdom, and Egypt.

Picture no.3. The multilingual calendar
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The cover leaf contained a pretty picture with wishes in the various languages of
the calendar written around the main image in different fonts and sizes.

Step 1: Children were given one calendar each and tried to recognize the
languages in which the wishes on the cover leaf were written. They also used a world
map and cards on which the specific wishes were written. Once the language of the
wish was found, the pupil put the card on the map on top of the corresponding
country. Several bilingual children were eager to read the wish in their own language
displaying in this way their knowledge and talents.



Picture no. 4. The world map with the ‘wish cards’ on top of the corresponding countries

Step 2: Children worked on the calendar itself. Each page contained some
information both in Greek and in the corresponding language (Italian, Turkish,
Romanian, etc.): days of the week, the name of the country. However, the name of the
month was written only in Greek. The map of the country was decorated was
miniatures depicting monuments, folk costumes, local products, etc. (see Picture no.5)

Picture no. 5. A page from the multilingual calendar: February/Italy
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Each pupil was given an envelope containing twelve stickers with the countries’
flags and eleven cards with the names of the months in the respective languages
(January was in Greek). Pupils were asked to complete the calendar’s pages using as
clues all visual and verbal resources they could muster.

Picture no. 6. Pupils working on their calendars

After a while, since each pupil was ‘assigned’ a certain month/ country, the
particular child would:

v find the flag and the name of the month from the content of the envelope
v show them to his/her fellow students so that they all fill in the page correctly
and

v try to read the names of the days of the week in the other language (classmates
often helped).

The whole exercise proved to be an immense source of amusement and
excitement for the pupils, especially the bilingual ones, who were eager to offer
information about their countries and languages (even though they were not assigned
their own countries in the calendar on purpose) as the following example shows:

Pupil A: Would you like me to tell you about traditional Bulgarian costumes?
| also know a lot of words I can tell you...

The whole activity had an immense wealth of metacognitive and metalinguistic
awareness brought to the surface. Discussing the names of the days of the week in
various languages led pupils:

v to observe differences and similarities between languages on various levels
4 to wonder about the potentially common origin of words and languages
v to experience curiosity as to the way these languages are written

as is evidenced in the following comments made by the pupils at various stages
of the activity:
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Pupil B: The word for ‘Saturday’ is practically the same in all these languages!

Pupil D: Italian and Romanian are very much alike!

Pupil E: Is it possible that ‘Sunday’ in Turkish is called ‘Pazar’, because it’s
the market day (bazaar)?

Pupil F: Wow! It must be really difficult for Chinese, Egyptian and Bulgarian

children to learn to write! Can we please try to write something on the
board in these languages?

The aims of this series of activities were:
To bring children into contact with different scripts and languages
To familiarize children with different language sounds
To help develop metalinguistic and metacognitive skills through comparison
of languages and enquiry
v To allow children whose languages and cultures are absent from the class to
take pride in their heritage by talking about them.

AN

Picture no.7: Children’s attempts at writing in different scripts and languages

Another activity which took place in the same class and is worth mentioning
was called ‘The Voyage of Words’. It focused on loanwords the Greek language
borrowed from other languages. This time, the artifact used was a paper ‘ship’ on a
cardboard background which was hung on the class board. The vessel contained seven
‘holes’ with the names of seven countries® in them (Germany, England, France,
Turkey, Albania, Italy, Egypt). Under the ship there were twenty-five sticker cards
with loanwords such as gol [Engl. goal] (‘goal’ as in football), katsiki [Alb. kats]

' Actually, there should be languages instead of countries.
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‘goat’, mayo [Fr. maillot] ‘bathing suit’ etc. First, the students explained the meaning
of the word ‘loanwords’ and read the words out. Then, pupils took turns and tried to
locate the origin of a word on a card with their classmates’ help. Once they found the
country the word presumably came from in Greece, they would put the card in the
right “’hole’’.

Picture no.8: The ‘“Voyage of Words’ ship
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The whole enterprise led pupils and students to an interesting discussion about
the origin of words. The activity aimed at helping children:

v develop metalinguistic and metacognitive skills through comparison of
languages and enquiry

v understand that language contact is a natural phenomenon as well as contact
between civilizations

v question false beliefs about some languages being “’pure’’ and/or ‘’better’’
than others.

5. Discussion of results

As a general outcome, one can say that all groups designed and produced interesting
activities to varying degrees, to which pupils responded enthusiastically. It was
heartwarming to see that most bilingual/bicultural children -with few exceptions-
showed eagerness to participate and to reveal information about their ‘‘Other”
identity/language/culture contrary to what sometimes is reported by teachers.
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According to the students’ comments, this seminar proved to be a rewarding and
particularly enriching experience. In our view, this was mainly because they
appreciated having been given the chance to put theory into practice, to discover
teachers’ views and practices for themselves, and to transform the class reality even
for a while; they were particularly pleased to see that pupils whom teachers had
described as ‘uncooperative’ and ‘withdrawn’ took part in the activities gladly, and
that the sometimes ‘invisible’ bilingualism of the class became not only visible but an
object of admiration in some cases (for instance, when multilingual pupils did better
at some tasks or simply revealed how many languages they could speak and write in).

Obviously, there were benefits for the class teachers as well. They had the
chance to witness novel and inspiring approaches to dealing with pupils’ diversity
and, what is more important, to see their linguistically and culturally ‘different’
students in a new light. However, it is worth noticing that in most cases, teachers
preferred not to be present during the students’ ‘‘lesson’’. Although the teachers’
practices and views were not the focus of this study, students reported that, based on
their short interviews, the teachers’ approaches to diversity in their class varied from
acknowledging and promoting children’s plural identities to displaying indifference
towards diversity disguised as equal treatment (““there are no problems between the
children, we all follow the same rules’’).

As far as the course teacher was concerned, there were valuable lessons to be
drawn as well. First of all, the results confirmed that such courses which place
emphasis on hands-on experience accompanied with reflective discussion during the
project presentation are tremendously beneficial for the students. On the other hand,
based on the attempts made by some students to apply Cummins’ framework, one
might say that endeavours inscribed within this framework are better suited for
projects lasting for a longer period of time and are not easily applicable as short
activities. The experience is scheduled to be repeated in the following academic year
taking into consideration the above-mentioned findings.
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