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6" International Conference
‘Crossroads of Languages and Cultures (CLC6):

Plurilingualism, Variation, Spaces of Literacy.

The 6™ International Conference ‘Crossroads of Languages and Cultures’ (CLC 6) will take
place online between September 2 and September 4 2021. The main theme of CLC6 is
the charting of the relationship between plurilingualism, linguistic variation, hybrid
linguistic performances and alternative literacies. The hybridity and superdiversity of the
contemporary linguistic landscape has been long acknowledged. Do language
pedagogies treat language as a complex semiotic resource? Do such pedagogies forge
links between pluri- or multilingualism, linguistic variation, translanguaging and
alternative literacy practices within and outside of the school context? Do such extant
models ultimately debunk dominant literacy policies and practices?

The conference includes oral presentations, symposia and workshops.

CLCé is organized by the University of Cyprus (www.ucy.ac.cy) and the Open University of

Cyprus (www.ouc.ac.cy), with the cooperation of Polydromo

(http://polydromo.web.auth.gr).

Keynote speakers:

Professor Ofelia Garcia,

City University of New York
Professor Clare Mar-Molinero,
University of Southampton
Professor Eleni Skourtou,

University of the Aegean

Webpage:

http://cyprusconferences.org/clcé/

Program:

http://cyprusconferences.org/clcé/program/
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60 A1gOVEG ZuvEdpio
'Zraupodpopil Mwoowv kai MoMiTicpwv’ (CLC6):

MoAuvyAwooia, FAwooikn MoikiAdtnTa, Xwpoi Mpauuariopyou.

To 6° AigBveg Zuvedpio 2Taupodpopl NMwoowv kar MoAimopwy' (CLC) Ba AaPer xwpa
NAekTpoOVIKA anod TIg 2 wg TIg 4 SenTepPpiou 2021. Kevtpikd Bpa Tou ouvedpiou eivar n
XapToypA®non TnG oxeong MeTaASU TNG NOAUYAwOOCiag, TNG YAWOOIKNG NoIKIAOTNTAG,
TwV UPBPISIKWV YAWOOIKWV ENITEAECEWY KAl TWV EVAANAKTIKWV YPAUUATIOP®WV. H €peuva
oulnTa €dw kal kaipd TNV UBPIdIKOTNTA KAl TNV UMNEPMOIKINOTNTA TOU OUYXPOVOU
yAwooikoU Toniou. AvTipyeTwnifeTal OPwG N YAWOoA wG OUVBETOG ONUEIWTIKOG NOPOG
otnv naidaywyikr npagn; KaMiegpyouvTal oxe€oelig avapeoca oTnv noAuyAwoaoia, Tn
YAWOOIKA MOIKINOTNTA, TN OlayAwOOIKOTNTA KAl EVAAAAKTIKOUG YPAUPATIOPOUG, EVTOG
KAl EKTOG TOU OXOAIKOU OUYKEIMEVOU; AUTEG OI OXEOCEIG KAl EVAANAKTIKEG NAIdAYWYIKEG
NPAKTIKEG €IVAl IKAVEG VA ANOJOUNOOUV KUPIAPXEG MPOCEYYIOEIG, MONTIKEG KAl MPAKTIKEG
ypappaTiopoU; 2To Béua Tou ouvedpiou ePNINTOUV EPEUVEG YIA TIG OIAPOPEG NTUXEG TNG
noAuyAwoaoiag Kal TG YAwOOIKAG NoIKINOTNTAG Kal TG B€ong Toug oTo OxOA€io, OTO
oniTI KAl o€ eVAANAKTIKOUG XWPOUG YPAPHATIOHOU.

To ouvedpio nepAapPavel NPOPOPIKEG AVAKOIVOEIG, CUUNOTIA KAl EPYACTHPIA.

To CLC6 opyavwveTal anod To lNMaveniotrhpio Kunpou (www.ucy.ac.cy) kail To AvoIkTO
Maveniotruio Kunpou (www.ouc.ac.cy), o ouvepyaaoia pe To [MoAudpopo

(http://polydromo.web.auth.gr/index.php/el-gr/).

MNpookekAnuéveg opIANTPIEG:
Professor Ofelia Garcia,

City University of New York
Professor Clare Mar-Molinero,
University of Southampton
Ka@nyntpia EA€vn ZkoupTou,

Maveniotrpio Alyaiou

lotooeAida: http://cyprusconferences.org/clcé/

MNpoypappa: http://cyprusconferences.org/clcé/program/
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BEING AND LANGUAGING IN THE CRSSROADS.

Ofelia Garcia
City University of New York

Abstract

We are living at a critical juncture, at a crossroad, a dissolution of the world as we came to
understand it, and brought about by COVID 19, climate change, wars and political turmail,
and the continued effects of racism and sexism. Schools have had an important role in
imposing an order that has hid truths by presenting students with borders and boundaries
meant to protect the histories, knowledge systems, and power of nation-states. In that
endeavor of controlling knowledge to favor the powerful in society, language has had an
important role.

The living and languaging of people, the internal perspective, and not the external
constructions of languages or cultures, take center stage in this presentation. It looks at
ways in which minoritized students act with a unitary repertoire as they communicate
between worlds at crossroads. The concept of a translanguaging space in education is
offered as an option to decolonize understandings of language and bilingualism that have
been tied to the colonial matrix of power, and in resistance to what Quijano (2000) has
called coloniality, the organization of people, their knowledge systems and their language,
into superior and inferior. There will be time for questions and dialogue about these
options.

Ofelia Garcia is Professor Emerita in the Ph.D. programs of Urban Education and of Latin American

Iberian, and Latino Cultures (LAILAC) atthe Graduate Center of the City University of New York. She
has been Professor of Bilingual Education at Columbia University's Teachers College, Dean of the
School of Education at the Brooklyn Campus of Long Island University, and Professor of Education at
The City College of New York. Among her best-known books are Bilingual Education in the 21st
Century: A Global Perspective; Translanguaging; Language, Bilingualism and Education (with Li Wei,
2015 British Association of Applied Linguistics Book Award recipient). Her recent books (2016-2017)
include The Oxford Handbook of Language and Society (with N. Flores & M. Spotti); Encyclopedia of
Bilingual and Multilingual Education (with A. Lin & S. May), The Translanguaging Classroom (with S. I.
Johnson & K. Seltzer); Translanguaging with Multilingual Students (with T. Kleyn). Prior to 2016,
Professor Garcia's books include Educating Emergent Bilinguals (with J. Kleifgen), Handbook of
Language and Ethnic Identity (with J. Fishman), Negotiating Language Policies in Schools: Educators
as Policymakers (with K. Menken), Imagining Multilingual Schools (with T. Skutnabb-Kangas and M.
Torres-Guzman), and A Reader in Bilingual Education(with C. Baker). She has been the General
Editor of the International Journal of the Sociology of Language and the co-editor of Language
Policy (with H. Kelly-Holmes). Professor Garcia was co-principal investigator of CUNY-NYSIEB
(www.cuny-nysieb.org) from its inception in 2011 until 2019. Professor Garcia’s extensive publication
record on bilingualism and the education of bilinguals is grounded in her life experience living in
New York City after leaving Cuba at the age of 11, teaching language minority students bilingually,

educating bilingual and ESL teachers, and working with doctoral students researching these topics.

https://ofeliagarcia.org
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RESEARCHING MULTILINGUALLY: HOW DO WE RESEARCH MULTILINGUALISM IN
THE CITY?

Clare Mar-Molinero
University of Southampton

Abstract

| will begin my talk with some thoughts and considerations around how we research urban
multilingualism, and in particular what contributions ‘researching multilingually’ may afford
us (Holmes, et al, 2013, 2016; Stelma, et al, 2013). Much research to date has focussed
on whatwe discover and learn about when we examine language and the city. Here | want
to consider what methods we might employ and how we position our role as researchers in
exploring language and the city. | will illustrate this by discussing some attitudes and
language ideologies encountered towards language use in my research in the city of
Southampton, UK, and reflect, retrospectively, on my own approach to researching its
multilingualism (Cadier & Mar-Molinero, 2014; Mar-Molinero, 2020).

Clare Mar-Molinero is a Professor within Humanities at the University of Southampton. She holds a
BA from Birmingham University, an MA(Ed) in Language & Linguistics and PhD in Politics of
Language from the University of Southampton. She is currently Associate Dean (internationalisation)
for the Faculty of Arts and Humanities. After teaching English as a Foreign Language at Barcelona
University, she came to Southampton, first as a teaching assistant in EFL and Spanish, and then later
as a Lecturer, Senior Lecturer and Reader in Spanish at Southampton Modern Languages and
Linguistics. She is currently Professor in Spanish sociolinguistics and has been Head of Modern
Languages for two terms (2001-2003 and 2005-2011). She was a founding Director of
the Southampton Centre for Transnational Studies, and more recently created the Centre for Mexico-
Southampton Collaboration (MexSu), of which she is currently Director. Her current research
interests are in the area of language policy and language and migration, transnationalism and
globalisation, and urban multilingualism, in particular, but not exclusively, in the Spanish-speaking
world. She has been in receipt of a British Academy Small Award for her work on global Spanish and
was coordinator of an AHRC Networks & Workshops award for a collaborative project on language,
migration and citizenship in Europe, Testing Regimes (with colleagues in Southampton, Bristol,
Birmingham, Ghent and Tilburg); and she was the Work Package leader for a project on language
and migration within the EU 6th Framework Network of Excellence programme on multilingualism in
Europe (LINEE), of which Southampton was one of nine partners. Professor Mar-Molinero is currently
leading a project based in San Luis Potosi, Mexico, on language and migrant return, analysing the
experiences of Mexican migrants returning from the US, partly funded by Santander Universities
Network. She is part of a WUN funded network on North-South Migration and mobility, led by
University of Sheffield with 10 international partners, to run from 2014-16.

https://www.southampton.ac.uk/ml/about/staff/cmnm.page
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INCLUSIVE THEORY AS TRANSTHEORY.

Eleni Skourtou
University of the Aegean

Abstract

Thanks to the languaging / translanguaging concepts we reached a point in the theory of
language education where we are thoroughly rethinking our theoretical tools. The meaning
of what we describe is constantly in transposition to make sense of fluid languaging.

The question is: do we have to abandon older tools, such as bilingual education, additive
bilingualism, interdependence of languages, and empowerment as insufficient, neoliberal,
and neocolonial? Is there an unbridgeable gap between languaging and languages,
between bilingual education, additive bilingualism and translanguaging? Or should we
rather expand older tools to create an inclusive theory? | argue that an inclusive theory of
languaging is itself a transtheory, i.e. a theory in a process of transcending frontiers, a
theory open to reshaping.

Eleni Skourtou is a Professor of Multilingualism and Multiculturalism in Education at the Department
of Primary Education at the University of the Aegean, located in Rhodes, Greece. She is the director
of the Lab at the same department. She studied education at Goethe University in Frankfurt,
Germany (Johann Wolfgang Goethe Univeristat) and she holds a PhD in bilingual education from
that university. The city of Rhodes is her actual laboratory, the field for her scientific work, as well as
the site of her community commitment. Her main research interests are language education, second
language learning, bilingualism and education of minority children, literacy / orality / multiliteracies,
text & meaning making, education of Roma, education of refugees and heritage languages.
Professor Skourtou has been researching issues related to the education of bilingual students of
diverse backgrounds in Greece (immigrant students, students from culturally mixed families, Roma
students). Currently she is involved in the education of Roma children and refugee children. She has
published (as a single author or in collaboration with colleagues) in scientific journals, in edited
volumes and in conference proceedings, she has edited books in Greece and internationally, and
she has acted as consultant for both for the Greek Ministry of Education and for the Greek Ministry of
Home Affairs. Since 2016 she is a member of the Academic Supervisory Committee for a new

English-language graduate program at the Hellenic Open University (Language learning for
Refugees and Migrants).
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APPLICATION OF COMPANION VOLUME DESCRIPTORS FOR PLURILINGUAL
COMPETENCE IN CLIL SETTINGS

E. Abbate
Liceo statale Alessandro Manzoni Caserta, Italy
University of Naples L'Orientale, Italy

Liceo Manzoni Caserta Universita degli studi L'Orientale Napoli, Italy

Since its publication in 2001, the Common European Framework of Reference for
Languages (CEFR) has been a significant resource in the field of language education and it
is considered one of the most valued CoE (Council of Europe) policy instruments.
Nevertheless, several demands for the CEFR illustrative descriptors to be revised and
enhanced were proposed to the CoE: The 2014-2017 Mediation Project therefore aimed
at completing the 2001 edition of the CEFR by filling the gaps left in the original version,
especially in areas for which no descriptor scales were provided. The project main
outcome is a second, extended set of illustrative descriptors published in September
2018: the CEFR Companion Volume. Considering the importance of the CEFR revision
process, the ltalian Ministry of Education (MIUR, DG for schooling) and INDIRE (ltalian
main Institute for education, research and innovation) have co-operated on a pilot project
connecting selected lower and upper secondary schools (including the one where | teach,
High School Manzoni in Caserta) in order to try out some of the new descriptors of the
CEFR, in particular, with regard to plurilingual and intercultural skills in a CLIL
environment.

This paper reports my personal experience inspired by the pilot project - but
independent from it - in four bilingual classes, following the Cambridge IGCSE
Geography syllabus. The paper concerns CLIL-oriented tasks that involve activities
described in mediation and plurilingual competence aimed at building transversal skills
(e.g. collaboration and working towards mutual understanding) that are applicable across
subjects.
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Ol ANMOWEIZ EAAHNQN/IAQN FONEQN lIA TH AIATAQZZIKOTHTA: H NEPINTQZH
THZ NEAZ FENIAZ METANAZTQN 2TO OZAO NOPBHTIAZ

A. Alexiadou
Aristotle University of Thessaloniki, Greece

H ouUyxpovn MPETAPOVTEPVA €MOXN, UNO TO MpioYa TNG NAykKOoOoMIionoinong Kal TwvV
OUVEXWYV  PETAKIVOEWV  OIAPOPETIKWV  MNONTIOHIKG  nAnBuopiakwyv — opdadwv
xapakTnpifeTal anod &VTOVEG OIKOVOMIKEG, MOMNITIKEG KAl KOIVWVIKEG AANAYEG Mou
oupPaMouv oTtnv eykaBidpuon evog KAipaTog ungpnolkiAoTNTAg (superdiversity)
(Blommaert, 2013b: 4). Meoa og auTo To YevikOTEPO NAQICIO KIVNTIKOTNTAG, Ol Bewpieg
yla Tn YAwooa anopakpuvovTal and 1o 10eoAdoynpa Tou 190u al. (éva €Bvog-pia yAwooa)
(TommAdakou, 2015) kar odevouv o nio duvapikeg Bedoeig, OGNWG yia NapAadeiyda auTAv TNG
dlayAwooikoTnTag (translanguaging) (Garcia & Li, 2014: 14).

H diayAwooikdTnTa £xel ouvdebei pe Tov naidaywyo Cen Williams, o onoiog kata
Tn dekaeTia Tou 1980 xpnoiponoinoe Tov oualiko Opo trawsieithu, yia va nepiypayer pia
eknaideuTikn d1adiKacia oTnNV onoia XPNoIJONoIoUVTAl HE OPYAVWHEVO KAl CUCTNHATIKO
Tpono duo yAwooeg peoa otnv idia Ta&n (Lewis, Jones & Baker, 2012: 643). 31n di1ebvr)
BiBAioypacpia, eival cuvugpaopévn dueoa pe To €pyo Tng Ofelia Garcia kai opiCeTal wg «n
XPAon 6Aou Tou YAwOOIKOU PENEPTOPIOU TWV OUIANTWV/PIWY, XWPIG NPOOKOANCN oTa
KOIVWVIKG KAl  MONTIKG OUVOPd TWV OVOMPATIOHEVWY YAWOOWvV, OnAadn Twv
avayvwplopevwyv kar €bvikwv yhwoowvs (Otheguy, Garcia, Reid, 2015: 283). 2tnv
eA\nvikr) BiRAioypapia, peletaTal ano Tn PoUuAa TookaAidou KaTd Tnv onoia «anoTeAei
Mia €KNaIOEUTIKN) KAl KOIVOVIKI) MPAKTIKN Kal eKkpPAalel Tn yAwWOOIKr dnpioupyikoTnTa
pEoa ano Tn ouvBeon YAWOOIKGOV KAl MONITIOUIKGWY MOAUPETIK®WV oToIxgiwv» (Tookalidou,
2017: 43).

2Tn ouykekpipyevn TonoBeTnon Ba napouciacToUv o andyeig  yia  Tn
dlayAwooikoTnTa EAAAvawv/idwv yoveéwv nou pevouv oto Ocho Tng NopPnyiag Ta
TeNeuTaia névte xpovia kal exouv diyhwooa naidid. H €psuva dieEnxOn To kahokaipi Tou
2019 kai ouppeTeixav 17 yoveig npoegpxodpevol ano 10 oikoyeveieg. Meéow evog odnyou
nuIdopnuévnNg ouvevTeuéng, ol yoveig e€&Eppacav  Tnv  Anowrn TOug  yia TN
dIayAwooIKOTNTA, YIa TN ouvOUAOCTIKN XPNoN TwV YAWOOWY, yia TNV Unap&n evog eviaiou
yAwooikoU penepTopiou, yia Tnv a§ionoinon Tng diayAwooikOTNTAG OTNV €knaideuon,
kaBwg Kkal yia Tov auTonpoodiopIopd TOUG wG ATOPA MOU EVTACOOVTAl O HIA VEQ YEVIA
pMeETAvAOoTwv. Ano Tnv avaluon Twv Oedopevwv MNPoEKUWe OTI N nAsloywngia Tou
delyuaTog eixe 0 YEVIKEG YPAUMEG BeTIKA dnown yia Tn diIayAwooikoTnTa, kaBwg kar yia
TNV aioBnon Tou avikelv og pia véa yevia peTavaoTwyv. AvTIBETwG, e§€ppacav apvnTIiKn
anoyn yia Tn ouvduaaoTIKA XPNoN Twv YAwoowy, aA\d kai yia Tnv unap§n evog eviaiou
yAwooikoU pengpTopiou. TENOG, avapopikd pe Tn cupPolAn TnG diayAwooikdTNTAG oTnV
eknaideuon To deiypa ATav oxedov dIXOTOUNHEVO OTN WEON.
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“AS LONG AS YOU CAN UNDERSTAND WHAT IS THIS, SPELLING IT'S NO LONGER
IMPORTANT": LITERACY PRACTICES IN THE LINGUISTIC LANDSCAPE OF SEMI-
INFORMAL MARKETS IN SOUTH AFRICAN TOWNSHIPS

P. Alvarez-Mosquera™?, F. Coetzee®
'University of Salamanca, Spain
University of South Africa, South Africa
*University of Cape Town, South Africa

Linguistic Landscape research has become a prolific field of study that investigate literacy
practices in the symbolic construction of public space. Increasingly, ethnographic
approaches have shifted the focus to the observations and interpretation of those who are
active participants in field sites (see Juffermans & Coppoolse 2012). Our research explores
the Linguistic Landscapes (LL) of semi-informal markets in townships in the Tshwane
Metropolis (South Africa). Similar to other urban African markets, the LL operates in a
context of longstanding and ever-changing multilingualism and multiculturalism. Several
indigenous and colonial South African languages are spoken in the area and many traders
in the markets are immigrants from other African and South Asian countries. Although
residents are typically highly multilingual, the commercial signage is dominated by
English.

In this study, the ethnographic analysis draws on the semiotic reading of the LL by
local residents who are regarded as the primary interpreters of our data. Longstanding
multilingualism being a defining feature of this area, our approach provides significant
insight into residents’ perception on multilingual literacy practices in the markets’
commercial signage. This includes aspects closely associated with translanguaging
(Garcia & Wei 2014) as participants draw on their complex linguistic and literacy
repertoires both in the interpretation and production of signage (see Alvarez-Mosquera &
Coetzee 2018).

Our findings underline the participants’ interpretation of the indexicality (Silverstein
2003) of African languages and traders’ names in this English-dominated LL. Insight is also
obtained from interviews with local sign writers who are instrumental in shaping the LL of
informal economic sectors in these areas (Alvarez—l\/losquera & Coetzee 2018).
Furthermore, as discussed by Stroud and Mpendukana (2009), in informal commercial
spaces in South Africa, spelling is often constructed around peripheral normativity
(Blommaert et al. 2005). Results also show participants’ interpretation and positive
evaluation of such heterographic spellings.

References

Alvarez-Mosquera, P. & Coetzee, F. 2017. “It makes it legit”: local semiotic perceptions of
the linguistic landscape in a market in Soshanguve, South Africa, Social Semiotics. 8 (4).

Blommaert, J., N. Muyllaert, M. Huysmans, and C. Dyers. 2005. “Peripheral Normativity:
Literacy and the
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FAMILY LANGUAGE POLICY (FLP) AND CHILDHOOD BILINGUALISM IN GREEK
FAMILIES AND GREEK-ENGLISH MIXED-LINGUAL FAMILIES IN GREAT BRITAIN: A
QUALITATIVE RESEARCH ABOUT FAMILY LANGUAGE PRACTICES, IDEOLOGIES AND
STRATEGIES IN REGARD TO MINORITY LANGUAGE FACTORS

M. Andritsou
Aristotle University of Thessaloniki, Greece

Language policy is a term which includes three basic components: language practices,
language ideologies and language management/planning/strategies (Spolsky, 2004).
Family language policy (FLP) refers to parents' explicit or implicit language policy
regarding language use between family members (King, Fogle & Logan-Terry, 2008: 909).
FLP is also considered as a useful research field because it bridges the gap between,
draws from and contributes to other research fields like language policy, child language
acquisition and language socialization (Curdt-Christiansen, 2013: 1). The main goal for this
submission is to highlight the value of FLP as a research field through the overview of the
present study's theoretical background, methodology and its qualitative results.

The main goal of the study was to map and showcase:

efactors in the micro- and macro-level of FLP, which affect family language models and
parents' language planning;

ethe way FLP is implied results in different levels and combinations in children's
bilingual/biliteracy skills;

ethe main parents' strategies which support active or receptive childhood bilingualism;

esocial, cultural and ideological elements regarding family and broader environment
which affect FLP;

eparents' agency related to children's language socialization and functional bilingualism.
The study's sample included 18 families, 9 families of Greek linguistic background and 9
families of Greek-English mixed-lingual background (with relative indications about
cultural background) in England/Scotland. The epistemological view, the theoretical
background and the research methodology of the study were respectively based on
critical realism, FLP and qualitative approach. There were certain criteria about families'
selection based on parents' immigrant background and children's birthplace, age and
schooling.

The results of the study indicated that:
eparents’ language ideologies/perceptions and attitudes are the driving force of FLP;

*Greek as a minority mother-tongue has symbolic, emotional, functional and/or 'tool’
value, in different levels and combinations for each family;

eparents' language practices and language management are those more directly linked to
children's language choices and language skills;

*FLP may be affected and modified by external factors and factors related to the family
environment;
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ethe discontinuities inherent in the FLP of some parents are mainly based on lack of
educational opportunities, time pressure and parental stress about children's
performance in English school;

eparents identify varied ways (possibilities or limitations) in shaping their FLP, attempting
to create or strengthen 'hetero-linguistic spaces' (inside/outside home environment) and
protect maintenance of the minority mother-tongue or the development of children's
bilingual/multilingual skills;

ebilingual phenomenon may include both procedures at the same time (language
maintenance and language shift). Most parents in our sample follow practices that
enhance active bilingualism (a form of linguistic maintenance). However, there are cases
of parents who mainly support receptive bilingualism or try to compensate for children's
"deficit" in Greek through cultural management (in-culture policy).

References:

Curdt-Christiansen, X. L. (2013). Family language policy: sociopolitical reality versus
linguistic continuity, Language policy, Vol. 12 (1), 1-6. doi: 10.1007/s10993-012-9269-0.

King K. A., Fogle L., & Logan-Terry, A. (2008). Family Language Policy, Language and
Linguistic Compass, Vol. 2 (5), 907-922. doi: 10.1111/j.1749-818x.2008.00076.x.

Spolsky, B. (2004). Language Policy. Cambridge: Cambridge University Press.
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FROM ‘DEFAULT’ TO ‘PRACTICED’ LANGUAGE POLICY: A CRITICAL STUDY OF
REFUGEE EDUCATION IN GREECE.

G. Androulakis
University of Thessaly, Greece

Decisions taken in Greece after 2015 regarding language teaching and educational
integration of refugees, both children and adults, do not show any critical approach to
existing overall language policy. Despite political conjuncture (the first leftish government
in the history Greece), and the experience of the integration of hundreds of thousands of
Albanians in the 1990s and 2000s, the diversity of the refugee flow did not alter, so far, the
maxim of Greece being a monolingual country; therefore, learning of Greek is seen the
cornerstone of the integration of refugee children in schools and of refugee adults in the
marketplace. In a country of strong ethnocentric tradition in education, there is only place
for Greek as language of instruction, and for the dominant international language, English
as second language. The decisions of the Ministry of Education are an interesting
showcase of ‘de facto’ and ‘default’ language policy (Grin & Gazzola, 2010), since there is
no official, explicit rationale of the above language choices.

Evaluation of the language policy adopted for refugee education in Greece,
undertaken in two nationwide projects from 2016 to 2018 demonstrates the necessity to
move towards a ‘practiced’ (Bonacina-Pugh, 2012) and situated language policy, taking
into consideration the superdiversity of languages, cultures, religions, educational
backgrounds, identities found in these people on the move, and their ever changing
needs and expectations. The paper presents two cases of alternative, critical language
policy implemented in two chronotopes (Blommaert & de Fina, 2016) of refugee
education in Greece, and discusses their outcomes and their consequences for the well-
being of the learners and the teachers, using a qualitative research methodology which
mainly draws on linguistic ethnography and grounded theory.
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THE ADULT LANGUAGE LEARNER IN THE 21ST CENTURY: CROSSROADS OF
CULTURES AND IDENTITIES.

Z. Antonopoulou
University of Pireaus, Greece

In a rapidly changing, globalized world, multilingualism is a necessity but also a formal
requirement in all aspects of life. Language teaching in the 21st century goes far beyond
grammar and vocabulary. English, in particular, the lingua franca of today, is a valuable
means of communication and bridging cultural differences, as linguistic competence
endows the individual with cultural capital. Fluency in English is associated with greater
access to opportunity in a constantly evolving world, where internet has eliminated
distances of all kinds. This applies even more to adult learners, whose learning needs vary
greatly from children and adolescents’ in that they have already formed assimilation
patterns and have very specific requirements. Moreover, they are bearers of multiple and
often overlapping identities, in terms of their culture and sub-group they belong to, their
professional and financial profile, their marital status and even the reason why they need
to learn English. When an adult decides to assume the role of the student once more,
previous learning experiences -positive or negative- come to life with surprising volatility,
and mediate the learner's response to the current situation. At the same time, other
cultural variables such as gender and age surface; the teacher may be much younger than
the student or they may rouse feelings of antagonism. The learning situation per se is
challenging and rewarding on both parts; adding to it that it takes place in the current
socio-economical context, where the notion ‘a country - a language’ is becoming
obsolete. Far from being an abstract concept, multilingualism is very tangible in the
modern lifestyle; in matters of travel, entertainment and keeping up to date with
information, the citizen of today navigates between his / her native language and other
languages more than ever. The presentation will discuss the concept of ‘global citizen’ and
how it affects adult students’ involvement in studying English.
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WORKING TOWARDS DIVERSITY, INCLUSION, AND POLICY CHANGE IN A GLOBAL
MUSIC EDUCATION “PLURILINGUALISM” CONTEXT.

M. Argyriou
University of The Aegean, Greece
TEMAEZ MAN. AITAIQY, Greece

Cultural diversity has grown in European societies due to numerous reasons, least of all
globalization flow and migration. Importantly, cultural differences can, if not properly
cared for, lead to radicalization and paralyzing forms of conflict. Because of this, we can
harness the potentials to celebrate music diversity as a positive factor for innovation and
development. Still, doing so necessitates serious consideration.

This paper examines general music teachers who, traditionally, assume the
greatest responsibility of a district's multicultural mandate. Additionally, certain
recommendations from a national curricula are made that aim to stimulate music
education and music teacher training to bridge gaps between professional music training
and music professional practice regarding issues connected to cultural diversity and
plurilingualism.

Thus, three policy documents are investigated: the UNESCO (2005) Convention on
the Protection and the Promotion of the Diversity of Cultural Expressions, the Bonn
Declaration (2011), and the European Agenda for Music (2nd edition, 2018).

To foreshadow some of the results of this study:

i) The internationalization of the music curriculum was stunted, with elementary music
teachers increasingly engaging with music of the world into suitable forms for
performance for their young students;

ii) In a host of instructional packages by professional societies and publishing companies,
music has been arranged and created to bring musical diversity to classrooms and
ensembles in Kindergarten, elementary and secondary school; and

iii) In shaping music education in this time of cultural transformation, there great progress,
but simultaneous concern that the profession may become complacent with its
accomplishments in diversifying the music curriculum.

In order to confront challenges for music education—taking into account various
cultural disciplines—it is important that the specifics of a respected global agenda for
diversity and equity be highlighted. Should International Organizations, the European
Union or national governments want to make decisions embracing music in policy
priorities, a universal alliance will provide a solid ground and a united sector to which they
belong.
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DIGLOSSIA IN EFL CLASSROOMS: DOES THE USE OF NATIVE VARIETIES HINDER L2
LITERACY?

S. Armostis’, D. Tsagari?
"University of Cyprus, Cyprus
?Oslo Metropolitan University, Norway

While research on (multi)literacy instruction increasingly focuses on multilingual
classrooms, there is still a need for more in-depth studies on second language teaching
and learning in diglossic classrooms. Specifically, while students and teachers in EFL
classrooms in Cyprus have been treated as Greek monolingual persons (see e.g. Tsagari &
Georgiou 2016), Armostis and Tsagari (forthcoming) illustrated that such classrooms
exhibit a three-way tension between Cypriot Greek (L1a), Standard Greek (L1b) and
English (L2). Grecophone Cypriots are bidialectal in the sense that they acquire L1a at
home and learn L1b mainly through schooling, with L1a standing in a diglossic
relationship with L1b as the Low and High varieties respectively. This paper reports the
results of a qualitative study on how this diglossic tension between L1a and L1b is
transferred into the EFL classroom. Thematic analysis of recorded lessons from eight
primary school EFL classrooms in Cyprus revealed that power and identity aspects of this
tension are projected onto L2, which appears to take on the functions of L1b. Moreover, it
was shown that while teachers do incorporate some multiliteracy elements in their
teaching, it was apparent that teachers would benefit greatly from training programs on
critical pedagogy in language and literacy.
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WHEN LANGUAGE IDEOLOGY MEETS DISCRIMINATION: THE LAYPERSON'S
UNDERSTANDING OF MULTILINGUALISM WHEN DISCUSSING MIGRANT
EDUCATION POLICIES.

S. Assimakopoulos
University of Malta, Malta

In recent years, the migrant crisis in the Mediterranean appears to have dominated public
discourse across the EU. This has been especially pertinent in the case of Greece, which,
alongside other Southern European countries, were called, rather abruptly, to host an
unprecedented amount of fleeing populations, and develop special policies that
safeguard the incoming migrants’ human rights. In this setting, one of the fundamental
rights that the Greek government was called to cater for has been that of access to
education for migrant and refugee children; yet, several attempts to enforce an inclusive
policy on this front were met with significant backlash from parts of the indigenous
population, with reports of “patriotic” associations and concerned parents blocking the
entrance of migrant children to schools often monopolizing the news. Given the extent of
this phenomenon, it was almost immediately that the general public took to Web 2.0 to
express its opinion on the matter, engaging in interactions that were, unfortunately
unsurprisingly (Pontiki et al. 2018), dominated by feelings of dismay towards migrant
populations altogether.

Apart from establishing the prevalence of a negative attitude towards the relevant
populations through an analysis of comments posted online in reaction to news reports
about migrants in Greece, this paper will specifically zoom in on the comments made in
reaction to articles that focus on migrant education and the initiatives that have recently
surrounded it. To this end, the methodological synergy of corpus-linguistic and critical-
discourse-analytic tools that was proposed for the purposes of the C.O.N.T.A.C.T. project
(cf. Assimakopoulos et al. 2017) will be applied to a collection of user comments that
specifically target news reports on migrant education in Greece over the last five years.
What transpires from the undertaken analysis is that while the vast majority of comments
that condemn any talk of inclusion and multilingualism in the classroom stems from the
general negative attitude towards the particular migrant populations under study, there is
still a fair amount of comments that prima facie reject multilingualism on grounds of
linguistic superioritism. Evaluating these findings, | situate the relevant arguments within a
framework of tactics that encourage ‘the subordination of linguistic diversity’ (Piller 2016),
and discuss how not only this, but also other related linguistic ideologies can, perhaps
inadvertently, contribute even further to the social exclusion of vulnerable populations.
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AIFAQZZIA KAI AOFOTEXNIA. CODE-SWITCHING KAI CODE-MIXING 2TON
ZOAQMO.

A. Athanasopoulou
University of Cyprus, Cyprus

2Tnv gpyacia autn eEeTalw TNV NEPINTWON TOU YEVAPXN TNG VEOEAANVIKNG AOYOTEXVIAG,
Tou €Bvikou noinTr) Alovuoiou 2oAwpol (1798-1857), n iralo-eAAnvikr) €k pacn Tou
onoiou ouvioTA pia epPAnuaTIKh NePIiNTwon dIyYAwoaoiag oTIG veoeAANVIKEG OMoudEg, av
ox! kal oTIG onoudeg Tng diyAwooiag yevikoTepa. Onwg OAol o1 YOVOI apIoTOKPATIKGV
olkoyeveiwv Tng EnTavhoou, o Alovuoiog onoudaoce yia 10 xpovia otnv Italia (1808-
1818) kai, enopévwg, n ITANkn unnpeSe n kupiapxn YAwooa Tng naideiag Tou.
EnioTtpépovTag otn ZakuvBo oe nAikia 20 €Ty, kaTeixe TNV ITAANIKA KAAUTEPA ANo TNV
eN\NVIKN), TNV onoia enpene va pabel oav enikTnTn YAWOOQ.

Yneypape wg Dionisio Salamon (r) Solomos), okepToTav, piAoUoE Kal £ypage oTa
ITahikd. Ta napdadeiypa, OAeg oxedoOvV Ol €MIOTOANEG TOU MOU paAg €xouv owbei gival
YPappéveg oTa ITaAikA. H povn noinTikr)y ouAAoyr) Tou nou ekdoBnke (Rime Improvvisate,
1822) nTav imahoyAwoon. Ta nio onpavTika MoIfPaTda Tou, TNG WPIUNG nePIodou, o
20 wpog Ta oxediale oe pia «peIKT» ITaAo-eAANVIKT YAwooa. AuTO TEKUNPIWVETAl OTA
autoypaga nou pag apnoe (MoAitng A. 1964). 2e autd n dianhokn ITAANK®V Kal
eA\nvikav avixveveTal oe kKaBe Prjpa (and Tnv noinTikr) 10€a €wg TN CUYKPOTNON Tou
nompaTog). NMpodkeITal yia eva eupy (pACHA (PAIVOPEVWY NMOU XOVOPIKA dIaKpivovTal o€
«dianhokn enipaveiag» (o0Tav n ékppaocn eival ITalo-eAAnvikr)) kar «dianAokr BaBoug»
(0Tav n &kppaocn PpaiveTal va gival JOVOYAWOOTIKY) aANd EXEI «XWVEWEI» OTOIXEIQ Ano Tnv
AA\N YAwooa). 2Tnv avakoivwon Ba 8oBouv pepikd xapakTnPIoTIKA NapadeiypaTa.

H opyavikr diyAwooia Tou 20Awpou, oe ouvduaopod pe Tnv anpoBupia Tou noinTh
va €KOWOElI TO €PYO TOU, JIUOPPUVOUV TO «COAWHIKO NPOPANUa» OTIG VEOEANNVIKEG
onoudég, To onoio ouykpoTeiTal ano Tpia npoPAnuaTa: a) Tn duikn pUon Tou YAWOOTIKOU
opydavou Tou 20AwpoU, B) TNV anoonacpaTIKOTNTA TOU WPIYHOU €PYOU TOU Kal, WG
ouvapTnon Twv dUO Napanavw, y) Tnv €kdoon Tou €pyou Tou. 2Tnv avakoivwon Ba
NapPouUCIacTOUV CUVONTIKA auTd Ta NpoPArpaTa kal oi BAcikEG NPOTACEIG HEAETNTV KAl
€KOOTWV YIa TNV €NIAUGCT) TOUG.

Ev kaTakAeid, Ba unootnpixBei o1 n nepinTwon 2o0AwpolU ouvioTa pia
eMPANPATIKA «HENETN NEPINTWONG» OTN CUYXPOVN KOIVAVIKF Kal eKNAIBEUTIK OouvOnikn
NG dianoAiImiopikdTNTaG. MpTov, yIaTi N PeIKTH YAwooa Tou 20Awpou BeTel (nTrpaTta
nou, yia va katavonBouv, anairolv Tn cuvdpopn dIAPOoPwWY YAWOTOAOYIKWV KAADWV.
AeUTepov, Ta XEIPOYPAPA TOU 20AWHOU HAG EMTPEMNOUV va £EETACOUNE €va €PYO &V
e&eli€el ano evav opyavika diyAwooo nointr). H yvoon auth pnopei va enektabei otnv
KaTavonon Tou €pyou Kal AA\wv, eniong diyAwoowv noinNTwy, €iTe oUyXPOVwV Tou
2oAwpou, e&iTe peTayeveoTepwv (O6nwg A.x. o eniong TaloBpeppevog Twpyog
2apavtapng, 1908-1941). To coAwpikd €pyo pag BonBa, pe dAAa Aoyia, va piSoupe pwg
YEVIKA OTn OXeon OIyAwooiag - dnuIoupyikoTNTAg, aAAG KAl OTn OXE0N ATOMIKNG KAl
KolvawVviknG diyhwooiag (bilingualism and diglossia), nou otnv nepintwon Tng EAAGdag
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OUVOEETAI e TO NEPIPNHUO «YAWOOTIKO CATNUa». TENOG, TO ONUAVTIKOTEPO, N NEPINTWON
2o wpol Betel ouoiwdn (nTrApaTa TAUTOTNTAG: NwG opileTal To «eyw» O &vav
diyAwooo/noAuyAwooo; (BA. Steiner 1992, 120-125). Mo ouykekpiyéva, n diyAwaooia Tou
20 wpoU pag emTPENEl va €EETACOUMPE TNV €TEPOTNTA PECA TNV TAUTOTNTA, va
anavTrijooupe dnAadn nio oToxaoTika an’ &,TI 0To NAapPeABOV OTO KPICIHO EPWTNHA: NWG
évag opyavika OiyAwooog noiNTAG, Me Kupiapxn YAwooa Tnv ITalNikf Kal &va
anoonacpaTiko €pyo, kabigpwBnke wg o «eBvikdg noiNTAGg» Tng vedTepng EANGDdag;
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MULTILINGUALISM, TRANSLATION, AND DIALECTS IN CONTEMPORARY ITALIAN
POETRY.

A. Bardazzi
University of Oxford, United Kingdom

This paper focuses on a series of eight ‘Attittos’ [Dirges] from Il balcone del corpo (2007)
by one of the leading contemporary lItalian poets, Antonella Anedda. Attittos are archaic
Sardinian verse laments performed at the graveside exclusively by a collective group of
women, which Anedda — born in Rome, but with Sardinian parentage that goes back
generations — transposes to the written space of the page. These poems are written in the
Sardinian Logudorese and are situated in-between an (original) individual voice and a
(traditional) communal ritualistic practice, as much as they are in-between two languages,
ltalian and Logudorese. These texts highlight Anedda’s engagement with the ritualistic,
oral dimension of Sardinian culture and collective mourning practices. This is related to
the attempt at de-personalising the lost object of love and envisioning mourning as a
collective, rather than individual, experience and practice.

Until 2007, Anedda had only written in Italian, but an experience of loss, a moment
that coincided with a feeling that Italian did not have the words she needed, led her to
start writing in Logudorese. This engagement with her Sardinian identity influenced her
poetic practice, and in particular her exploration of mourning. Furthermore, through the
process of self-translation, Anedda is able to renew her poetry by also engaging with the
fundamentally oral tradition of this limba. Anedda creates relations between the texts in
ltalian and the ones in Logudorese, which are presented side by side, and as Bardazzi
argues, the poetic interplay between the two printed texts gives life to a ‘third text’, that is
a space of cohabitation through which new images and suggestions arise. In doing so,
Anedda’s process of self-translation emerges as particularly interesting practice that
allows to explore the ways in which self-translation creates a further multilingual, non-
linear poetic space that echoes a non-linear process of mourning.

Page | 25



FAQzZIKH NOIKIAOTHTA KAI AIAAKTIKH ZENHZ TAQZzAZ: 20ETHZ EMNEIPIA
ANO TA NPOMNTYXIAKA MPOTPAMMATA ZMOYAQN TQN TMHMATQN
FEPMANIKHZ FAQZZAZ KAI ®IAOAOIIAZ TOY E.K.M.A. KAI TAAAIKHZ TAQZZAZ
KAI ®IANOAOTIAZ TOY A.M.O.

F. Batsalia', A. Kiyitsioglou-Vlachou?
'National and Kapodistrian University of Athens, Greece

?Aristotle University of Thessaloniki, Greece

Koivedg anodekTn eival n Beon OTI pia yYAwooikr KoivoTnTa Oev XPNOIYONOIEl Hia KOIvA,
eviaia Kal ogoloyevr) YAwooa. H yAwoooloyikr) €peuva £xel anodei§el 0TI UNApxel EYYEVAG
YAwOOIKA avopoloyevela kal diagpoponoinon, kabBwg kabe opiAnTrG/Tpia, 6nNwg kai kabe
KOIVWVIKI) OMAdA 1 ATOPA PE KOIVI YEWYPAPIKI KATAYWYH XPNOIUonolel SIapOPETIKA Ta
oToixeia NG yAwooag. O diapopeTIKOG auTdG TPOMNOG XPoNG OTOIXEIWV TNG YAWOOAG
xapaktnpifer TIG YAWOOIKEG MOIKIAIEG, &v NApAAANAa anokaAUnTel OToIXeia TNg
TAUTOTNTAG KAI TNG OTACONG TWV OPIANTWV/TPIWV.

EmnAéov, ouvnBwg ol opIANTEG KAl OMIAATPIEG, AKOPN KAl OTAV KATEXOUV Hid HOVO
yAwooa, dev ouveldnTonoiouv OTI XPNOIYONoIoUV NOANEG «MOIKINIEG» AUTAG TNG YAWOOoAG
Kai, oxedov, aouUvelda eniAeyouv JIAMOPETIKOUG EMIKOIVWVIAKOUG  KWOIKEG o€
JIAPOPETIKEG ENIKOIVWVIAKEG NEPICTATEIG, ANOKAAUNTOVTAG TO NMOIOG, OE NoIOV, NOTE, Nou

Kai noia ival n npoBeon Twv.

H yAwaooikr noiKINOTNTA, CUVENWG, CUVIOTA OUCIACTIKO EPYAAEIO ANOTEAECUATIKAG
Kal eNITUXoUG €MNIKOIVAVIAgG.

Katd nooov Opwg auTeg of dianioTwoelg diapgoppwvouy Tnv Kabnuepivr
dIdaKTIKA Npagn;

Me Oedopevo OTI €vag 1D1aiTEPA ONUAVTIKOG aApPIBUOG TwVv aAnogoiTwy Tou
Tunuatog leppavikng Mwooag kar GdoAoyiag Tou EK.IMA., onwg kal Tou Turnuatog
FaM\ikng Mwooag kar Oidoloyiag Tou AJLO. aoyolsiTal e€nayyeEAUATIKA pE TN
didaokalia NG &Evng yAwooag Bewprnoape oKOMIPO Ol POITNTEG/TPIEG TwV TPNUATWY
auTWV, WG PeAMOVTIKOI KaBnynTég kal PeANOVTIKEG KABNYATPIEG, va ANOKTOOUV, OTO
NAQiocIO TwV MPONTUXIAKWY ONOoudwV TOUG, €MNiyvwon TNG ONnUaciag TG YAWOOIKNG
NoIKINOTNTAG, avadeIkvUoVTag Kal a§lonoiwvTag 0To §eVOYAwWwOTo pabnua Tnv noAUnAokn
oxéon peTau yAwooag, Kovwviag kal ouvBnkoyv enikoivwviag.

YioBeTtovtag Tn B€on OTI N YAWOOIKA NOAUPOP@Ia CUVIOTA HOP®I KOIVWVIKAG
OUMNEPIPOPAG,  OTI  avanapioTd  Kal,  TAUTOXPOVd,  AVAMNAPAYEl  KOIVWVIKN
noikiAia/napaMayn, napouacialoupe oOTnv napouca avakoivwon Tn pebBodoloyikn
NPOOCEYYION nNou akoAouBoUpe, WOoTE o1 POITNTEG/TPIEG va §0IKEIWOOUV PE TN YAWOOIKN
MOIKINOTNTA Kal TNV eUNAOKNA TNG oTn SIdAKTIK NPAgn.

2UYKEKPIPEVA, OI (POITNTEG/TPIEG PEAETOUV PECW AUBEVTIKGV KEIPNEVWY, YPANTOU

Kal NPogopIikoUu Adyou, Tov Tpono dOpnong Kai XPNOoNG CUYKEKPIPHEVWV YAWOOIKWY
noikihicov. MapdAnAa, €§etalouv €kAOTN YAWOOIKN MOIKINIO A@evOg wG NPog Tnv
ENIKOIVWVIAKN TNG AEITOUPYIA KAl APETEPOU WG NPOG TNV a§ionoinon Twv dIanIoTWOEWV
auTwv oTn JIBAKTIKA NPAgN, NPog 0peNog Twv pabntov/Tpiwv. Tehog, Baoel evog eviaiou
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povTélou 12 petaPAnTtoov pe 194 oToixeia avaAlovTal oKT®w YAWOOIKEG MOIKINEG TNG
leppavikng.

H napouciaon Twv avwTepw BewpoUpe OTI UNOPei va aAnNOTENECEl €vAuopa
NEPAITEPW HPEANETNG KAl EPEUVAG TNG YAWOOIKNG NOIKINOTNTAG KAl TNG ONPaAciag Tng oTnv
Kolvewvia kar Tn AISAKTIK TNG §€vng YAwooag.
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CAN LINGUISTICS AND LITERACY BE SEPARATED? EVIDENCE FROM A “SYMBIOTIC”
RELATIONSHIP.

C. Bongartz', M. Andreou’, V. Skrimpa’', J. Torregrossa®
'University of Cologne, Germany
’Goethe University Frankfurt, Germany

Up to now, the number of studies that point the nature of literacy and its relationship to
knowledge of language is scarce (e.g. Francis, 2011). Focusing on bilingual or multilingual
language acquisition, it is often the case that, among many different parameters (such as
age, type of educational setting, dominant language etc.) literacy is only viewed as a
variable. Our aim is to shed light on the definition and operationalization of literacy, to
what extent it is a linguistic notion and to explore its application on different bilingual
educational settings.

Our project deals with bilingual children, aged 8-12 years old, with significant
variability in terms of language combinations (e.g. English-Greek, English-Italian, German-
Greek, ltalian-Greek, Italian-German etc.). Via the large amount of children and the
variation in language pairs we can offer insights on the language parameters of literacy as
well as the interaction between discourse pragmatics and narrative competence.

Although the majority of studies emphasize on aspects of literacy, such as
metalinguistic awareness, cognitive advantages etc., our goal is to capture literacy and its
impact on bilingualism on a discourse level. To that end, we decided to use narratives
(ENNI, Schneider et al.,, 2006), an ecological tool that allows us to investigate various
aspects of bi- and multilingual language production and to detect asymmetries in
narrative strategies as well as phenomena of transfer between languages and skills. In that
way, we can explore the individual differences bilinguals demonstrate in terms of
grammatical choices and to show that bilinguals have "Third Way Grammars”.

The aim of our work is to provide an understanding of how literacy in more than
one language can benefit all learners in early literacy education, through the investigation
of bilingual children’s choices of referential expressions in terms of over- and
underspecification of intended antecedents. We will be giving emphasis on the
applicability of the outcomes of research on language prominence on literacy and
biliteracy in various educational settings. We will support the idea of the implementation
of narrative use in the classroom, in order to lead the way for a more conscious approach
to preliterate and early literate narrative exposure in terms of lexical inventory and
grammatical structures, towards the creation of a readability index.

The advantages of the integration of narratives in the curricula would have an
impact on reading comprehension skills and vocabulary expansion of the bilingual pupils,
as well as on the further development of the notions of coherence and cohesion of
narrative (or text) production. In this way, our goal is to raise the educators’ awareness
over the different educational approaches, tools and methodologies they need to adopt
in order to effectively teach bi- and multilingual children.
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THE NOTION OF DIVERSITY IN THE TEACHING OF CHINESE AS A MAIN SUBJECT IN
FRENCH UNIVERSITIES: HOW ARE CHINESE LANGUAGES AND CULTURES
INTRODUCED AND EXPLAINED?

Y. Chen
EA4195 - TELEM, Bordeaux Montaigne University, France

The didactics of Chinese as a foreign language has its long epistemological tradition in
France (Bellassen, 2010). Therefore, it is interesting to ask the following questions: Which
“Chinese” language and culture are being introduced in French universities at present?
How do teachers organize their different teaching content in different subjects? On what
bases do they grade their students? The aim of this research is to discover how their
beliefs and their plurilingual and pluricultural competence (Coste, Moore & Zarate, 2009)
influence their teaching and how their pedagogical practices are negotiated with the
linguistic and pedagogical politics which are often centralized within the Chinese studies
department.

To outline our presentation, first we will provide a brief introduction of French
universities that are teaching Chinese as a Foreign Language (CFL). Second, we will
present a discourse analysis of the different CFL teaching curriculum of each of these
Chinese studies departments, considering each curriculum as a written discourse of
linguistic and pedagogical politics.

Thirdly, we will discuss the data collected during 2020 from nine semi-directive
individual interviews of the following teachers: three CFL teachers who were born and
raised within French cultural background, three from the People’s Republic of China and
three others from Taiwan. We will show the detailed profiles of the interviewees. We will
also examine how their cultural backgrounds impact their beliefs and their teaching.
Moreover, several representative discursive examples will be analyzed concerning the
following aspects: the pedagogical approaches of these nine teachers in dealing with
linguistic, cultural and social diversities in their classes and teaching, the questions of
stereotypes and racism towards Asian communities especially under the COVID-19
circumstances and the kind of transculturality (cf. Coste, 2019 ; Erfurt, 2020) that can be
observed through their teaching.

Finally, we will close with some general statements on how the teaching of CFL is
conceptualized in French universities and how teachers’ plurilingual and pluricultural
competence influences the teaching of CFL under this context.
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BILINGUAL VOCABULARY KNOWLEDGE IN GREEK-ALBANIAN CHILDREN: THE
IMPACT OF HOME LANGUAGE INPUT AND EMERGENT LITERACY.

I. Dosi', D. Papadopoulou?, .M. Tsimpli®
"Democritus University of Thrace, Greece
?Aristotle Univerisity of Thessaloniki, Greece
*University of Cambridge, United Kingdom

The present study investigates the effects of early input and emergent literacy on bilingual
vocabulary knowledge. Previous studies have shown that language input enhances
bilinguals’ vocabulary (Cheung et al., 2018) and plays crucial role in early bilingual
vocabulary development. Recent studies have indicated the positive contribution of
biliteracy/schooling on language development (Dosi & Papadopoulou, 2019), while
socioeconomic status (SES) also affects bilingual children’s vocabulary growth (Kaltsa et
al., 2018). In terms of vocabulary size, bilinguals have smaller vocabularies in both
languages compared to monolinguals; however, their conceptual vocabulary is
comparable to that of monolinguals (Bedore et al., 2005).

Sixty-six Greek-Albanian bilinguals participated in the current study. They were
divided into two groups; the first group attended a bilingual school in Albania (N=25;
mean age: 10.7 years old) and the second group attended a Greek-monolingual school in
Greece (N=41; mean age: 10.8 years old). Moreover, the two groups differ in respect to
their parental SES; hence, the former group had higher SES than the latter group.
Background information about input and literacy practices was gathered by means of a
child questionnaire. Additionally, participants were tested on expressive vocabulary tasks
in Greek (Vogindroukas et al., 2009) and Albanian (Kapia & Kananaj, 2013).

The results revealed that the first group was more accurate in Albanian vocabulary,
whereas the second group scored higher in Greek vocabulary. It is worth noticing that no
differences were attested between the groups regarding conceptual vocabulary. The
predictor variable for the Greek vocabulary was input in Greek up to the age of 6, while
emergent literacy in Albanian predicts vocabulary knowledge in Albanian. However, no
predictor variables were found for conceptual vocabulary.

All'in all, our results indicate that early exposure to language and emergent literacy
play an important role in vocabulary knowledge, indicating the beneficial impact of oral
and written support in both languages from early on. Another significant finding is that,
even though bilinguals differ in the two separate vocabularies, they do not differ in their
conceptual vocabulary size, regardless of input factors including parental SES.
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H EAAHNIKH Q3 AEYTEPH FAQ3X3A MEZA AMNO TH KPITIKH «<ANATNQZH TOY
KO:ZMOY» TOY ®PEIPE.

F. Efthimiou
Cyprus University of Technology, Cyprus

H napoloa pelétn nepidapPaver pepog Tou napeuPaTikou npoypdappatog (MM), nou
uAonoinBnke oTo nAaicio Tou MponapaockeuaoTikoU MNMpoypdupatog EAANvikng Mowooag
kar MoAmiopou (MMEMM), Tou Kévrpou Mwaoowv (KIM) Tou Texvoloyikou lMavenioTnuiou
Kunpou (TEMAK). Zkondg Tou MMM RTav n anoTeAeopaTikr EKPABNON Kal xpnon TnG KOIVAG
veoeMN\NVvIKAG YyAwooag (kar Tng eAnvokunpiakng OlaAékTou), KkabBwg kalr Tou
eMN\nvokunplakoU NONTIOPOU -O€ NOIKIAG €MNIKOIVWVIAKA NAdicia-, p¢oa ano digpelvnon,
ouykpion Kal anokdaAuyn: Beopy, €Bipwy, AOywyv, NPAKTIKWY, TAUTOTATWY KAl KEINEVWV
oTnv kevuaTikn pUAR Kikouyiou kar oTnv eNAnvokunpiakn Kovawvia, woTe va eniteuxBei n
KPITIKA ouveidnTonoinon noikiAwv gaivopevwy (Opeipe, 1974:11, 29-36, 77-98). Mpog
eniteu§n Tou okonou auTou a&lonoinBnkav n Kpimikh Maidaywyikn Tou Ppcipe (1974), n
Keipevokevtpikr) Mpoogyyion (Christie, 2002, Cope & Kalantzis, 2014; Halliday:2007,
1978, MaToayyoupag, 2004), o Kpimikdg Tpappatiopog (Baynham, 2002), ol
MoAuypappaTiopoi (Cazden et. al., 1996), n Kowvwvikny Aikaioouvn (Janks, 2005) kar To
Koivo Eupwnaiko MAaicio Avagopdg yia Tig Nwooeg Tou 2upBouliou Tng Eupaonng
(2001), eveo o Aoyog avTipyeTwnioTnke TOoo wg discourse (Gee, 2001:7; Kress, 1989: 6-7;
Fairclough, 2001:17-20; ®peipe, 1974:18,90,101-103), 600 kal wg Adyog Tng TAENG
(Cazden 1988, Duff, 2010:171-173, loannidou, 2014, Kress, 2010, 2005), aM\a kar wg
YAWOOOAOYIKOG OPOG (TPONOG 0pYAVWOoNG TNG YAWOOTAG O EUPUTEPEG ANO TNV NEOTACN
evoTnTeg) (Baynham, 2002:16). 1o MMM cuppeTeixav dUo A@pPIKavoi undTPOgOIl POITNTEG
kai n didaokouoa, evad n diapkeida Tou rTav ano Tov NoguPpio Tou 2018 pexpl Tov louvio
Tou 2019. To MMM die§ayodTav evrog Tng aiBouocag didaokaliag (325 dIDAKTIKEG WPEQ),
aA\G Kal eKTOG AUTAG, Og noikida nAaioia (N.x. KURBEPVOXWPOG, N YEITOVIA TWV POITNTWV
K.a.). O gpeuvnTikog oxediaopdg kai n uhonoinon Tou MMM diapoppwbnkav otn Baon Twv
apxwv TnG gpeuvag dpaong (Denscombe, 2010, 125-136), n onoia Aeitolpynoe wG HECO
oul\oyn g eBvoypapikav dedopévwy, yI' auTo kal aglonoindnkav n Bioypagikn apriynon
(Toiwhng, 2041:197-283), n ouvévTeu&n, N OUPMPETOXIKA MAPATAPNOCT, Ol ONUEIWOEIG
nediou, TO AvAOTOXAOTIKO NUEPOAOYIO, N PivTeookdnnon, n nxoypdapnon (Yin, 2011:109-
175), kaBwg kai Ta keipeva Twv cuppeTexovtwy (loannidou, Kiourti, & Christofidou, 2018;
Perakyla, 2005:869-886). ©epaTtoloyika To [ avrtAnos and Tnv kabnuepivdéTnTa, TNV
eknaideuon (BeopoBeTnuévn, oikoyeveliakr), (PUAETIKN), TOV aKadnUaikd XwpEOo, TOV XWPO
TnG uyeiag, Ta NOn kai Ta €0ipa, TIg dofaaoieg, Toug KoIvwVIKOUG POAoUG K.A. oTa dUo
KOIVGWVIKOMOMTIOUIKG OUYKEIPNEVA, OE OUYXPOVIKO Kal diaxpovikd eninedo. AkohouBnbnke
auTn n NpakTiKr, kaBwg emdicoxBnke N anokAAuwn Kal n KPITIKY CUVeIdNTONoINoN TWV
avanapaoTACEWY TOU KOOHPOU, APEVOG WG ATOMIKWY PENEPTOPIWY NOPWV KAl APETEPOU
WG PEPWV TWV EUPUTEPWV KOIVWVIKOMONTIOWIKWY nAaicicwv. H €psuva kaTéAnge oe
HeYAAo OYKO anoTEAECUATWY, TA KUPIOTEPA ANO TA Onoid PNopoUvV va CUVOWIoTOUV OTa
e€ng: O1 neplcodTEPEG «AVAYVWOEIG TOU KOOMOU» OTA OUO  KOIVWVIKOMOANITIOHIKA
nepiPalovta (keuvaTtikn  @uAn  Kikolylou «kai Kunpog) napoucialouv €vToveg
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dIaPOoPONOoINCEIG, YEYOVOG MOU TPOPOJOTEITAI ANd Kal ouvaua TpopodoTei Beopoug,
Aoyoug, NBn kar €0ipa, TauTOTNTEG, NPAKTIKEG (M.X. EKNAIDEUTIKEG, OIKOYEVEIOKEG K.O.K.),
KEIPeVA K.Ad. AKOMN, (PAVNKE OE CPKETEG MNEPINTWOEIG OIEUPUVON TOU PENEPTOPIOU
nOPwWV/avanapacTACEWY TWV CUPPETEXOVTWY, KAl HEOW TWV OIAPKWV CUYKPIOEWV TwWV
EUNAEKOPEVWV YAWOOIKWV OUCTNUATWY ENITEUXONKE KAAUTEPN KATAVONON KAl Xprjon Tou
ouoTNPATOG TNG ENANVIKNG. Ta enipgpoug anoTeAéopaTa AeIToUpynoav wg KOPPATIA TOU
nad\ TNG KPITIKAG CUVEIDNTONOINONG TWV (PAIVOUEVWYV NOU YeEAeTABNKAV.
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LOANWORDS IN CYPRIOT MARONITE ARABIC.

H. El Shazli
[.N.A.L.C.O Paris, France

This presentation addresses loanwords in Cypriot Arabic. This work examines the
development of lexical borrowing in Cypriot Maronite Arabic due to its contact with other
languages, with the primary language of contact being Greek, specifically Cypriot Greek,
and more recently, (to a lesser extent) Cypriot Turkish. First, the linguistic and historical
context of Cypriot Maronite Arabic will be presented. The work will then go on to explain
the notion of loanwords and illustrate the different types thereof which exist in the case of
Cypriot Maronite Arabic. This presentation discusses the nature of loanwords found in
data collected in fieldwork expeditions to the village of Kormakiti. In addition, it will
examine their occurrence in natural discourse, and specify which discursive domains are
affected most prominently by this process. This work constitutes a part of ongoing
research in the context of a master’s thesis at the National Institute of Oriental Languages
and Civilizations (INALCO) in Paris.
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TEACHING WORD ORDER AND PROSODY IN GREEK AS FOREIGN LANGUAGE.

V. Erotokritou
University of Cyprus, Cyprus

Word Order and Prosody in Greek (Standard Modern Greek and Cypriot Greek) are two
phenomena which have been given little attention in Greek as a Second/Foreign
language Textbooks and Greek Grammar books, although they constitute fundamental
elements of a language. The descriptions regarding word order in L2Greek Textbooks
and Grammar Books, if existent, imply that Greek is a free word order language, and that,
therefore, variation in word order patterns does not significantly affect meaning. Such
descriptions are, however, misleading and inadequate. With respect to prosody,
textbooks (e.g. Simopoulos et al., 2014) aim exclusively at training beginner learners to
distinguish the prosodic differences among questions, declarative and exclamative
sentences, attempting to provide a mapping between punctuation marks (question mark,
full stop, exclamation mark) and these prosodic differences. Textbooks for intermediate-
advanced learners (e.g. Pathiaki, Simopoulos & Tourlis, 2012) draw the learner’s attention
to distinguishing neutral prosody from the emphatic/focus one, without going into details
about the semantic differences of these structures, and without including all possible

neutral intonational patterns (e.g. the contour for verb initial sentences is not discussed at
all).

The talk is divided into two parts. In the first part, the semantic properties and

"o

phonological markers of predication clauses (“topic-comment”, “categorical judgments”)
and minimal structure clauses (“all focus”, “thetic judgments”) are presented. The semantic
analysis is based on Kuroda’'s (1972, 1992) discussion of the categorical / thetic distinction
and the exploration of the same basic distinction in Agouraki (2013 and subsequent work).
The prosodic features of predication clauses from minimal structure clauses are analyzed
suprasegmentally using the Greek ToBl (Arvaniti & Baltazani 2000, 2005) and
Themistocleous’ (2012, 2016) work on Cypriot Greek. The phonological analysis is based
spontaneous speech data taken by the archive of Cyprus Broadcasting Corporation

(CyBC) and other sources (e.g. YouTube videos).

In the second part, a methodological approach to teaching learners of Greek the
phenomena is proposed. More specifically, regarding the Syntax-Semantics interface, the
proposed tasks are (a) to identify the relevant structures in a text, and (b) to choose the
suitable structure in a multiple-choice task. Regarding Phonology, the proposed
perception and production tasks are (a) to identify/indicate pauses (|) and continuation
rises (1) in oral speech (listening/ perception task), and (b) to repeat (imitate) the prosodic
patterns with feedback by the instructor (production task).
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WRITING IN MIGRANT’ LANGUAGES IN RUSSIAN WEB-SPACE AS NEW LITERACY
PRACTICES: WHO, FOR WHOM, AND HOW.

K. Fedorova', V. Baranova®
"Hankuk University of Foreign Studies, South Korea
’National Research University - Higher School of Economics, St. Petersburg, Russia

Recent increase in migration has been making Russian cities more ethnically and
linguistically diverse than ever before. The awareness of multilingualism is, however, still
rather low among Russian citizens; Russian cities keep a ‘monolingual facade’, both in
terms of public communication and of linguistic landscape (Fedorova & Baranova 2018;
Baranova & Fedorova 2019). Only recently, multilingual communication at workplaces
started gradually to increase, and there are also first traces of written usage of minority
languages in public space. This process goes alongside with a rapid growth in the use of
digital, networked technologies. As a result, online space turns out to look more diverse
and multilingual than the real’ one.

The paper aims to shed light on the computer-mediated communication (CMC)
among immigrants to Russia and between them and Russian speakers. It is based on the
analysis of use of Uzbek and Kyrgyz, languages most often spoken by labor migrants, in
thematic public groups in the most popular Russian social network (Vkonacte). Another
source are web-sites of different companies offering services popular among migrants:
money transfer, law consulting, translation of documents, etc. The analysis follows the
ethnographic approach to CMC (Androutsopoulos 2013).

The analysis of data reveals new ways to use languages both for in-group and out-
group communication. On the one hand, there are examples of communication in Uzbek
via popular forums and social media involving both native and non-native Uzbek speakers.
On the other hand, commercial offers aimed at migrants are written mostly by non-native
speakers. As a result, people produce and encounter various hybridized linguistic forms
that become a constitutive element of everyday social interaction. The question of spelling
and orthography as a social practice (Sebba 2007) also matters here: the choice of Cyrillic
rather than official Latin script is popular among people socialized during the Soviet time.
New forms of literacy create heteroglossic digital space challenging traditional
monolingual and purist bias typical for Russian society.
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TRANSLANGUAGING ART. TRANSFORMATIVE POTENTIAL OF CONTEMPORARY ART
FOR LANGUAGE TEACHING IN A MULTILINGUAL CONTEXT. CASE STUDY FROM
SCOTLAND.

D. Futro
University of Glasgow, United Kingdom

My presentation will discuss how the multilingual works created by Krzysztof Wodiczko,
Matgorzata Dawidek and Monika Szydtowska-Polish-born visual artists, who, in their
artistic practice combine multiple languages with other means of artistic expression-were
employed to teach Polish in a Scottish mainstream primary school.

| will briefly describe the context of my study, situating it within the linguistic
landscape of Scotland and the Scottish education system with a total of 149 languages
being spoken by pupils in Scottish schools, Polish being the most commonly spoken
minority language and the 1+2 language policy currently being introduced by the Scottish
Government into schools.

| will introduce the concept of ‘translanguaging art’ rooted in the theory of
translanguaging and their role in the pedagogical model explored in the presented study.
| will discuss the learning spaces created by the artworks used in the project: Szydtowska's
‘Do You Miss Your Country?', a multilingual artist's book, in which the artist captured the
life of a Polish immigrant, combining well-chosen Polish and English verbal exchanges
recorded in speech bubbles with minimalist watercolour images; Dawidek’'s ‘Wheel of
Emotions’, in which the artist collected and carefully drew with dark pastel on the white
wall, words from several world languages, Wodiczko's 'Guests', in which the sound of
conversations in Ukrainian, Russian, Vietnamese, Polish, Italian, English languages
accompanied images of blurry figures seen through the ‘windows’ projected on the
internal walls of the gallery space and his 'Xenological Instruments,' in which he equipped
migrants with self-devised speaking devices so they could use them to record their story
in English and with their help interact with people on the streets.

Finally, | will describe the project in which the proposed pedagogical model was
piloted, reflect on preliminary findings and discuss the applicability of the model across
other languages.
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H NEPINTQZH TQN ZXOAEIQN FAQ22QN KATAIQrHz xTHN EAAAAA. MPOKAHZEIZ
EKMAIAEYZHZ ZE ENA NEO NOAYTAQZzIKO TOMIO.

P. Gatsi', G. Simopoulos?
'Aristotle University of Thessaloniki, Greece
?UNICEF, Greece

2Uppwva pe Ta dedopéva Tng UNICEF (AekepPpiog, 2019) o exkTipwpevog apiBuog
naidicov Je NPOCPUYIKO Kal HETavaoTeuTIKO unoRabpo sivar 42.500 ek Twv onoiwv 4815
gival ol aouvodeuTol avhAikol. Méxpi Tov louvio Tou 2019 12.800 naidid pe npoo@uyikod
Kal peTavaoTeuTiko unofabpo oxoAikng nAikiag (4/17 etwv) oe 6An Tnv EAAGda eixav
geyypagei otnv Tunikn eknaideuon. O1 KUPIEG XWPEG NPOENeUONG Twv NaIdIV MNou
€pBavav 01d Baldoong otnv ENAGSa kab’ 6An Tn diapkeia Tou 2019 nTav 1o ApyavioTav
(52%), n Zupia (27%), 1o lpak (7%), kar aN\eg xwpeg (14%). Etol, pabnTtég pe vea
YAWOOIKA penePTOPIA KAvoUpIia KAIvoUPIa XAPAKTNPIOTIKA €0XOVTAl VA CUNNANPGWOOUV
TO NOAUYAWOOIKO TOMIO MOU CUYKPOTHONKE KUPIwG and TOUG HETAVAOTEG KAl NPOCPUYEG
paBnTeg TNG nponyoupevng nepiddou. And Tnv AAAn pepid, oTig xwpeg Tou OOZA, To
nooooTd Twv pabnTwv peTavacTeuTikoU undPabpou nou exouv npdoPacn oTn
d1daokalia TnGg NPwWTNG/PUNTPIKNG TOUG YAWOOAG evTOG TnG TUMIKNG €knaidsuong Oev
unepPaiver To 10% (OECD, 2015:67).MNa Tn peydAn nAeiovoTnTa, ENOPEVWG, N npdofaon
oTn didaockaAia TNG yYAwooag npoglkeuong ite dev ugpioTaTal, ite nepiopieTal oTn pn
TUMIKI KAl ATUMNN EKNAideUCn NOU NPOCPEPETAI EVTOG TWV HETAVAOTEUTIKGWV KOIVOTHTWV.

2Tnv napouca avakoivwon Ba napouciacTel N NEPINTWON TwWV OXOAEIWV
YAwoowv KaTaywyng oe didgopeg noeig Tng EANadag. lMpokeirar yia Ta eBelovTika
oxoleia gapaoi, apaPikwy, copdvi nou dnuioupynBnkav otnv Kapditoa, ota Tpikalag,
otnv ©ecoalovikn kal oTa lwavviva. And 1o Agkéufpio Tou 2018 ewg To Pefpoudpio
Tou 2020 ndavew ano 500 naidid pe npoopuyikd undPabpo nAikiag 6 €wg 17 eTdv
d1daxBnkav TIG YAWOOEGKATAYWYNG TOUG ano €0eAovTEG eknAIDEUTIKOUG TWV XWPEWV
NPOAEUONG TOUG.

Me dedopévn Tnv andAuTn Kupiapxia HOVOYAWOOCIKWY MONITIKOV OTO €AANVIKO
OUYKEiMEVO Kal peca anod Tnv oUANoyn NUI/OOUNUEVWY OCUVEVTEUEEWV KAl KEIPEVV
TAQUTOTNTAG AMNO YOVEIG, eknaIdeUTIKOUG Kal naidid napoucdalovTal Ta NOIKIAa OgEAN
(paBnoiakd Kal TAUTOTIKAG ICOPPOMIAG) And TNV avanTuEn Twv OXOAgiwV auTwv KaBwg
Kal n avaykn Becpikng unooTrPIENG TOUG.
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TIKTOKIN’: KATAZKEYAZONTAZ NOHMATA MEZA ANO TH AIAKEIMENIKOTHTA
KAI YBPIAIKOTHTA TQN MOAYTPONIKQN KEIMENQN.

M. Georgiou Moria
University of Cyprus, Cyprus

2tn ouyxpovn wnoiakn (o Ta Méoa Koivwvikng AikTUwong anoTelouv Tn
dnNUOPINECTEPN HOPPN DIAdIKTUAKAG €niKoIvwviag. Aounpéva wg Npoownika dikTua,
BéTouv TO ATopo OTO enikevTpo TnG JIKNG TOou KolvoTNTag, €§alsipovTag Ta ocuvopa
avApeoa OTnV KUpIOTNTA Ouyypa®ng Kal avayvwong. H epyacia efetaler «pikpeg
i1oTopieg» TNG oTiyung (Georgakopoulou, 2013) oTo wn@iakd Kal KOIVwVIKO nepiaiiov
Tou TikTok, piag and Tig nAéov e§ehioodueveg NMAATPOPUEG KOIVWVIKNG OIKTUWONG
NAYKOOMIWG, MOU NPOCMEPE! MIa eVAANAKTIKI €kdoXn OIadIKTUAKNG dIAVOUNG CUVTONWY
Bivreo pe pouoikn, QiATpa kal AdAAa e1dIka xapakTnpioTika. H eoTiaon BpiokeTal oTo
KEIPeVIKO €i00G Tng napwdiag kar €IOIKOTEPA OTA KEIPEVIKA XAPAKTNPIOTIKA TNG
SIaKEIPEVIKOTNTAG KAl Tng uPpidikoTnTag, evw napdAnia  e&etalovTal ol
aANAEMISPACTIKEG MPAKTIKEG AVAPETA OTOUG XPNoTeg Tng epappoyng (TikTokers) oe
oxéon pe To nwg auteg kabopiCouv kal kaBopilovTal and Tov Aoyo Twv MKA.

2KOMNoOgG TNG epyaciag sival n avadei§n Twv TPONwV KAl Twv dIadIKaoIwV, HECW TwWV
onoiwv Ta MOAUTPONIKA KEIPNEVA-BIVIEO NOU AVANAPIOTOUV «HIKPEG I0TOPIEG» NAPwdiag
oto TikTok, pnopouv va ekppdalouv NOANANAG OTPWPATA vOoNUATWY, TA Onoia pPe Tn
oelpd TOoug napdyouv MNOANANAEG XIOUMOPIOTIKEG, OANG Kal KPITIKEG eppnveieg. H
peBodoloyia nou epapuoleTal eival n NoAUTPOMIK avaAucon cuvopiAiakng dienidpaong
(Kress, 2003) otn Baon Tou povtedou Twv Hull kar Nelson (2005), piag osipa enieypevwv
BivTeo yia Tn digpeuvnon kal oulrTNoN TwV NAPAKATW EPEUVNTIKWV EQWTNHATWV:
1. Mg peoa and Tn JIAKEIPEVIKOTNTA KAl URBPISIKOTNTA TWV KEIYEVWYV Ol XPr)OTEG TOU
TikTok kaTtaokeudlouv «pIKPEG I0TOPIEG» NaPwdIaAg;

2. Nwg o1 wnpiakeg npakTikeg (following, sharing, commenting, liking, dueting) Twv
XPNOTWV TNG NAATPOppag ennpedalouv TNV Napaywyr) kai KUKAogpopia Twv PivTeo;

H avdAuon Twv anoTeAeopdTwv Tng MIKPOEPEUVAG KATADEIKVUEI OTI OTNV
nepiNTwon Twv NOAUTponIKwY kKelpevwy Tou TikTok, péow kaBe onueiwTiKoU KavaAiou,
ouvTaipialovTal oTo GUVOAO JIAKPITEG, AANG CUCXETICOPEVEG NTUXEG TOU VONUATOG, (OOTE
o KkAGBe TpOMNOG va ouveloPEpel 60O To duvaTd KAAUTEPA, unepPaivovTag €Tol Ta
oupPaTiKd Opla Twv dIKwV Tou Nopwv Kal KaBioTwvTag TNV NOAUTPOMIKY €MNIKOIVwVia
duvapikn (Hull & Nelson, 2005). 21n diadikacia TnNg oTPWPATONOINONG TWV JIAPOPETIKWV
TPOMNWY YIA TN voNnuaTodoTNon TWV «UIKPWV I0TOPIGV» Napwdiag, KaboploTiko polo
ppaiveTal va diadpapaTiel o xelpovopiakog, dnAadr ol Tpdnol Pe TOug onoioug ol
TikTokers kaTteuBuvouv To PAEPpA, TIG EKPPACEIG TOU NPOTWNOU, TIG XEIPOVOMIEG, TNV
Kivnon Kal Tn oTAon ToU CWHATOG TOUG.

H kupiapxn npakTikr) Adyou nou epgaviCetar oto TikTok givar n diakeipevikdTnTa,
n onoia OUVOEETAlI APECA PE TNV MNAPAYWYIKOTNTA Twv Kelyévwyv (Fairclough, 1992),
kaBwg peow TNG diavoung Twv BivTeo, ol XPnoTeg PNopoUv va Ta avanapaydayouv I va
TQ PETAOXNMATIOOUV, AVAdOMWVTAG TIG UPIOTAPEVEG Kelpevikeg oupPaoeig. To TikTok
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npoopepel «Texvoloyieg ev-keipevonoinong» (Androutsopoulos, 2014), kaBowg peoa and
Mia ouppeToxIKr O1adikacia, oI XPrOTEG ANOCUVOEOUV Tov AOyo and To apXIKO Tou
OUYKEIMEVO KAl TOV €NAVANAQICIOVOUV OE VEOUG XWPOUG AdYou, TOOO €VTOG TNG
NAQTPOPHPAG ME TNV AvVANAPAywyrn TwV DIV NpwTOTUNWY AXWV, 000 KAl €KTOG KAl
diapeocou aAwv MKA (YouTube, Instagram, FB, k.d.). MapdAAnAa, pe Tnv npakTikKn TNG
petaypapng (Georgakopoulou, 2015), o TikTokers kaTaokeudalouv TIG OIKEG TOUG
«MIKPEG 10TOPIEG» NApwdiag, dIATNEWVTAG KAMOIA OTOIXEId TwV NPOTUMNWYV I0TOPIWY,
aM\d npooBeTovTag Kal TO NPOOWNIKO TOUG OTiyya pECa and To WIEAPIOPA Kal TNV
eNIKAAUWN e AANO onTIKO r/kal nXNTIKO UAIKO. 2uvioToUv €701, MIa  OIadIKTUAKN)
KOIVOTNTA NPAKTIKAG Nou poipaleTal KOIVA eviIapEPOVTA, KOIVA XAPAKTNPIOTIKA, KOIVEG
a&ieg Kal NPAKTIKEG, eved n peTa&u Toug alAnAenidpaon ennpealer Tn por NG
enikoivwviag otnv nAaTtpoppa (van Dijck & Poell, 2013).

2upnepaopaTika, 10 TikTok, wg onueiwTiKO PECO, NPOooPEPel £EAIPETIKEG
duvaToOTNTEG OTO KOIVO TOU VA KATAOKEUAOEI KAI VA EMNIKOIVWVIOEI VONUATA, HECA Ano pid
d1aokedAOTIKA NOAUTPOMIKA EUNEIPIA EppnNveiag Kal avaoxediaopou Tou Koopou (Jewitt,
2011).
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THE 'ISOTIS' PROJECT AND ITS CASE STUDY IN GREECE: SUCCESS FEATURES AND
FACILITATORS FOR PROMOTING MULTILINGUAL AND MULTICULTURAL DIVERSITY
IN EDUCATION.

A. Gkaintartzi', E. Kompiadou?, K. Petrogiannis®, K. Tsioumis?, R. Tsokalidou?
"University of Thessaly, Greece

?Aristotle University of Thessaloniki, Greece

*Hellenic Open University, Patras, Greece

This paper presents a case study, conducted in the Greek educational context, as part of
the European collaborative project, called 'ISOTIS', including 17 partners and 11
countries. The project ISOTIS aimed to contribute to effective policy and practice
development in order to effectively combat educational inequalities in early childhood
education and primary education, following a three-step research procedure. First, an
inventory of effective and promising interventions across Europe on curriculum, pedagogy
and/or school social climate was created; second, in-depth case studies were conducted,
based on selected interventions from the inventory; and third, a virtual learning
environment prototype, aiming to develop cultural and multilingual awareness, was
developed. Our case study, as part of the second research stage of ISOTIS, was
implemented in four pre-school classes, in Western Thessaloniki, Greece. The main aim of
the case study was the investigation of teachers', parents' and children's views regarding
the perceived impact of the selected intervention, in order to identify its success features
and facilitators. In specific, success features refer to intrinsic features and strengths of the
intervention and facilitators include factors that contribute to its success. The selected
intervention had targeted the support of multilingualism and multiculturalism in the
Kindergarten. By identifying its success features and facilitators, we could add to the
current scientific knowledge about ways to support the children's multilingual and
multicultural capitals in the classroom. Data was collected through in-depth, semi-
structured interviews and focus groups with the participants, as well as via analysis of
children’s creative productions and observation. The research findings show that personal
relationship, language support, the use of personal stories as identity texts, as well as the
use of ICT are some of the reported success features and facilitators. We discuss the
multiple benefits of including and supporting the children's languages and cultures in
school learning, valuing diversity in the classroom and promoting inclusiveness.
Implications are considered about the use of pedagogical practices such as identity texts
that can act as a tool of empowerment for the children's multilingual/multicultural capitals
and support of home-school partnership.
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PROMOTING MULTILINGUAL EMERGENCY REMOTE TEACHING. A CASE STUDY IN
AN ELEMENTARY LANGUAGE-DIVERSE CLASSROOM.

C. Gkougkoura', S. Paida?
"Hellenic Open University, Greece
’Hellenic Open University / MoE, Greece

In recent years, a significant number of students with a multilingual background have
attended Greek educational institutions, mainly due to migration and the refugee crisis
(Skourtou, 2011; Tsokalidou, 2017; Stergiou & Simopoulos, 2019). This paper describes a
case study (through intervention) conducted in a digital multilingual elementary
classroom, that aimed to explore strategies for facilitating lesson engagement and
establishing inclusive pedagogy under emergency situations. Part of the aim of this
intervention was to analyze the design of a lesson plan grounded in computer-Assisted
Language Learning (CALL) features that contribute to migrant students’ active lesson
participation (Beatty, 2010). The principle aim of this study is to explore to what extent
redesigning the school curriculum (Macalister & Nation, 2019) contributes to migrant
students’ active lesson participation during emergencies, and its effect on migrant
students’ social inclusion in a formal educational context.

The described lesson plan is based on the task-based language teaching (TBLT)
method (Ellis, 2003) supported by CALL features and considers the students’ needs
analysis (Pushpanathan, 2013). By employing qualitative modes of inquiry, we attempt to
provide multilingual lesson strategies grounded in peer collaboration implementing
digital learning projects. Based on the school curriculum, the classroom teacher worked
on “climate change” via digital tools. Data was collected using questionnaires,
observations of the actual teaching procedure, the in-depth analysis of the learning
outcome, and the students’ peer evaluation. Results established the most critical factors
required for differentiated multilingual distance education. This is an original research
work on how diversity and inclusion in emergency remote teaching (Hodges et al., 2020)
may be achieved. However, the critical issue of students’ digital access is beyond the
scope of this study.
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KAMISHIBAI 'VOYAGE DANS L’ ESPACE ET LE TEMPS (TAZIAI 3TO XQPO KAI 3TO
XPONO)": MOAYTAQZZIKEZ, AIA/MOAYMNOAITIZMIKEZ KAI ZHMEIQTIKEZ
MPOZEITIZEIZ.

H. Hatzimihail
Secondary school of N. Madytos, Greece

Apopprn yia Tn OUYKEKPIYEVN €peuva unnpSe n dnuioupyia -yla napouaciacn- oe eva
oxoANikd noAuyAwooo nepifalov  evdg Kamishibal, dnA. piag  onTikonoinuévng
NoAUYAwOoOoNG 1I0TOPIAg TNG Onoiag o AOYOG wg agnynon Kal wg didAoyol ouvundpxel,
evaAl\aooeTal f aA\nAocupnAnpwveTal ye Tnv Kabe eikdva Tng.

2TOXOG TNG CUYKEKPIYMEVNG AVAKOIVwOoNG gival va kaTadeixBouv o1 Tponol pe Toug
onoioug n noAUyAwaoon, n d1a/NoAU-NONITICHIKY KAl N ONUEIWTIK) MNPOCEYYIon
oupPaMouv oTnv eniTeuén Tou AvWTEPW ANOTEAECPATOG Nou nTav n ioTopia ‘Voyage
dans |I' espace et le temps (Ta&idl oTo Ywpo kaI OTO XPOVO) oOTa nAaicia Tng
dlagoponoinuevng pabnong napdAnia/ katda Tn didackaAlia Tng NaAAkAG wg &&vng
yAwooag. Enionuaivovtar eniong ol dlagoponoinNoelg PETASU Twv avunowiaoTwyv
dnuioupywyv/ BeaTddv TNG OUYKEKPIMEVNG I0TOPIAG KAl TOU €KACTOTE UMOWIAOHEVOU

EPEUVNTI TNG.
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AIATAQZZIKOTHTA, AIANOAITIZMIKOTHTA KAI AIAZHMEIQTIKOTHTA KATA THN
ENMNIAOIH EKMA©OHZHZ THZ KINEZIKHZ ANO NOAYIAQz20YZ EAAHNEZ.

H. Hatzimihail
Secondary school of N. Madytos, Greece

2e autnv Tnv avakoivwon e&etalovTal 1. o1 Adyor emnAoyng yia ekpabnon kar ol Tponol
anoktnong Tng kiveCikng wg &evng yAwooag and EANnveg pe noAuyAwooiko Kal
noAunoANimiopikd undéRabpo, 2. n diaylwooikdéTnTa (TookaAidou, 2017) wg evdiapeco
otadio peTa&u Tng NE kal Tng peleTwpevng kivedikng, 3. n avantu§n Tng dIANONITIOHIKAG
IKAVOTNTAG KAl TWV CUVIOTWOWVY TNG and TOUug eKNAIDEUOPEVOUG KATA TNV AVWTEPW
pabnoiakn diadikacia, 4. n dIACNUEIWTIKOTNTA KATA T peTABaon anod To YAWOOIKO KAl
TA PN YAWOOIKA YyVwOoTd onueiwTikad cuothpaTta (Greimas, Courtés, 1993; Rey-Debove,
1979; Ziapakng, 1988) Tng NE oTa ayvwoTa ekeiva Tng kiveCikng (Galisson, Coste, 1976),
5. 0 poAog TnG YAwooag-oxnuaTog (Feng, 2009) kai n yvwon aAwv EEvwv YAwoowy anod
TOUG EKNAIDEUOPEVOUG.
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FREINET PEDAGOGY MEETS WITH A TRANSLANGUAGING PEDAGOGY OF LITERACY
EXPLORING THE NOTIONS OF STANCE, DESIGN AND SHIFTS.

C. Hélot
University of Strasbourg, France

This presentation will first explain the main principles of Freinet pedagogy as regards
literacy acquisition at primary level in France, and its objectives centred on children’s
agency as authors of their own texts. Next, | will address the following research question:
how to rethink the Freinet approach to literacy within a multilingual paradigm in an
education system where linguistic inequalities prevent many plurilingual learners from full
and equal participation in class. My analysis will be based on previous research on
language in education policies in France and on some of the data collected during one
year (2019/2020) of ethnographic monitoring of a classroom of plurilingual 8 year olds in
a poor suburb of Strasbourg (France). Through a collaborative multilingual literacy project
between a Freinet teacher and the researcher, 24 children were engaged in various
reading and writing activities including their home languages and in the writing and
illustrating of a multilingual kamishibai. Based on field notes, participant observations,
interactions with the children and regular dialogue with the teacher, | will analyze the
extent to which the linguistic hierachization ingrained in the French school system can be
disrupted and the impact of creating multilingual learning spaces on the children’s lived
experiences of reading and writing in more than one language.

First analyses of this ongoing project point to the difficulties for the teacher of
implementing a translanguaging pedagogy for literacy acquisition:

1) When children have not had any previous schooling experiences of using the full extent
of their semiotic resources and thus have already internalized a policy of erasure or
banning of their plurilingual repertoires, both orally and in writing

2) When the school culture is based on a very normative and monolingual approach to
literacy teaching

3) When the teacher has been strongly engaged in a transformative pedagogy of literacy
but within a monolingual paradigm

4) When the children’s plurilingual repertoires are very complex because of their
migration experiences and social circumstances.

All these issues will allow me to question the notion of ‘stance’ and its relationship
to those of ‘design’ and ‘shifts’, as constitutive of a translanguaging pedagogy (Garcia& al,
2017) for multilingual literacy acquisition. For example, while the teacher was clear about
his stance on seeing the children’s plurilingual repertoires as a resource for learning, and
there were clear moments when he encouraged them to show off their expertise orally in
class, the design of activities that aimed to develop biliteracy acquisition was challenged
by the number of named languages to support (Tchechen, Georgian, Russian, Roumanian,
Turkish, ltalian, English, Alsatian, Arabic, Fang, and French Sign language) and the
children’s limited access to literacy resources at home and school in these languages.
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While many researchers today advocate for a translanguaging pedagogy, | hope to
show that such a pedagogy needs to be finely contextualized if it is to counter unequal
and exclusionary multilingual practices at school.
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Garcia, 0., Johnson, S. & Seltzer, K. (2017) The translanguaging classroom. Leveraging
student bilingualism for learning. Philadelphia, PA: Caslon

Page | 51



RECONSIDERING THE PRINCIPLES GUIDING LANGUAGE POLICY IN THE DOMAIN
OF PRIMARY AND SECONDARY EDUCATION - THE CASE OF DUTCH IN THE
NETHERLANDS AND FLANDERS.

F. Hinskens
Meertens Instituut & Radboud Universiteit, Netherlands

‘De Taalunie’, formerly ‘De Nederlandse Taalunie’ (lit. The (Dutch) Language Union), is a
body which counsels the Dutch, Flemish and Surinamese governments in policy matters
concerning the Dutch language. The aim is increasingly to provide broad support for the
advice through the input of experts. For that purpose, the Taalunie sets up working
groups with representatives of the relevant social domain(s) and academia.

Until recently, a Dutch-Flemish working group has been active that has developed
a proposal for an advisory note regarding the future policy concerning linguistic diversity
in (primary and secondary) education. Suriname is not covered, as the position of Dutch in
the culturally and linguistically super-diverse Surinamese society (including education)
differs widely from that in the Netherlands and Flanders situation - so that requires a more
cautious approach and the input of Surinamese experts. The Dutch-Flemish working
group, which consisted of sociolinguists, teacher trainers and senior government officials,
used the notion of linguistic diversity to refer to both lectal variation within Dutch and
multilingualism.

In its deliberations, the working group relied on a note written by a parallel
working group that had dealt with the general policy regarding language variation and
the standard language. This note, which has been endorsed by the Taalunie, is based on
the conviction that there are no inherently good or wrong language varieties, that the
language user benefits from register sensitivity, that language policy must focus on the
language user and must be in line with reality.

The advice concerning the future policy regarding linguistic diversity in education
translates these considerations as well as insights into everyday multilingual practice into
advice regarding standard language and linguistic diversity. Part of the advice is
educational level specific, part region specific and finally there are suggestions for
concrete help to schools and teachers. Many of the recommendations have been tested
by the working group against the results of an online questionnaire filled in by 210 people
working in education in the Netherlands and Flanders (mainly primary, secondary and
vocational education).

In this talk | will discuss the background, the considerations and the main lines of
the advisory note as well as the substantiation of parts of the note in the outcomes of the
online questionnaire. | also outline the reception of the advisory note after it was
submitted by the Taalunie to the Dutch and Flemish parliaments and ministries of
education.
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FAQZzA KAI ENIKOINQNIA ZTO KYTMNPIAKO MOAYNOAITIZMIKO 2XOAEIO:
ANOWEIZ TONEQN METANAZTQN KAI EKMAIAEYTIKQN AHMOTIKHZ
EKMAIAEYZHZ.

S. lacovou
University of Cyprus, Cyprus

H BiBAioypapia exel unooTtnpiSel 0TI peow TNG €5pAiwONG OTEVV OXECEWY AVAUETA OF
OXOAEiO KAl OIKOYEVEId, TO OXOAeio gival duvaTov va enmiTuxel upnheg emdooelg oTnv
OANOpEANEIO TwV PABNTWV/TPIV TOU, KAl KUPIWG NEOG Ta naidid nou npogpyovral anod
PTWXA nepIBAANovTa ) ouvBnKeG KOIVWVIKOU AMNOKAEIOPOU. 2’ QUTEG TIG KATNYOPIEG
NOAANEG (POPEG EVTACOOVTAI KAl TA NAIdIA YE PYETAVACTEUTIKN Bloypaia, Twv onoiwv ol
yoveig dev kaTExouv TNV eAANVIKA YAWOOQ, £TOI WOTE VA AvANTUCOOUV OTEVEG OXETEIG KAl
ENIKEPOEIG YEPUPEG ENIKOIVWVIAG UE TO TXOAEIO.

2KOMNOG TNG €PEUVAg ATAV N JIEPEUVNON TWV AMOWEWV TWV YOVEWV PETAVACTWV
KAl TwV EKNAIBEUTIKGWYV NAIDIWV PJE HETAVAOTEUTIKN Bloypagia yia Tov Tpono kai To Babud
nou n yAwooa ennpedlel Tn geTagu Toug enikoivawvia kar oxeon. Enipgpoug okonog ATav
N kataypa®pn Twv npoPAnuatwv nou evroniCouv ol dUo NAEUPEG Kal of AUCEIG Mou
npoTeivouy, CUYKPIvovTag KAl avaAUuovTag anoyeig OXETIKA Pe To YAwooiko ¢ntnua. H
oUN\oyN Twv OeDOPEVWV EYIVE HE CUPHPETEXOVTEG OEKA YOVEIG UETAVACTEG, Ol Onoiol
kaTeixav ANiyo 1 kaBolou Tnv eM\nvikr yAwooa kal Ta naidid Toug (poiToucav oTn
dnuodoia dnuoTikn eknaideuon Tng Kunpou. Tn culoyn dedopevwv CuPnAnpwoav nevre
eKNaIdeuTIKOI dNUOTIKAG eknaideuong. Mpog culloyr Twv anowewv Twv dUO OPAdwWV
OUPPETEXOVTWV/oUOWY OleEnxBnoav nui-dopnueveg ouvevTel&elg kI avaluon Twv
dedopevwy gyive pe opiCovTia kal kKaBeTn BepaTikr) avaluon).

Ta anoTteAeopaTta exouv deifel OTI unapxouv apkeToi neplopiopoi nou BeTouv
PPAYMOUG OoTnv avantuén enikoivwviag PeTal YOVEwV Kal €KNAIEUTIKGWV (wpdapio
gpyaoiag, ayvonon-adiagopia eKMAdEUTIKWY, OTEPEOTUNEG AVTIANWEIG, OIKOVOMIKO
undPabpo), pe kupioTepo eunddio TN yAwooa. KabBdwg n nAeiowngia Twv yovewv de
yvwpilel enapkwg TNV €nionun yAwooa Tou oXoAeiou, duokoAeveTal ) gunodiCeTal va
enikoivwvnoel padi Tou. Eniong ol NpakTIKEG TNG TNAEPWVIKNG ENIKOIVWVIAG KAl TwWV
YPANTWV avakoIveoewy nou akoAoubei To oxoAeio dev eEunnpeTolv Toug yoveig nou dev
KATEXOUV TN YAWOOA, aAAd TOUG anOPaKPUVOUV anod Tnv €ukaipia yia €niKoIVwvia Kal
EVNUEPWON, ONWG ENIONG KAl TN CUVEPYATIA TOUG PE TO OXOAEio. 2uvapa dlapavnke OTi N
NASIOWNPIA TWV YOVEWV YIA VA PUNOPEI va EMIKOIVWVIHOEI XPNOIUOMOIEl WG EVOIAPETOUG TA
naidiad Toug 1 iloug. TENOG, KAMOIOI YOVEIG €XOUV NAPATNPENOEl PATOIOTIKEG KAl
OTEPEOTUNEG CUNPNEPIPOPEG Nou oXeTiCovTal e TNV KATAywyn Kal Tn Bpnokeia Toug.

O1 eknaideuTikoi ano Tnv nAeupd Toug diaxwpifovTtal o’ auToug nou unooTnpifouv
Ta Naidid Pe PETAVAOTEUTIKA Ploypagia kal TNV eKNAideUOT| TOUG, eV &va AANO PEPOG
TWV EKNAIOEUTIKGV OnAwvel anopakpo kai oTnpifel To APOMOIWTIKO HOVTENO
eknaideuong kal ekpabnong TNG eEAANVIKAG.

21ig oulnTroelg Toug ol yoveig €deiav va enBupolv Tnv avanTuén oxeoswv
ENIKOIVWVIAG HE TO OXOAEiO KAl MPOTEIVAV TPOMOUG HEIWONG TOU XAOPATOG Mou
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dnuioupyeital Adoyw TnG yAwooag, unootnpiCovrag Tnv eniBupia kai Tnv npoBupia Toug
yla ekpaBnon Tng eAAnvikng, peéoa ano Tn Bonbeia Tou Ynoupyeiou Maideiag. MapdAinia
{nTnoav Tnv sicaywyr evdidyeowv oTa oxoAeia yia va Toug Ponbouv oe (nTApaTa
yAwooag kai enikoivwviag. Or eknaideuTikoi oTnv nAslowngia Toug unooTnpi§av Tnv
avaykn yia ekpdabnon Tng eM\nvikng anod Toug YOVveig, KATI yla To onoio Bewpoulv
appOdIoug popeig To KpATOG Kal To Ynoupyeio Maideiag eniong.
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ZTEANOYN XAPTIA AAAA AEN TA KATAAABQ: TAQzZA KAI ENMIKOINQNIA 2TO
KYNPIAKO 2XOAEIO. BIQMATA TONEQN METANAZTQN KAI EKNAIAEYTIKQN
AHMOTIKHZ EKMAIAEYZHZ.

S. lacovou
The University of Cyprus, Cyprus

2Konog Tng napouciaong eival n napdbeon Twv AnoTEAECPATWY €peuvag n onoia
e&eTaoe TIg andWeIg kal Ta PIGOPATA TWV YOVEWY PHETAVACTWV KAl TWV EKNAIDEUTIKWY NOU
dIddoKouV Nai-diId Ye PETAVAOTEUTIKN Bloypagia OXETIKA PE TNV EMIKOIVWVIA TOUG OTO
oxoleio kal Tov polo nou OiadpapaTifel n yAwooa oTig peTASU TOUG OYEOEIG.
2uykekpipeva, TEBnKkav Ta €§ng epeuvnTikA gpwTnpaTa: (1) Moleg €ivar o NPAKTIKEG
gNIKoIvwviag nou uioBeTouvTtal and To oxoAgio KAl NMOIEG ANO TOUG YOVEIG YETAVAOTEG
(ouxvoTnTa kal Tponog); (2) Moleg ol aAnoOWeIig TwV YOVEWV HE-TAVAOTWV Yid TNV
EMNIKOIVWVIA PE TO OXOAEIO KAl MOIEG TWV EKNAIDEUTIKWV YIA TNV EMIKOIVWVIA PE TOUG
yoveig; (3) Moiog 0 pdAoG TNG PNTPIKAG YAWOOAG Kal TNG YAWOoAg TNG NAsiowngiag oTnv
ENIKOIVWVIA OXOAgioU Kal Yyovewv peTavaoTwy; (4) MNolol dAAol napayovTeg (paiveTal va
ennped-Couv TNV €NIKOIVAVIA AVAPECA O OXOAEIO KAl YOVEIG HETAVAOTEG;

H peBodoloyia Tng €peuvag ATAvV NOIOTIKY, YE KUPIO PETO GUANOYNG OedopevwY
TIG ATO-PIKEG NMIOOUNUEVEG OUVEVTEUEEIG OE YOVEIG Kal EKNAIOEUTIKOUG. 2UYKEKPIMEVA,
dievepynBnkav déka ouvevTeu&elg O yoveig PETAVAOTEG, Ol onoiol KaTeixav Aiyo n
kaBoAou Tnv eAAnvikr YAWO-0Q, KAl NEVTe CUVEVTEUSEIG anod ekNAIBEUTIKOUG ONMPOTIKNG
eknaideuong.

And Tnv avdaAuon Twv anoTeAECPATwWV JdlapaAvnke OTI UNAPXOUV OAPKETOI
neplopiopoi nou BeTouv ppaypolsg oTnv avanTu§n Tng €NKOIVwVIiag HETASU YOVEWV Kal
EKMAIDEUTIKGDV, HE KUPIO-TEPO gunddio Tn yAwooa. KabBdwg n nAsiowngia Twv yovewv de
yvwpilel enapkwg TNV enionun yAwooa Tou oXoAeiou, duokoAeveTal 1) gunodiCeTal va
enikoivwvnoel. Eniong, ol npakTikég TNG TNAEPWVIKAG €MIKOIVWVIAG KAl TWV YPANTWV
avaKoIVGOoewWY nou akolouBei To oxoAeio dev e§u-nnpeTouv Toug yoveig nou Jdev
KATEXOUV TN YAWOOA, aAAd TOUG anOPaKPUVOUV anod Tnv €ukaipia yia €niKoIVwvia Kal
EVNUEPWON, ONWG €NIONG Kal Tn ouvepyacia Toug e To oxoAeio. MapdAAnlia, n
NASIOWNPIa TWV YOVEWV YIA VA PNOPEI va EMNIKOIVWVIHOEI XPNOIUOMOIEl WG EVOIAUECOUG TA
naidid TNG, KATI NOU €MioNg PEPel ePnoddia oTNV eNIKOIVWVid. TENOG, KAMOIOl YOVEIG Kal
EKMNAI-OEUTIKOI €XOUV NAPATNPNOCEl PATOIOTIKEG KAl OTEPEOTUNEG CUMMNEPIPOPEG MOU
oxeTiCovTal pye Tnv kataywyrn kar Tn Bpnokeia Twv npwTtwv. Or yoveig deixvouv va
enBupolv TNV avanTuén OXE0EWV EMIKOIVWVIAG PE TO OXOAEIO KAl NPOTEIVAV TPOMOUG
MEIWONG TOU XAONATOG NouU dnuIoupyeiTal Aoyw TNG YAWooag.
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FROM ETHNOGRAPHY TO PERFORMANCE: RECONTEXTUALIZING NARRATIVES
THROUGH SPACE AND MULTIPLE AUDIENCES.

E. loannidou’, E. Evangelou?, V. Christodoulou’
"University of Cyprus, Cyprus
?Independent Scholar, Artistic Director Buffer Fringe Performing Arts Festival, Cyprus

The current paper presents the recontextualization process of ethnographic narratives
collected during the five-year research project GRECO “Language and identity among
Romeika speakers in Cyprus”, into a participatory performance at the Buffer Fringe
Performing Arts Festival 2019. The paper describes the way a group of researchers,
students and artists engaged in a dialogic process with raw data and transformed it into a
fully-fledged participatory performance. Drawing upon theories of language, narrative,
space and identity as a chronotopic process (Bakhtin, 1981) and on performance as a
social intervention through collaboration and participation (Bishop, 2012) we focus on: a)
how narratives can be transformed when time and space change, engaging in a dialogic
process through collaborative processes and layering of narrative mechanisms, b) how the
transformation of academic work into performance, and the performance itself as
intervention, can open ways for alternative epistemologies on social research.

The project GRECO (loannidou et al, 2019) was situated in the heavily politicized
context of Cyprus, where ethnic conflict and warfare, conflicting interpretations of history
and identity, physical borders and crossing points and strong national discourses are
present. The project explored issues of language and identity among a distinct group of
Turkish Cypriots (Romeika speakers) who have the language of the other (i.e. Greek) as a
home language and not that of their affiliated group (i.e. Turkish). The project’s outcomes
were ethnographic stories and accounts of rupture and difference, stories which
challenged the dominant discourses on the binarity of space, identity and border.

The narratives/stories collected from Romeika speaker communities constituted
the performance texts which were set anew in space and time. In the current paper, we
describe the process of placing the narratives in different spaces and chronotopes and the
way in which different groups of people (students, spectators) engaged in a dialogue with
the original narratives. In terms of multiple spaces, the team visited the original villages of
the transplanted communities, where the stories were reconsidered based on the
relationship between the actual space and the ‘space as memory' of those interviewed.
Further, the narratives were seen through the lens of the theme of the festival, defining the
buffer zone, the space of “decades-long (...) ideological filtering” (Stavrou Karayanni,
2019), in an institutional practice of the democratization of ‘'no man’s land’; these
‘strangers’, aka Romeika speakers, fit the characterization of the ‘other’ through the
manifestation of their linguistic and identity positionings and facilitate the exploration of
an inter-communal ‘point of encounter’ (Freeman, 2017). For this aspect we analyze data
from different phases of the process: thick descriptions and fieldnotes from visits to
multiple sites, texts indicating the various stages the narratives were undergone,
multimodal material capturing the process (i.e. photographs, videos).

Page | 56



In terms of positioning the performance as a (social) intervention, the actua
performance in the festival was created based on the intersections of spatial and temporal
indicators that make up the “concrete whole” of the story to be told (Bart, 2011). The
performance negotiated between curatorial structures (festival) and performative practice
(artists): the festival renders the narratives part of an open relationship with the spectators,
de-commodifies the narrative(s) and places the performance in a dialogic framework of
the ‘buffer zone’, the framework where art is inherently an intervention. Throughout this
journey, time and space take on flesh and become charged and responsive to the
movement of plot and (hi)story but more importantly become artistically visible (Bemong
et. al., 2010) through the added voices, negotiations and recontextualizations offered
through the voice and identity of the student performers. This chronotopic view of the
telling to the re-telling of a story highlights the dynamic process constituted through the
interaction of past experience, ongoing involvement, and the yet-to-be-accomplished
goals of the actual Festival performance (Brown & Renshaw, 2006). The data provided for
this aspect is the description of the actual performance during the festival as dialogic
multimodal text.
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THE EFFECTS OF CORRECTIVE FEEDBACK STRATEGIES AND LEARNERS’
PROFICIENCY ON THE ACQUISITION OF THE GREEK PAST TENSE MORPHOLOGY.

S. loannou
National and Kapodistrian University of Athens, Greece

University of Cyprus, Cyprus

The aim of the study is to explore the effects of corrective feedback on the acquisition of
past tense morphology in beginners’ classes of Greek as a second language. For this
reason, a quasi-experimental intervention study was designed to examine: (a) the possible
impact of oral corrective feedback on the acquisition of the Greek past tense morphology;
(b) the effects of two corrective feedback strategies, namely recasts and metalinguistic
feedback on the development of students’ explicit knowledge; (c) the effect of student's
proficiency on the effectiveness of the corrective feedback strategies; (d) the interaction
between feedback type and learner’s proficiency. Eighty-six students in total, drown from
ten intact beginners’ classes of the Modern Greek Language Teaching Center of the
University of Athens, participated in form-focused production activities that aimed at
eliciting the target forms. The participants were divided into two proficiency levels (high vs
low) according to their performance on a placement test. Each class received one of the
following treatments in response to any utterance that contained an error in the target
structure: (a) recast; (b) metalinguistic feedback; (c) no feedback on the target structure.
Students’ progress was assessed based on a grammaticality judgment test that was
administrated before and after the treatment to measure participants’ development on the
explicit knowledge of past tense morphology. Results showed that the experimental
groups which received recasts and metalinguistic feedback outperformed the control
group, while no statistical significance was found between the effects of corrective recasts
and metalinguistic feedback on the acquisition of past tense. Moreover, the results
showed that the effectiveness of feedback strategies depended on the learners’
proficiency. In particular, high-proficiency learners benefited equally from both
metalinguistic feedback and recasts, whereas low-proficiency learners benefited
significantly more from metalinguistic feedback than from recasts.
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STYLISATION AT SCHOOL: MANAGING INCREASED CLASSROOM HETEROGENEITY.

B. Jani-Demetriou
ELTE Doctoral School of Linguistics, Hungary

A monolingual school’s curriculum is usually less flexible to detect and to adjust to the
diverse cultural and linguistic environment of its pupils. In these curricula, (especially non-
standard) multilingual ways of speaking, compared to the language taught at school, are
getting marginalized and disregarded. In such cases, tensions may arise between school’s
strict monolingual and standard language policies and children’s diverse linguistic
practices. Roma students in Central Europe speaking often with non-standard resources of
national languages respectively and/or Romani are often affected by such kind of
curricula: their linguistic background is not valued or remains invisible at school. This
presentation is based on a linguistic ethnographic research among students of a school in
North-Eastern Hungary, where the previously mostly homogenous group of Hungarian
students is becoming much more diverse by integrating Roma students into the classes.
The newcomer students’ different cultural and linguistic characteristics and various non-
standard ways of speaking meet the school’s standards. The presentation will focus on the
process of how the changing linguistic background of the children cause transformation
of the discourses at school.

The analysis builds on Bakthin's concept of centripetal and centrifugal forces
(Bakhtin 1981) in which centripetal forces act towards standardization and fixity, while
centrifugal forces draw on heterogeneity and fluidity. The constant interference of the
forces creates tensions in a school participants’ ways of speaking. Bakhtin’s theory focuses
on social tensions in communication as a person’s speech indexes social position, a
reflection on and an evaluation of social meanings. The presentation will be looking at
stylisation (Rampton 2014) as a response to tension in communication, which is happening
“at ritually sensitive moments” (Rampton 2014: 288).

The presented research is based on sociolinguistic ethnographic methodology, in
the form of classroom observation, interviews and schoolscape analysis. | argue that the
changing linguistic and ethnic situation of the school community has an impact on local
discourses. By examining stylisation, this presentation sheds new light on how the
changing environment transforms ways of speaking and develops new strategies in
discourse to treat ethnolinguistic difference.
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«EINAI QPAIO NA BAENEIZ OTI Ol AAAOI MEPIMENOYN NA MA©OYN KATI ANO
EZENA». OTAN O KPATOYMENOZ MAOHTHZ FNNETAI O AAZKAAOZ, ZTO MAAIZIO
MIAZ KPITIKHZ EONOIPAQIAZ.

S. Kalmpeni, E. Vassilaki, E. Gana
University of Thessaly, Greece

2TNV avakoivwon enixeipeital n avadei§n ouvBeTwv Kkal duvapikwv diepyacicv Kal
dpdoewv nou ulonomBnkav os xwpoug ypaupaTiopou (literacy sites) evrog gulakay,
anooKOMNWVTAG OTOV PHETACYNUATIOPO TWV NAPADOCIAKWY HOVTEAWY YPAUUATIOPOU OTIG
(PUANQKEG OE XWPOUG eVOUVANWONG, ENAVANPOCDIOPICHOU TAUTOTHTWY KAl NPOCWMIKNAG
ENEVOUONG TWV KPATOUPEVWY OTIG d1adikaoieg pabnong.

H napouciaon eoTialel og «naidaywyikd oTiypioTuna» and supuTtepn ev e&eliel
€peuva n onoia avtAei and Tnv KPITIKA €Bvoypagikn NPoceyyion Kal dIEPEUVA XWPOUG
YPOUMATIOPOU &VTOG (pUAaK®wV. AQETNPIa TNG £peuvag aAnoTeAoUV KATAYEYPAPHEVEG
dIaNIOTWOEIG ONWG N OXOAIKN dpvnon, N XAaunAn pabnoiakn €ToinoTnTa, aAAG Kal
(ntuaTta autoekTipnong (Mallett, 2014; Hirschfield, 2014) nou cuxvda esmdeikvuouv ol
(POITOUVTEG Ot OXOAEId (PUACKWY, €V(d aKOMN Kal N eknaideucn eviog TwV (PUAAKGV
dianoTiCeTal and Toug nelBapxikoug Adyoug (discourses) nou opiCouv To Beopikd nAaicio
(Warr, 2016). Zuvenwg, n KpITiK €Bvoypa@ikn npooeyyion avadeikvUETAl wG N MAEOV
KATAAANAN, MHE anNWTeEPO OTOXO VA ENPEPEl onuavTikeég alayeg otn (wn Twv
ouppeTexovtwy (Hagues, 2019) kai va dwoel «pwvn» OTo dIKO TOUG TOMKO MAAicio
(Fetterman, 2009).

H xapToypdgpnon Tou CUYKEKPIMEVOU XWPEOU YPAUHUATIOMOU UNOMOIEITAl HECW TNG
diXxpovNG CUPPETOXIKNG NAPATHPNONG TOU NAAICIOU TNG PUAAKNAG KAl TOU OXOAEIOU EVTOG
PUAaKAG nNapAAAnAa e ATUNEG KAl NUIOOUNUEVEG OUVEVTEUEEIG, aAPNYNOEI Kal
exknaideuTikeg OpACEIG OTIG onoieg €PNAEKOVTAl OANOI Ol OUPPETEXOVTEG: QAVTPEG
KPATOUNEVO! eKNAIDEUOUEVOI HE MPOCPUYIKO/PUETAVAOTEUTIKO UnoPabpo, eknaideuTikoi,
NPOCWMIKO (PUACKNG.

H eBvoypapikn €peuva diapudppwoe To eknaideuTikd NAAicIo Nou enéTpene va
OKOUOTEI N (PwVI TWV KPATOUPEVWY PE OPOUG CUPHETOXNG Kal eAeUBepng €kppaong.
ASlonoiwvTag, ano Tn pia nAeupd, epeuvnTika pebBodoloyikda epyaleia, kai, ano Tnv aiAn,
oUYXPOVEG MPOOEYYIOEIG OTn YAwooikn didaokalia, oxedidoTnkav kar ulonoiBnkav
evToniopéveg (situated) exknaideuTikég dpdoeig ol onoieg £divav eugpacn o d1adikaoieg
EVOUVAPWONG TWV EKNAIDEUOPEVWY PECA OTNV TAEN TNG YAWOOAG. 2UYKEKPIYEVA, N
EVEPYNTIKN aKkpOaon OIEUKOAUVE TNV EMIKOIVWVIA AVAPECSA O KPATOUMEVOUG Kal
EPEUVNTPIA, Ol OpAdeG eoTiaong e§ac@ANICAV TNV EPUNVEIA TOU NAAICIOU TNG PUAAKNG HE
gévav 100TIHO  yia OAoug/eg Tpono, ol dpaocTnpidTnTeg (tasks) evénAe§av Toug
KPATOUPEVOUG O€ EMIKOIVWVIAKEG NPALEIG pe vonua yia Tnv kabnuepivdTnTd Toug. H
avaluon eoTialel OTO NWG N Ouvépysia OAWV TwVv nNapandavw KaAaAEPynoe TIG
npolUnoBeoeig woTe n eknaideuTIKn O1AdIKATCIA VA AEITOUPYNOEI WG PIA HETAOYNHATIOTIKN
diadikacia Tng TaAuTOTNTAG TOU KpaToupevou ot Pabud nou va evBappuver Tnv

Page | 60



avaTponr Twv Napadooiakd NAyIwPeVwY pOAwv TNG d1Idaokaliag kal 0 KPATOUPEVOG va
yivel DA0OKaAAOG yIa TOUG CUYKPATOUHPEVOUG TOU.
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EDUCATIONAL DRAMA AND SOCIO-EMOTIONAL ACTIVITIES TO IMPROVE PEER
RELATIONSHIPS IN A CLASS OF REFUGEE CHILDREN.

A. Kamaretsou, M. Vitsou
University of Thessaly, Greece

This study examines the use of educational drama and activities of socio-emotional
approach in improving peer relationships inside a class of refugee children learning Greek
as a second language in a non-formal education context. The study tries to connect
literature from the field of peer relationships (van der Wilt et al., 2018; Pérez-Aronsson et
al., 2019) with theory coming from the field of educational drama (Triliva et al., 2012; Dunn
et al., 2012; Vitsou et al., 2019) and socio-emotional activities. The above are viewed into
the light of refugee experience and refugee education in Greece (formal and non-formal).
The action research included a three-circle educational intervention aiming at group
bonding, conflict management and encouragement of empathy/acceptance/self-
awareness correspondingly; and it was comprised of activities of experiental and socio-
emotional nature and activities borrowed from drama. Based on the tools employed,
there was gradually noticed a positive transformation in students’ peer relationships and
overall development. At the end of the intervention, collaboration was easier, students
developed their critical thinking and empathy skills, and they bonded more as a group.
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FACTORS AFFECTING PARENTS’ INITIAL LANGUAGE CHOICES IN MULTILINGUAL
FAMILIES.

A. Kanikli
UCLan Cyprus, Cyprus

Family Language Policy starts by choosing the target languages, that is, the languages
parents want their children to acquire. This paper examines the initial language choices
parents make in multilingual families and the factors that affect them, based on the
findings of the first phase of the Erasmus+ project ‘Planting languages’, which aims to help
multilingual families with raising their children multilingually.

The paper discusses the feelings of the parents we interviewed about their home
languages and explores how these affect home language transition. Studies on home
language maintenance or loss (Wong Fillmore 2000, Spolsky 2004, among others)
suggest that home languages are a strong bond between the family members, which
enhances family cohesion (Schwartz 2010). The analysis of the collected data shows that if
parents want to remain members of their ethnolinguistic community, they feel the need to
transmit their home language to their children, because they are proud of it.

There are cases where parents choose not to use their home language in their
communication with their children. This could be due to the fact that they want to create a
distance from their community, which could derive from negative experiences in their
childhood. Language shift could also be the parents’ mechanism to protect themselves
from traumatic memories from their home country (cf. also Tannenbaum 2005).

There are also cases where parents may decide not to speak with their children in
their mother language, because they think that this is good parenting. There are a lot of
damaging myths about multilingual acquisition such as that it confuses children, it may
cause identity problems or even language impairment. These myths may undermine
parents’ choices. The data collected from the interviews reveal that some parents believe
that they are helping their children by exposing them only to the dominant language or to
more ‘useful’ languages.

On the other hand, the interview data also demonstrate that parents who knew
popularized research findings on the positive aspects of multilingualism, planned to
maintain their home language and raise their children multilingually (cf. Piller 2001).

In conclusion, the analysis of the interview data indicates that parents’ attitudes
towards multilingualism, as well as their feelings about their home languages significantly
affect Family Language Policy.
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STUDENTS WITH A MIGRANT BACKGROUND EXPERIENCING VOCATIONAL
EDUCATION AND TRAINING IN GREECE: A CASE STUDY.

A. Karanika, V. Kantzou
Hellenic Open University, Greece

According to data provided by Eurostat, 22.3 million people residing in EU in 2018 were
non-EU citizens, while immigration to the EU from non-member countries was 2.4 million
in 2017. A basic aspect of this population’s integration is entrance to the labour market
and becoming autonomous (Cedefop, 2017). Vocational Education and Training (VET) is
an effective means to assist in this process, helping these populations experience the
transition of migration in a more humane way (Wedekind, Alla-Mensah & Fakoush, 2018).
VET is a significant policy tool to combat unemployment especially in disadvantaged
groups (Goetschy, 2001). In Greece recent data show that unemployment is higher among
migrants, especially men, as the recent economic crisis hit the economic sectors where the
migrant work force was mainly concentrated (Cavounidis, 2018). Efficient VET policies
could facilitate the migrants’ efficient reintegration into employment.

In this context, this case study investigates the experiences of students with migrant
background enrolled in a vocational school in Crete. Using qualitative research methods,
it explores issues of access to such educational institutions, students’ language challenges
as well the career guidance offered to them. Interviews were conducted with four learners
of migrant background aged 17 to 42 years as well as the coordinator of an educational
and advisory support centre (KESY). The research was carried out during the academic
year 2019-20.

Findings indicate that the students did not have access to official information about
VET prior to their enrollment. Their sources were other members of the community of
migrants and their own experiences from the educational system of their home country.
No special language provision had been offered even though all students faced
considerable challenges with terminology, class participation and the academic language
of the educational material. Students sought out non-formal learning environments to
improve their language skills, a practice that was facilitated by the schoolteachers. Finally,
the KESY centre was reported to adopt monolingual career guidance policies while the
students themselves were not aware of the centre’s existence. The implications of these
findings are discussed and recommendations for practice are suggested.
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PLACE-BASED PEDAGOGY FOR SOCIAL INTEGRATION: A CRITICAL ACCOUNT OF
AN ADULT REFUGEE LANGUAGE PROGRAMME IN THE CITY OF ATHENS.

E. Karavas, B. Mitsikopoulou, M. lakovou
National and Kapodistrian University of Athens, Greece

Connected to a critical pedagogy, place-based pedagogy stresses the importance of
experiential, contextual, outdoor and problem-based learning in the context of
multicultural and community-based education (Gruenewald, 2003). As a pedagogy which
centres around civic engagement and an ethic of care for others (Mclnerneya, Smyth &
Down, 2011), place-based pedagogy engages language learners in authentic tasks that
not only bring them out into the community (Demarest, 2015) but also contribute to its
betterment (Sobel, 2005). Taking into account that the places where we live shape our
identity and how we see our life, place-based pedagogy seems very promising as an
approach for language education for adult refugee learners since it links language
learning with community actions and may facilitate the social integration of adult refugees.
In this paper we discuss how place-based pedagogy guided the development of a
language curriculum and how it was implemented within the context of a pilot innovative
project called Curing the Limbo. This project coordinated by the Municipality of Athens
aims at the effective social integration of adult refugees (French, Farsi and Arab speaking)
who have received asylum. We will particularly focus on the initiatives taken to implement
place-based pedagogy in action through activities organized by our English and Greek
language instructors and through synergies with synAthina, a project partner which brings
together, supports and facilitates citizens’ groups aiming to improve the quality of life in
the city of Athens for both locals and refugees. Examples of good and poor practice will
be presented in an attempt to outline the required features of a successful place-based
pedagogy for adult refugees in the context of a language curriculum. When coming to a
new country refugees have lost, among other things, their social networks and are in dire
need of creating new ones (Van Avermaet, 2019). This paper will argue that when
organized appropriately, a place-based pedagogy can contribute to the formation of new
identities and new social networks for adult refugees.
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THE LINGUISTIC PANORAMA OF THE CAPITAL CITIES IN TWO MEDITERRANEAN
ISLANDS - MALTA AND CYPRUS.

D. Karoulla-Vrikki', L. Sciriha®
'European University Cyprus, Cyprus
University of Malta, Malta

This paper focuses on the linguistic landscapes - the presence of languages in the public
sphere notably on signs, notices and house names - in the capital cities of Malta and
Cyprus, namely Valletta and Nicosia (Lefkosia) respectively. Valletta and Nicosia share
much in common. Both are small capital cities in two Mediterranean islands former British
colonies, they are built within fortifications or walls, and they are officially bilingual.
Moreover, owing to their strategic geographical positions, they have had a chequered
history of invaders as clearly reflected in their monuments, buildings and museums.

The study seeks to unearth the linguistic landscape in the commercial streets of
Valletta and Nicosia. A quantitative analysis of approximately 550 photos of signs taken in
one main road in each city follows the approach by Bagna and Barni (2005) with regard to
(i) frequency of languages, (ii) dominance - in case of a bilingual signs and (iii) autonomy.
In parallel, language policy documents in the two countries are analysed qualitatively
revealing ideology and identity issues. Finally, the analysis compares and contrasts the
linguistic landscape of the two cities.
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UNDERLYING IDEOLOGIES OF MULTILINGUAL LINGUISTIC LANDSCAPE OF CYPRUS,
TRANSLANGUAGING AND PLURILINGUALISM.

S. Karpava
University of Cyprus, Cyprus

According to Li Wei (2011), translanguaging space is created by and for translanguaging.
Multilingual interaction and translanguaging promote the strategic use of language and
agency of the speakers (Garcia and Li Wei, 2014, Li Wei, 2019). Translanguaging becomes
a valuable resource as well as an ideological practice, especially in immigrant and minority
contexts (Garcia and Leiva, 2014).

This study investigates multilingual interaction and translanguaging practices of
Russian-speaking immigrants and university students in Cyprus and how/whether they are
affected by linguistic  landscape of the country of residence and
valorisation/commodification of the minority language. Linguistic landscape as an area of
research is important for the investigation of minority languages (Cenoz and Gorter, 2006)
and the role they play in discursive construction of a particular place (Torkington, 2009).

LLs are very important in the area of sociolinguistics of multilingual societies
(Wardhaugh and Fuller, 2015). A linguistic landscape, how languages are displayed in
public spaces via signs, advertisements, billboards, graffiti (Landry and Bourhis, 1997)
reflects the underlying ideologies regarding languages and their speakers (Hélot et al.,
2012), linguistic diversity, language and perceived values (Stroud and Mpendukana,
2009).

Sixty multilingual families were in the scope of our research and 30 Russian-
speaking university students. Using written questionnaires with the focus on general
background, socio-economic status and language proficiency, as well as oral semi-
structured interviews, ethnographic participant observations and oral spontaneous
bilingual/multilingual production our study attempts to describe how language is
managed through translanguaging activities in multilingual Russian-speaking families and
in higher education setting in Cyprus.

We also implemented an in-depth ethnographic landscape analysis of visible
semiotic signs in public space, trying to interpret their indexicality and deeper layers of
meaning (Blommaert, 2013; Blommaert and Maly, 2016) in relation to multilingualism
situation in the country. We focused on the main shopping streets and highway/street
billboards in our analysis. We used photographic material in our data collection (1000
photos of five geographical areas: Larnaca, Agia Napa, Nicosia, Limassol and Paphos in
line with Cenoz and Gorter, 2003, 2006, 2015; Backhaus, 2007; Lai, 2013). We have
collected the data taking the materiality of the signs (cf. Aronin & O Laoire 2012; Cook
2015) into consideration, analysed and interpreted the photos in terms of language
(monolingual, bilingual, multilingual), text, placement and surroundings, LL genre (street
signs, billboards, shop windows) in line with the principles of the symbolic construction of
the public space (Ben-Rafael et al., 2006; Ben-Rafael, Shohamy and Barni, 2010).
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It was found that linguistic landscape in Cyprus is changing and becomes more
and more multilingual. This is related to the political economy of language and space
Taking into consideration the increased valorisation and commodification of the Russian
language (Pavlenko, 2017; Muth, 2017) and the fact that Russian community in Cyprus is
one of the largest on the island, as well as the post-colonial status of Cyprus and widely-
spread usage of English throughout the country, multilingual signs can be the reflection of
translanguaging practices of both local population (English and Greek) and of the Russian-
speakers in Cyprus.
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CYPRIOT ARABIC ON THE MOVE: LANGUAGE CHANGES PROMPTED BY LITERACY
AND LANGUAGE TEACHING AS RESULT OF REVITALIZATION.

M. Karyolemou
University of Cyprus, Cyprus

In endangerment studies, researchers have since several years questioned the effects of
literacy on orality and criticized the process of codification of oral languages in so far as it
can instigate changes that might not have been previously part of the language (ex.
among others, Fernandez-West 1995 on the Sami language, Haddican 2005 on the
Basque language). Such changes are said to be often prompted by specific choices made
while codifying and standardizing the language and introduced to the speakers through
language teaching.

In this paper, we will discuss the case of Sanna, a severely endangered oral
language of Cyprus that has being undergoing revitalization (Karyolemou 2019). Among
the actions undertaken are the codification and standardization of writing and
development of teaching material. Choices that were made as regards writing and the
teaching of the language were carefully checked for legitimacy and acceptance and were
closely monitored by speakers on several occasions.

Although it is yet too soon to say anything about language changes introduced
through teaching, we would like to discuss some choices dictated by reasons of structural
clarity, grammatical accuracy or conformity to speakers’ perceptions about ‘correctness’
and ‘authenticity’ that might eventually prompt unintentional and unplanned linguistic
changes (or reverse ongoing changes for that matter). They concern more specifically:

(a) the use of a transparent morphological rendering of the expression of definiteness,

(b) the choice to regularize the order noun + adjective despite evidence that the order
adjective + noun is also widely used, and

(c) the differential treatment of loanwords and calques from Greek.

Whereas the results of the revitalization efforts have not been evaluated vyet, it is
important to be aware of the effects that our choices as planners might have on the
language learnt. Having said that, it seems to us that what is important in the process is
neither to comply to the essentialist request for an authentic language (Lewin 2019), nor
to be thrilled with the prospect of allowing newer developments in the language to
appear in the teaching material prepared, but to respond to the anxieties and requests of
the community about legitimacy and conformity, and treat them with respect, in so far as
they do not jeopardize the foundations of our own work as linguists (Cameron 1992).
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FROM ORALITY TO LITERACY: THE DESIGN AND IMPLEMENTATION OF WRITING
FOR LANGUAGES OF ORAL TRADITION.

M. Karyolemou’, M. Magklara®
"University of Cyprus, Cyprus
’Minitry of Education, Culture, Sports and Youth, Cyprus

The acceleration of language death has raised one of the greatest challenges for oral
languages since the advent of massive printing and the growth of literacy: to be written or
die. Although the introduction of a written code is often connected with providing
prestige to an oral language and thus increasing its prospects to survive, the lack of
consensus among the speakers on the future of the language can challenge the involved
supporting efforts.

In this paper, we examine some of the aspects involved in the process from orality
to literacy of indigenous languages in Greek-speaking environments. Drawing from the
development of a writing system and orthographic conventions for Cypriot Arabic
(Karyolemou 2019), an endangered Semitic language spoken in Cyprus, we examine the
extent to which this experience can be applied mutatis mutandis in the case of the Vlach
or Aromanian language, an endangered Romance language spoken in clusters
throughout the Balkans (Beis 2000, Magklara 2009, Vasileiou 2014, Ntasiou 2017).

Bearing in mind the important differences in the sociolinguistic background that
define each situation, we will discuss: (a) the ways in which ideas on literacy can influence
speakers’ attitudes on the codification and standardisation efforts; (b) the impact of a new
writing system’s introduction on shifts in symbolic power, especially among the most
educated members of the communities; (c) the linguists’ role in reaching a consensus
among the speakers in the design of a new writing system, although the choices made
might not always match the speakers’ own usage or pronunciation.
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HAEKTPONIKH MA©HZzH lNA THN ENEPFTOMOIHZH ANEZAPTHTHZ EKMA©HZHZ: H
EAAHNIKH QX AEYTEPH | ZENH FAQZZA ZTO KYNPIAKO ZYTKEIMENO.

E. Kiourti’, N. Kyriakou™?, M. Chrsitodoulou’
'European University, Cyprus
University of Cyprus, Cyprus

Evio n €§ anooTdoewg eknaideuon yivetal ohogéva kal nio dnpogIAng o dIApopoug
ENIOTNHOVIKOUG TOEIG, N €§ anooTaoewg ekpdbnon piag §evng yAwooag e§akoloubei va
gival, ano noAAég anowelg, eva kaivoupylo nedio. Ta diadikTuaka pabruata deuTepng
yAwooag diagpepouv pifikd and aAa pabnuaTta, oTa onoia ol pabnTeg/-Tpieg pnopouv
va aMnAenidpouv Kal va €niKOIVWVOUV OTn PNTPIKA Toug YAwood TOOO yia Okonoug
EvaoXOANONG PE TOV YPAPHPATIONO OCO Kal Yid OKOMoug €E0IKEIWONG PE TO YAWOOIKO
gicayopevo. H ekpabnon piag  &&vng yAwooag anaitei  éva  noAudidoTaTo,
noAunapayovTikd Kal evonoinTikG MNAQicIo  evonoinNuevo kKATw and Ouo TUnoug
peTaPAnTov: (a) ekeiveg nou oxeTiCovtarl ye To ouykeipevo kai (PB) exeiveg nou oxeTiCovTal
pe To pabnua (Krashen 1989, Stern 1991). O1 peTaPAnTEG NoU APoOPOUV OTO CUYKEIPEVO,
neprAapfavouv Ta YAWOOIKA, KOIVGWVIKA Kal eknaideuTika nAaioia, cupnepiAapfavouevoy
NapPAyoOVTWY ONWG N EKTETAPEVN XPNON TNG $EvNG YAWOOAG, 0 XPOVOG NOU APIEPWVETAI
oTn PENETN TNG, Ol KOIVEG KOIVGVIKEG NENOIONOEIG KAl OTACEIG ANEVAVTI OTNV &Evn YAwooaq,
N NONTIOHIKN €uaioBnoia, Ta KOIVWVIKA JiKTud, N €KNAIBEUTIKY) MONITIK, TO OXOAIKO
nepiPalov kai ol pebodoi didaokaiiag (Krashen 1989, Richards 2014). And Ta npoopaTa
napadeiypaTta évrunwv RiAicy, NAEKTPOVIKGOV NAATPOPHWY /KAl EPAPPOYWYV YIa TNV
ekpabnon Tng eAANVIKNG wg OelTepng N §evng yAwooag npogkuwav duo Paocika
(ntnuaTta: To npwTo, agopd oTnv €N\elwn nAaicioong Tng ekpabnong yAwoowy,
YEYOVOG 10IQITEPA ONPAVTIKO Yyia Tnv eKhabnon piag yAwooag Oe &va YAWOOIKO
nepifalov onwg eival n Kunpog. Ta nepicodTepa PiPAia | epappoyeg oxedialovTal Kal
avanTuooovTal AapPdavovrtag undyn POVO TO «enionuo» eAANVIKO OCuykeigevo Kal
noANmiopd.  Ano  Tnv  AAAn  nAeupd, Ol  EPAPHOYEG MNPOOCPEPOUV  WNPIAKEG
nalyvidonoinueveg dpaoTnEIOTNTEG KUPIWG yia Tnv ekpdbnon Ae§iloyiou peoca anod
NPOTACEIG Ol OMOIEG TUXVA €ival EVTEA®WG anonAaICIWPEVEG. AuTh N €EANAeIYn KAaTAAAnAou
eknaideuTikoU UAIKOU, KaBWG Kal 0 NEPIOPICUEVOG XPOVOG nou diaTiBevTral yia Toug/Tig
POITNTEG/-TPIEG TNG IATPIKAG KAl TNG OJOVTIATPIKNG Yia ouppeToxr ot dia (wong
paBrnpaTa AOyw Twv anairnTikK®V akadnuaikwyv Toug onoudwv, odrynoav oTov
oxedIaopo kal oTnv avanTtuén Tng nAekTpovikng NAaTpoppag "H EANAnvikr wg AeUTepn |
zevn [Mwooa vyia oirnTegltpieg laTtpikng kar OdovtiaTpikng'. To npdypappa
NAEKTPOVIKNG paBnong avantuxBbnke yia Ta yAwooikd enineda Al ewg B2,
avanTuooovTag KAl TIG TEOOEPIG YAWOOTIKEG DegI0TNTEG, oUNPwva pe To Koivo Eupwnaikd
MAaicio  Avagopdg. To npoypappd pag otnpietar o TEooeplg BewpnTiKEG
NPOOCEYYIOEIG: TO NAPadoCIakO, TO 10E0NOYIKO HOVTENO YPAUHATIOHOU, TOV WNPIAKO
ypappaTiopd kai Tnv naiyvidonoinon . Mo cuykekpipéva, uioBeTrBnke n npooeyyion Twv
Newv 2noudwv pappaTiopou (New London Group 1996, Gee 2005) pe gugpaon otnv
a&lonoinon auBevTIKWVY KEIPEVWYV, MOAUTPOMIKWYV KEIYEVWY KAl oTnV aAAnAenidpacon Tou
xpnotn. EninAéov, xpnoiponoinBnke 1o povrého Tou Jim Cummins (2000, 2001) yia Tnv
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avanTtuén KaTAdMnAou UANiKoU pe OpACTNPEIOTNTEG YVWOTIKA ANAITATIKEG 1 Mn,
eEapTowpeveg N Ox1 and To NAdicio, oI onoieg €xouv Tn duvaToTNTa va avanTu§ouv éva
gUPU paopa de&loTrTwyv. TENOG, TO NAPOV NPOYPAPHA NAEKTPOVIKNG pabnong ouvdudadlel
TN XPNON NOIKIAWY AUBEVTIKGOV KEIPEVWV KAl KEIPEVIKWV €100V, HIKPOU PAKOUG animations
ME eNeENYNMUATIKY) YPAPHPATIKY), MOAUTPOMIKWY KEIPEVWV KAl WNPIAKWV NAlyVIOoNoINueEVwY
dpPaCTNPIOTATWY PE APES AVATPOPODOTNON.
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EONOIPAQIKA AEAOMENA ANMO XQPOYZ TPAMMATIZMOY APABOOQNQN
NEQN NMPOZOYIQN.

R. Kitsiou, E. Karantzola
University of the Aegean, Greece

2TnNV Napouca YEAETN, MOU ANOTEAEI HEPOG HIAG EUPUTEPNG HETADIDAKTOPIKNG EPEUVAG OE
e&ehiEn (2019-2021), otdxo anoTtelei n digpelivnon KAl XapToypA@non diayAwooIKwV
npakTikwv (Garcia, 2009; Tsokalidou, 2017; Wei, 2017) nou xpnoigonoiouvtar anod
pHaBnTeudpEVOUG/eG KAl TOUG/TIG EKNAIOEUTIKOUG TOUG O 3 TAEEIG UN TUMIKAG eKNAideuong
YAWOOIKGOV YPAPMATIOPWY, OMNOU CUYKEKPIYEVA JIBACKETAl avTioToixa n €AANVIKM, n
ayyANiKf kKal n yeppavik yAwooa o€ ATOMA MPE MPETAVAOTEUTIKN N/KAl MPOC@UYIKNA
euneipia. H éppaon pag eivar kupiwg oTn  yAwooikry aMnAenidpacn veapwv
apaPOPpwVvwy aTOPWY KATA TNV eKPABNON TwV YAWOOWY auTwV wG deUTEPWV 1) EEvaov
MECW OUPPETOXIKNG MNAPATAPNONG O MIa Oelpd PaBnuUATwV TOUG. ZUYKEKPIYEVQ,
epappolovtag TIG apXeg TNG YAwooikng eBvoypapiag (Rampton, Maybin, & Tusting,
2007) egetaloupe kal oulnTApe KPITIKA A) TO Nwg npooeyyifeTal N YAwooa and Toug/TIig
eknaideuTikoug, PB) av kar pe noiov Tpono evBappuvovTal eVAANAKTIKEG MPAKTIKEG
YPOUHATIOPHOU PECA OTOV €KMAIDEUTIKO YAWOOIKO XWPEO MOU CUVOIAUOPPOVETAl ANo
TOUG/TIG paBnTeudpeEVOUG/eG pe BIAPOPETIKA NMONTIOMIKA KAl YAWOOIKA PenePTOPIA KAl
TIG/TOUG eKNAIBEUTIKOUG, Y) KABWwG Kal TOug TPOMNOUG Pe TOUG OMnoioug ol apaogpwvol/eg
paBnTeudpevol/eg a&lonololv Ta YAWOOIKA TOUG PENEPTOPIA YIA va avTanokpiBouv oTig
AVAYKEG TWV XWPWV YPAPHUATIOHWY NOU CUPHPETEXOUV. ANWTEPOG OTOXOG HAG TEAIKA gival
va avadeifoupe Tn onpacia Npooeyyiong TNG YAWOOAG wG OUVOETOU ONUEIWTIKOU NOPOU
(n.x. van Lier, 2004) xai Tnv npoonTikn TNng dlayAwooikoTnTag va kabioTd Tov/Tn
YAwooIkd xprioTn/Tpia €Toipo/n yia Tn diekdiknon YAWOCIKOU XWPEOU KATA TNV ekpadnon
MIag YAwooag wg deuTepng N &€vng.

BiBAloypaikég avagpopeg:

Garcia, O. (2009) Education, multilingualism and translanguaging in the 21st Century. In
A. Mohanty, M. Panda, R. Phillipson & T. Skutnabb-Kangas (eds) Multilingual Education for
Social Justice: Globalising the local (pp. 128-145). New Delhi: Orient Blackswan.

Rampton, B., Maybin, J., & Tusting, K. (Eds.) (2007). Linguistic ethnography: links,
problems and possibilities. Special issue of Journal of Sociolinguistics, 11(5), 575-695.
Tsokalidou, R. (2017) SiaaYes beyond bilingualism to translanguaging. Athens:
Gutenberg.

van Lier, L. (2004). The ecology and semiotics of language learning. A sociocultural

perspective. Boston: Kluwer Academic Publishers.

Wei, L. (2017). Translanguaging as a practical theory of language. Applied Linguistics, 1-
23.

Page| 78



KOKKINOMAAAHZ KAl KAZTANOMAAAOZ: E2QKENTPIKA XYNOETA KAI H
ANTIMETQMIZH TOYZ ANO ®OITHTEZ THZ N.E QX ZENHZ.

I. Kitsou
Aristotle University Of Thessaloniki, Greece
6th Intercultural School of Evosmos, Thessaloniki, Greece

And 26 @oITnTEG TNG veag eAANVIKNG MECTOU 1 npoxwpnuévou eninedou (nTrnbnke va
OXNMUATIOTOUV HOVOAEKTIKG CUVOETA TwV HOPPOV.

A) Bepa + Bepa + KNITIKO gniBnua (n.x kapekAonddapo -> KapekA -0 - Nodap - 0) 1
B) Bepa + AéEn (n.x YUvaIKOKATAKTNTAG -> YUVAIK -0 - KATAKTNTAG)

OTav n ouvBeTn AeEn peper TNV idia kAion pe To deUTEPO OUVOETIKO, TOTE KATA
naca niBavoTnTa npoekuye pe evwon BepaTtog pe AeEn . OTav n olvBetn AeEn €xer T
dIKf TNG napaywyikr kataAn&n nou dev TauTi(eTal pe autr Tou B ouvBeTIKOU, TOTE
unoBeToupe OTI HAANOV NPOEKUWE PE TNV Evwon duo BepdTwv. ANAN evdei§n anoTelei Kal
n B€on Tou TOVoU aPoU oTa cuvBeTa TNG popPpng BEpa + Bepa+kNiTIKO eniBnua, o Tdévog
pnopei va eivar o diagopeTikn Beon and auTrv nou &xel To B ouvBeTikKd oOTav gival
ave§apTnTn AeEn (PaAAn, 2005).

Ano Tig Ae€eig Tou epwTnUaToloyiou eniAéxBnkav ekeiveg nou anoTehouv
e&wkevTpikd ouvBeTa. MapouaialovTal Ta AdBn nou €yivav kai yivetar pia npoonabeia va
ouvdeBouv pe To eninedo eAAnvopdaBbelag kABe @oITNTH/TPIAG, PYE TN PUNTEIKA TOu/TNG N
AN\eg yAwooeg nou yvwpilel kaBwg kar pe dA\a Aabn ouvBeong (Kitoou, 2019) €Tor woTe
va ekTIuNBei av 0 oxNUATIOPOG EEWKEVTPIKWV OUVOETWY CuVIOTA pia 1ID1aiTepa SUOKOAN
KkaTnyopia.
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GREEKS IN GERMANY: SOCIAL AND PSYCHOLOGICAL PREDICTORS OF L1
ATTRITION.

G. Klein', E. Agathopoulou’, D. Papadopoulou’, C. Bongartz®
'Aristotle University of Thessaloniki, Greece

Universitat zu Kéln, Germany

First language (L1) attrition, “the nonpathological deterioration of a previously acquired
native language” (Kopke and Schmid, 2004), may depend on the age at which people
(partially) abandon their L1/are exposed to the L2 (e.g. Karayayla and Schmid, 2019), as
well as on social and affective factors (e.g. Yilmaz and Schmid, 2017). To our knowledge,
previous studies in L1 Greek attrition have focused on the factors of the age of first
exposure to an L2, as well as on the amount of exposure and use of L1/L2, without
exploring social and affective factors (Tsimpli et al., 2004; Tsimpli, 2007).

The present study concerns first language attrition among Greek immigrants in
Germany, focusing on the relation between social and attitudinal predictors of L1 attrition
and some aspects of the participants’ proficiency in Greek and German. Our participants
were 35 Greeks (20 female and 15 male) with an average age of 45.51 years (SD = 8.49)
and an average length of residence in Germany 18.51 years (SD = 9.94). They had all left
Greece after the age of 17 and lived in Germany (Munich, Nuremberg and Augsburg) for
at least 7 years. They were administered three questionnaires: (a) a sociolinguistic
questionnaire, (b) a motivational-attitude questionnaire and (c) a can-do scale, all
translated and adapted in Greek from the respective tools which originated from Monica
Schmid and adapted in other languages (see https://languageattrition.org/resources-for-
researchers/). Last, the participants were also administered a cloze test and a reading
comprehension test in Greek and German, both of C1 level of proficiency according to the
Common European Framework of Reference for Languages. All tests and questionnaires
were administered online and monitored by the first author of this study, in Germany.

We will present and discuss preliminary results regarding the correlation between
L1 Greek attrition as measured by our proficiency tests, and length of residence in
Germany, amount of exposure to/use of L1 Greek and L2 German, as well as extra-
linguistic predictors such as age, sex, education level, attitudes and motivation.
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H EMNEIPIA MEAAONTIKQN EKMAIAEYTIKQN ME/ZE NOAYIAQXZA
NMEPIBAAAONTA AIAAZKAAIAZ THZ EAAHNIKHZ.

N. Komi, E. Vassilaki, G. Androulakis
University of Thessaly, Greece

Baoikd xapakTnpIioTikd Tng oUyxpovng €KNAIBEUTIKAG NPAYMATIKOTNTAG CUVIOTOUV Ta
noAUyAwooa nepiPaAlovTa péca oTa onoia o eknAIBeUTIKOG TNG YAWOOAG KAAsiTal va
avtanokpiBei anotelecpaTika. Ta nepifdAovra autda Ppibouv  yAwooikwv  Kal
NONITIOHIKGV NMOPwYV, anaiTouv pia diagopeTik ano Tnv napadooiakn pebodoloyia,
eniPalouv Tnv KaAAigpyela dIanoNITIOPIKAG IKavOTNTAG. TO NG, woTOO0O0, Ol HEANOVTIKOI
EKMNAIOEUTIKOI UMOPEI va MNPOETOINACTOUV KATAAANAQ OTE VA AVTIMETWNIOOUV TIG
NPOKANCEIG auTeg anoTelei epeuvnTiKO (NTOUPEVO PECA OTA OUYKEKPIYEVA KABe popd
TOMIKA KAl KOIVWVIKOMONITIKA Npoodiopiopeva eknaideuTikd cupgppalopeva (Gagné,
Schmidt & Markus 2017, Kumaravadivelu 2012).

2Tnv epyaocia auTr napoucialetal To nAaiocio kai n peBodoloyia nou uioBetnOnke
yla Tnv npocappoyr eknaideuTikoU UAIKOU kal Tn didackalia Tng €AAnvikng oe duo
JIQMOPETIKEG OPAdEG OTOXO, Mia opdada evAAKwv nNpoo@UYywv Kal pia opdada
POITNTWV/TPIWV OTN JIAPKEIa NPOYPAPPATOG avTallayng. Ta pabnuaTta cuvTovioTnkav
ano To Epyaompio Mwooag Maidaywyikou Turnuatog nepipepeiakoy Maveniotnuiou,
EVW N NPOCAPHOYN Tou UAIKOU Kal ) uAonoinon Toug €yive and peAn Tou epyacTnpiou (5
NEONTUXIOKEG  (POITATPIEG, Mia  and@OITO  HPETANTUXIOKOU KAl pia  unowneia
didakTopiooca). Kowd dfova Twv pabnuatwv  anoTélece n epappoyn TG
gepyaoiokevTpikng npooeyyiong (Task-Based Language Teaching) péow digepeuvnTikcov Kal
avaoToxaoTikowv diadikaoiwv (East, 2017, Miller-Hartmann & Schocker 2018). Meoa ano
TNV KATAypapn TNng E€UNEIPiag Twv eKNAIDEUTIKWV/EUWPUXWTPIWV ENIXEIPEITAI VA
digpeuvnBei nwg n diadikacia auTr) cuvePale oTnV enayyeAMaATIKA AvanTughn Toug wg
MEANOVTIKGOV EKNAIBEUTIKWV.

Ta dedopeva Tng €peuvag avrAoUvTal and TNV AavaoTOXAOTIKN) opdda €0Tiaong
(focus group) Twv ekNAIBEUTIKWY PE TO NEPAG TwV PaBnudaTwv kabwg kar Ta aTopiKa
NUEPOAOYIQ, TIG KATAYEYPAUUEVEG OUADIKEG AVATPOPODOTACEIG KAl TA PNVUPATA MOou
avtaA\axBnkav oe Kolvwviko JikTuo KaTd Tn didpkela Twv pabnudTtwv. To uAikd
avaAuBnke NoIoTIKA Ve CUPNEPIANPONKE Kal N avaTpoPoddTNON And OPICHUEVEG ANO TIG
OUUMETEXOUOEG YIA TNV Nopeia TNG avaluong.

Baoiko eupnua TnG avaluong anoTtelei o HETAOXNMATIOPOG, o OAa oxedov Ta enineda,
TNG CUMPNEPIPOPAG, TWV CuUVAITONUATWY KAl TWV KIVATPWY CUPPETOXNG OTa pabruaTta
OAWV TWV CUPPETEXOUCWV AANG KAl TNG AvTIANWNG yia Tov pOAO TNG KNAIDEUTIKOU PECT
ota noAUuyAwooa nepifdalovrta. H yAwooiky kar NoNTIOPIKA  NoIKIAOTATA  nou
xapaktnpie Ta pabnuaTta avedel§e Tnv avaykn yia Tnv evtagn diayAwooIKWV NPAKTIKWY,
Tov poAo Tou diapecoAaPnTtn kal Tnv npooappoyn Tng di1dakTikNG pebBodoAoyiag oTa
1I810iTEPA XAPAKTNPIOTIKA KABe Kolvou. H ouvepyaTikr) KAl avaoTOXAOTIKN MOopPEia nou
akohouBnBnke katd Tov oxediaopd Twv pabnudatwv aM\d kai n katdabeon kai o
dlapoIpacpdG Tou YAWOTIKOU Kal NONITIOHIKOU PENEPTOPIOU KAl TWV CUVAICONPATWY TwV
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HaBnToV Kal Twv egPuxwTpIwy avadeixBnkav evrélel wg kabopioTikoi NapAyovTeg yia
TNV anoTeAeoHaTIKOTNTA Twv pabnudTwy, TNV KATAKTNON YAWOOIKWY KAl KOIVVIKWV
de&loTnTwV yia Toug pabnTeg/Tpieg Kal TV avanTu&n enayyeAuaTIKowV SeEIOTATWVY YIA TIG
eKNAIBEUTIKOUG /EPYPUXWOTPIEG.
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CRAFTING A SPACE TO BELONG: IMMIGRANT CHILDREN PERFORMANCES AS
LITERATE SUBJECTS IN REMEDIAL AND MAINSTREAM CLASSROOMS.

S. Kontovourki
University of Cyprus, Cyprus

The purpose of the paper is to examine how immigrant children perform as literate
subjects in public schools that largely ignore their previous and present linguistic and
educational experience. To do so, we draw on the post-structural notion of the
performative subject and utilize data from a qualitative study where data were generated
from participant observation in remedial teaching classrooms and through interviews with
children and teachers. The analysis focuses on two instances where children negotiate
established norms of schooled and literate subjecthood: first, as melancholic subjects,
they construct a sense of self in previous or out-of- school contexts that subverts their
constitution as lesser of/deficient literacy learners in the mainstream and remedial
classroom; and, second, as possible to perform differently, they reconstitute remedial
teaching (a pull-out program) as a meaningful space where they can belong. These
instances provide insights into the ways in which children’s senses of loss and belonging
cite and produce hierarchies of languages, and are inextricably linked to their intelligibility
as subjects in institutional spaces like schools and remedial programs. Such belonging is
discussed as complex given that it is often marked by power dynamics related to
children’s differential social and linguistic status.
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KOINQNIOIFAQZZOAOrIKH NMPOZEITIZH THZ FTAQZ2ZIKHZ MOIKIAIAZ THZ ATIAZOY
AEZBOY: TAQZZIKEZ ZTAZEIZ TQN HAIKIAKQN OMAAQN 20 EQZ 40 ETQN.

E. Kouniarelli
University of the Aegean

H napouoca avakoivwon €oTidlel oTn PEAETN TWV YAWOOIKWV OTACEWV TWV VEOTEPWY
NAIKIakwV opdadwv (20-40 eTwv) angevavT oTn yAwooikr) noikiAia Tng Ayidoou Aeofou
napouaoialovrag epeuvnTika dedopeva Tng didakTopikng diaTpiBRg nou PpiokeTal oe
e&ENEN. H olUyxpovn koivwvioyAwoooloyia enidicoker T dlepeUvVNON KAl TV EPUNVEIa Tou
TPOMOU MNAPAYywYyNG KAl KATAvONong TOU KOIVWVIKOU VONMATOG MOU  EVEXOUV
OUYKEKPIMEVEG YAWOOIKEG ENIAOYEG KAl TIG EVOEXOHEVEG OUVENEIEG TOUG. Eva kepalaiwdeg
(NTNUA TNG KOIVWVIOYAWOTOAOYIAG €ival n HEAETN TwV YAWOOIKWV oTaoewv (PA. pyeTagu
aNawyv, Baker 1992, Toroinrg 2001, Agha 1998, 2004, 2007,Kakpidn-Oeppdpr 2007q,
Garrett 2010 ). H onoudaidTnTa TNG PEAETNG TWV YAWOOIKWV OTACEWV €I0IKA AMNEVAVTI
OTIG PN NPOTUNEG YAWOOIKEG NOIKINIEG EYKEITAI OTO yeyovog OTI ol oTAaoelg ennpealouv
NMOANOUG TOMEIG TwV YAWOOCIKWV EKPAVOEWY KAl OUCIACTIKA ennpedfouv TNV KOIVWVIKNA
Cwn Twv opiAnTwV. H idia N oTAdon Twv OPIANTWY CUVOEETAI ApPNKTA HE TN PIwCINOTNTA
TV YAWOOIK®V NoikiAiwy, KaBwg kapia yAwooa dev «xAveTa» av Oev oTAUATAOEl va
XPNOIPOMNOIEITAl and Toug OMIANTEG TNG. H Xxpnon Twv YEWYPAPIKWY YAWOSOTIKGWY MNOIKIAIGV
napouoialel pia ¢Bivouoca nopeia Kal sival ouvdedePEVn PE OMIANTEG AYPOTIKWV
NEPIOXWV N PN HOPPWHEVWV KOIVWVIKWV opadwv (BA. petaiu alwv Kapavt{oia 2001,
Kakpidn-Qeppaprt 20073, Koupdnrg 2007). H epeuva pou Ba enixeiprioel va NapoucIaoel
Mia OIapOpPETIKN, PN ouvnBIoPEVN KOIVWVIOYAWOTOAOYIKY NMEAYHATIKOTNTA HE EVTOVN
napouacia Kal XpPNon Tng YEWYPAPIKNG YAWOOIKNG NOIKIAIag and vedTepa Aatopa. Ta
BaoikoTepa gpwTrnpaTta nou Ba anavinBolUv PAcel TwV KOIVWVIKWVY KPITNPIWV Twv
opIANTWV (NAIKia, PUAO, HOPPWTIKO €NINEdO) APOoPOUV TIG ASIoNOYIKEG AvVTIOPATEIG KAl TA
ouvaIioBNpaTa Twv NANPOMOPNTWY, TN CUXVOTNTA XPNONG TNG YAWOOIKNG NoikiAiag ot
OUYKEKPIPEVEG KOIVWVIKEG NMEPIOTATEIG EMNIKOIVWVIAG, TN XPNON Tou ypantou Adyou, Tnv
eniBupia diaTrpnong kai TNV avtaAAakTIkr a&ia Tng YAwooikng noikiAiag.
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TRANSFORMING LITERACY AND TRANSLANGUAGING PRACTICES IN LANGUAGE
TEACHING FOR ADULT REFUGEES.

V. Kourtis-Kazoullis, M. Oikonomakou
University of the Aegean, Greece

This paper discusses the implementation of Greek language lessons for refugees that that
have been taking place at the School of Humanities of the University of the Aegean
(Rhodes, Greece) from 2016 to this date. The purpose of these lessons is to empower the
refugees through language learning. These lessons lead to a process of transformation
that is constantly shaped by wider social developments and the increased educational
needs of the refugees. The language learners live in conditions of uncertainty, and they
often try to cope with painful traumatic experiences. Language learning, in this sense, is
strongly linked to the development of survival and adaptation skills in the new
environment. In order to support the refugees, a community of Language Learning,
Empowerment and Agency (COLLEA) was created. Within this community, flexible
teaching and learning practices were adopted. Furthermore, the linguistic and cultural
diversity of all group members was considered an asset and translanguaging was strongly
encouraged. This paper outlines the general context of the language lessons, but also
focuses on three specific aspects of teaching: (a) how identity texts contribute to the
creation of a COLLEA, (b) how translanguaging can be used as a teaching/learning tool
and (c) how storytelling can lead to the utilization of the cultures and languages of the
members of the community and the development of critical literacy and collaboration.
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THE TRANSLATION LANDSCAPE OF THESSALONIKI: SOME INITIAL FINDINGS FROM
A CROSS-DISCIPLINARY APPROACH TO TRANSLATED TEXTS IN PUBLIC SPACES.

C. Lees
Aristotle University of Thessaloniki, Greece

The purpose of this paper is to present some initial qualitative findings from a new IKY-
funded research project on the Translation Landscape of Thessaloniki. The term
Translation Landscape is one | have modified from the Linguistic Landscapes field of study
in Sociolinguistics. The objective of the research behind the term is to investigate the
sociolinguistic aspects of texts in public spaces that have been translated from Greek into
English in Thessaloniki, Greece's second largest city. More specifically, it approaches the
aforementioned translations through a sociolinguistic lens, drawing from ethnographic
methodology used in Linguistic Landscapes (Blommaert 2013, Androutsopoulos 2014
Blommaert & Maly 2014), whilst also taking into account the need to combine approaches
from the Sociological Turn in Translation Studies, which have largely adopted Bourdieu's
concept of habitus (1977, 1989) in an attempt to place the translator as a social being at
the centre of related academic enquiry (Pym 2006, Wolf & Fukari 2007, Angelelli 2014).

The initial qualitative findings that shall be presented here derive from public texts
that can largely be grouped into the following categories: official signs and notifications;
ad hoc signs and notices; translated texts in bars, cafes and restaurants. The findings that
will be presented will reveal several interesting aspects related to superdiverse
intercultural contact, social structures, identity, and translation practices, whilst
highlighting both similarities and differences between Translation and Linguistic
Landscapes in terms of their nature and the methods used to analyse them. To this end,
part of the discussion will also be devoted to the merit in combining approaches from
Sociolinguistics and Translation Studies, so as to better interpret the social aspects of
translation in public spaces.
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TRANSLANGUAGING PEDAGOGIES IN SPANISH FOREIGN LANGUAGE CLASSROOM:
MEANING MAKING IN TRILINGUAL SPACE FOR CHINESE STUDENTS.

Y. Li

School of Foreign Languages, Anshan Normal University, China

Translanguaging has been an emerging research field in applied linguistic. But the term
and concept of translanguaging are still new in China. A few Translanguaging researches
can be found in Chinese context with a focus on English teaching (Shan 2018; Chen 2019;
Chen et al 2019; Lu 2019; Han 2019; Zhao 2019). They examines how translanguaging
contributes to college students’ English, and how students’ multiple linguistic resources
are utilized to produce quality writing and reading. We need more researches to apply
Translanguaging idea in foreign language education in Chinese context. The paper aims
to take Translanguaging as the theoretical basis to study the use of translanguaging
pedagogies in Spanish foreign language classroom in China.

Participants in the research include 47 Chinese college students, four Spanish
instructors and one researcher. The 47 Chinese students are Spanish major beginners and
have learnt Spanish for 4 months (one semester) . They are learning college English as
second foreign language at the same time. Four Spanish instructors in the study have
different language background. Two of them are female native Chinese Speakers, who are
fluent in Spanish, know English as well. Another two are male native Spanish speakers.
One of them is fluent in Chinese and English. Another is good at English, and know some
Chinese. All the participants are researchers and actioners. We will observe, record, and
interview the participants. We also collect key documentary evidence and take
photographs.

Research questions include: (1) In what ways translanguaging pedagogies help
teachers and students communicate meaning in class, and in turn develop students’
Spanish skills? (2) Can translanguaging pedagogies in Spanish classroom is also beneficial
for students English learning? (3) How does the role of instructors with different language
background function in meaning making with students? (4) what attitudes of participants

to translanguaging in the classroom?

The formal study will begin in the 2020 Spring semester. The instructors will reach
an agreement to use translanguaging pedagogies activating students’ linguistic resource
to be engaged in the Spanish learning classroom. Students will be informed the
importance of their linguistic resource including their English and Chinese in advance.
They will be encouraged to speak and discuss in Spanish and English. After three to four
months research, we will make a final assessment of the translanguaging pedagogy,
analyze the collected data, and ultimately make some suggestions.
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EKMAOH:H AKAAHMAIKOY AEZIAOrIOY AMO AIFTAQEX0YE MAOHTES
F'YMNAZIOY.

E. Lykaki®, P. Thomou?
"HoU, Greece
University of Crete, Greece

H ekpabnon akadnuaikoU AeEidoyiou and Toug OiyAwoooug pabnteég OAwv Twv
BaBpidwyv exknaideuong anotelei Baoikd napdyovTa kal npolnobeon yia Tn YAwWOOIK Kal
yVwoTIKA Toug avanTuén, n onoia Ba Toug e§aopaliosl oxoAiKr) NPO0dO KAl NEPAITEPW
eNITUXNMEVN akadnuaikn nopeia. H evioxuon Tng Ae§iAoyikng IkavodTNTAG Twv pabnTov
auTwv opeilel va TiBeTal wg evag and Toug KUPIOUG OTOXOUG OXI HOVO TNG YAWOOIKAG
didaokaliag aAAG  kal TwV  AAWV  YVWOTIKGWV — AVTIKEIYEVWY  Tou  AvaAuTIKOU
MNpoypappaTtog 2noudwv (Zayka 2014). H kaTavonon Tou KEIPEVOU MOU NEPIEXETAI OTA
OxONIKA gyxelpidia, To onoio didAokovTal Kal KaAoUvTal va peAeTAoouV ol pabnTeg,
eniPaliel Tn diapoppwon Tng didaokaliag oTtnv kaTtelBuvon Tng PeATiwong Tng
avayvwaoTIKNG TOUG IKAVOTNTAG OTO NAQicIo TNG dIEUPUVONG TOU YAWOGTIKOU TOUG KWIIKA
pMECa anod Tov egnAouTIopO Tou Ae§ihoyikou Toug pengpTopiou (Stahl & Nagy 2006).

KaBwg n eéNeipn yvwong Tou XapnAoTepng ouxvoTnTag akadnuaikou Ae§ihoyiou
Mou anavTAaTal oTa OXOAIKA gyxelpidia eunodifel TNV KATAvoONon KATA TNV avayvwaon Kal
odnyei og eopalueveg epunveieg Tou keipevou (Carlo, August & Snow 2005), oTtdox0og TNG
OUYKEKPIPEVNG AVAKOIVWONG €ival va NAPOUCIACEl pia €pguva n onoia dieEnyxOn os duo
MIKTA TuApaTa B' Ta&ng Nupvaoiou, pe okond Tn peAeTn Tou Babuol avranokpiong oToug
YVWOTIKOUG OTOXOUG TOU PaBnupaTog Kal KATAKTNoNG akadnuaikoU Ae§iloyiou, eneita
and pntr didaokalia Tou pe NAPAAANAN vonuaTikn eneéepyacia keipgévou and To
YVWOoTIKO avTikeipevo TnG loTopiag kar alonoinon katdAnAwv oTpatnyikwv (WaATou-
Joycey 2008), 6nwg xpnon kai dnuioupyia Ae§iIkoU, Xxprion HETAPOPAG /KAl EIKOVAG K.4.
To deiypa pag nTav diyhAwoool pabnTteg pe diapopeTikd NONTIOUIKO unoPabpo kal upnAo
eninedo eAAnvopdabelag Aoyw TNG PoITNONG TOUG OTNV EAANVIKN €KkNAideucn ano vnniakr)
nAIKia.

H epeuva nepiehapPave dekaeli (16) ouvolika diIdATKANIESG, EK TWV OMOIWYV O OKTW
(8) oxediadoTtnkav kal uAonoimBnkav ano Tnv epeuvnTpia (d1IdAckouoa KAl NapaTnENTPEIA)
oUppwva Pe pIa nNpoTaon JIOAKTIKAG TOU KEIMEVOU MOU OTOXEUEl OTNV €vioxuon TNng
KaTavonong Tou pe a§lonoinon Tou Ae§ihoyiou nou nepiexeTal og auTo (Owpou 2013). O
unodAoineg okTw (8) didaokalieg TNG TUVOAIKNG eknaIdeuTIKAG napepPaong diegrxOnoav
KaTAd TO MNPOTUMO Twv NAapadooiakwv-oupPaTikov didackaliwy, Xwpig va Tibevtal
dnAadr cawpeig kal eviaiol Ae§hoyikoi oToxol. H a§iohdynon Twv anoTeAeopdTwyv TG
exnaideuTiknG napépyPaong (mapdAAnAa pe emTéNIa KAl AVACTOXAOTIKY) KATAypadpr))
€deike OTI o1 nelpapaTikég didaokalieg Ponbnoav Toug diyhAwoooug pabnTég va
KATAKTAOOUV TO akadnuaiko Ae§AOylo Tou Keipyévou nou didaxBnkav kar va

avtanokplBouv Pe eniTuxia 0TOUG YVWOTIKOUG OTOXOUG TOU uabrjuaTtog.
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DRAGONS IN CYPRIOT FOLK TALES: TRANSFORMING SPACES OF LITERACY
THROUGH LOCAL LITERATURE, TRANSLANGUAGING AND DIGITAL STORYTELLING
IN A CYPRIOT PRIMARY CLASSROOM.

V. Macleroy’, S. Stavrou?
'Goldsmiths, University of London, United Kingdom
Cypriot Ministry of Education, Culture, Sport and Youth, Cyprus

What happens when children begin to frame oral folk tales from their community through
the lens of a camera? This presentation will look at research findings from an international
literacy project ‘Mythical Creatures and European Folk Tales’ (2018 -19). The research
project was run in partnership with the Fairy Tale Museum, Nicosia, Cyprus; the University
of Luxembourg; and Goldsmiths, University of London as part of the wider Critical
Connections Multilingual Digital Storytelling Project (2012 - present) and funded by
Language Acts and Worldmaking (AHRC Open World Research Initiative). The project
created spaces in schools for young people to transform local folk tales into bilingual
digital stories to present at a film festival in the Curzon Cinema, London. The aims of the
project were to: connect children with their cultural heritage and oral traditions of telling
tales; develop children’s imagination and love of stories; embrace children’s literacies
across languages/language varieties; and creative use of digital technology.

The case-study of a Cypriot primary classroom presented here builds on the
ongoing collaboration between the teacher, drama educator, and project director and
their key research findings from working together in the field of digital storytelling:
‘'moments of creativity, spaces of translanguaging and inter-thinking were key elements
during the whole process that enabled students’ narrating about imaginary places’
(Stavrou et al., 2019: 18). As a researcher in the field of translanguaging, the teacher was
keen to experiment further with shaping new language pedagogies in the classroom. In
this case-study, digital storytelling was implemented as part of a language awareness
programme in connection with local literature. The approach to local literature was
developed through Cypriot folk tales written or narrated in the linguistic variety of Cypriot
Greek. We discuss how this is a new approach to language learning, literacy and literature
in a Cypriot classroom, as there are no thematic literature units in Cypriot Greek or in the
official Cypriot curriculum. Incorporating digital storytelling into this approach provided
the students with an authentic purpose for reading the Cypriot folk tales to create their
own digital story. Including drama provided space within the literature curriculum for
students to process and interpret the meanings of local literature.

The research findings from the digital storytelling process and the digital story
itself, reveal how the nine-year-old students were able to think, discuss, explore and
evaluate Cypriot folk stories through both linguistic varieties of Cypriot Greek (CG) and
Standard Modern Greek (SMG). The presentation looks at how engagement with digital
storytelling can enable children to construct narratives across their linguistic varieties and
capture the voices, songs and stories of their communities.
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COMMODIFYING HERITAGE LANGUAGES: A CASE STUDY OF A CZECH
COMPLEMENTARY SCHOOL IN GREECE.

C. Maligkoudi™?, N. Gogonas?* ?

'Aristotle University of Thessaloniki, Greece

’Hellenic Open University, Greece

*National and Kapodistrian University of Athens, Greece

Language commodification describes how language has become reconfigured for market
purposes and treated as an economic resource within the globalized new economy
(Holborrow 2015, Heller and Duchéne 2012). Globalization has been defined as a
proliferation of cross-border flows (Castles 2006), and in many cases ethnic groups in
contexts of migration make efforts to maintain their affiliation with their country of origin
and to preserve their ethnic and cultural identity. Complementary schools aim for the
development of an ethnic-mother tongue and a corresponding ethnic identity of migrants
(Chatzidaki and Maligkoudi 2013). This qualitative study, attempts to explore the language
ideologies and management strategies of six families whose children attend a Czech
complementary school in Thessaloniki. Our data derive from interviews with parents,
children and teachers, class observations and children’s language use logs. Contrary to
previous research evidence which points to a reluctance on the part of the pupils in
attending complementary schools (Gogonas and Kirsch 2016), as they may consider the
heritage language less prestigious and less useful than the dominant one (Kirsch 2019),
the results of the present study indicate that both parents and children wish to maintain
the heritage language not only for reasons of identity but mainly because they consider it
a highly valued commodity (Cameron 2012).
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NOAYTAQZzZIKH ZYMNEPIQOPA METANAZTQN KAI MPOZOYIQN MAGHTQN ME
ZTON ZXOAIKO XQPO: MIA ZYTKPITIKH EPEYNA ZTON BOAO KAI THN AMOIZZA.

M. Malliarou, G. Androulakis
University of Thessaly, Greece

H avakoivwon apopd oTa NpeTa anoTeAECPATA €peuvag n onoia PpiokeTal oe e§eNiEN
oTnv nepiloxr) Tou Bolou kai Tng Augpicoag. MpooavaToAileTal oTnv nepiypadr] Twv
YAWOOIKGOV €MAOY®V KAl NPAKTIKWV pabnTov pe di/noAuyAwoco unofabpo kaTta Tn
METAEU TOUG eNAPr OTO OXOAIKO XWPO, wOTe va avadelxBouv ol YAWOOIKEG TOUG andWeIg
KAl KOIVWVIOYAWOOIKEG TOUG OCUMNEPIPOPEG. Me Tnv MoIOTIKA €Ppeuva  YAWOOIKNG
eBvoypapiag nou diegayeTal, diveTal oTNV €PeUVNTPIA N duvaTOTNTA, HECA ANd PENETEG
eBvoypapikol TUNouU Nou nepIAapPAvouv CUPPETOXIKA NapaTrhenon Kail die§aywyn nui-
dopnuevwy ouvevTelEewv Pe Toug pabnteg, va epPabuver oTo uno peAéTn nedio,
€NIDICOKOVTAG VA VONUATOOOTNOE! TIG EVEPYEIEG TWV CUPHPETEXOVTWV KAl TIG APNYHOEIG
Toug, KaBwg kal Toug TPodMoug nou autd diactaupwvovtal (Glense, 2018) woTe va
katavonoer oe PdabBog «kal va OKIQypagproel  TIG «KOIVWVIOYAWOOIKEG  TOUG
npaypaTtikdéTnTeg» (Dovchin, et al., 2018, 6n. avap. Canagarajah & Dovchin, 2019: 131;
Dovchin, 2019: 339).

To oxoAeio npooeyyileTal apxiKA wg XwPOG nou PpiokeTal og Aueon cuvapTnon
ME TO KOIVWVIKO OUVOAO PE OKOMO TNV avixveuon Kal Tnv avadei§n Tng gwvng «PwPavy»
opadwv (Ardener, 2007:75), 6nwg auTAg TWV PETAVACTWY KAl NPOo@UYwv padnTtov. H
€peuva nou dieayeTal oTo OXOAKO NAadioclo, oe pia npoonabesia npooeyyiong Tou
BepaTog «ek Twv €0w», eoTialel 0Ta PBICOPATA TOUG KAl OTOV TPOMO PE TOV OMNoio ol idlol Ta
vonuaTtodoTtouv (Coupland, 2009: 312), e§ayovTag pe auto Tov Tpono dedopeva yia Tnv
KOIVGWVIOYAWOTIKI) TOUG CUNMNEPIPOPA.

EidikoTepa, yeoa oTn oxXoAIkn TAgn NpoTePAIOTNTA TNG Napoucag eBvoypagIkng
€peuvag anoTelei N avadeiEn Twv YAWOOIKWY PENEPTOPIWY KAl TNG YAWOOTIKNG XPNOoNg,
NPAKTIKNG KAl CUUNEPIPOPAG TWV HETAVAOTWV KAl NPOooPUYywV PabnTwv katd Tn
didpkela Tng eknaideuTikng diadikaciag, dnAadn kaTta Tn die§aywyn Tou pabnuaTtog Kai
TN CUMMPETOXN TOUG O auTO, KABWG Kal KATA TNV ENAPT) TOUG Y€ TOUG EKNAIDEUTIKOUG KAl
TOUG CUPPaBNTEG Toug. MapdAAnAa, enidicokeTal va anotunwBouv ol avanapacTAceig Kal
ol andWeIg Toug yia TIG YAwooeg nou yvwpilouv, nou pabaivouv Kal nou Xpnoigonoiouv
OTO OXOAIKO NMAQiocio.

EmnAéov, pepog Tng €peuvag e§etalel Kal Neplypdgel TN YAWOOIKN XPAon Kai
OUUNEPIPOPA TWV CUHPHETEXOVTWV OXI HOVO OTIG di/NOAUYAWCOEG OXONIKEG TAEEIG nou
oIToUv, aAA\d Kkal OTo eupUTEPO OXOAIKO MNAdiolo, dnAadn KiI €KTOG TNG OXOAIKAG
aiBouocag. H aulf Tou oxoleiou anoTelei xwpo aAnAenidpaong peTagu ocuppabnToy,
PIAWY, PUAWLV KAl TAUTOTATWY, YAWOOWYV, aiwy, AnOWewv, OTACEWV KAl JOPACEWY
(MaToayyoupag, 2008). Enopévwg, kpiveTal avaykaia n eEETaon kai Tou ev AOyw XwPEOU
dpdong kal aA\nAenidpaong Twv HPETAVACTWV KAl NPOC@PUYwWV pabnTtwyv, woTe va
EVTOMIOTOUV Ol OXECEIG MOU avanNTUOOOUV OTO JIGAEIYpPa PE Toug opoebveig ki aA\ogbveig
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ouppaBnTeg Kal piloug Toug, r)/kal ye aAa npocwna Tou oxoAegiou (n.x. EKNAIBEUTIKOG
NG Ta&NG, exnaideuTikOg TuApaTog T.Y.- ZEM, k.a.).
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TRANSLANGUAGING AND CODE- SWITCHING IN TEACHING GREEK AS A SECOND
LANGUAGE TO MIGRANTS AND REFUGEES: THE EXAMPLE AND CHALLENGES OF
“AGALIDE".

M. Markodimitrakis™ 2, H. Sefentin?
'Bowling Green State University, United States
2A&M Kalokairinos Foundation, Greece

In the past few years, in many Greek as a second language educational contexts, a
prevailing paradigm is the exclusive use of the target language in the classroom. However,
this paradigm does not often take into consideration that most migrants and refugees in
Greece, especially those from Middle-East or African countries have a bilingual or even a
multilingual background (Vogel & Garcia, 2017). Billingual individuals use their linguistic
resources fluidly for communication and sense-making purposes (Garcia, 2009), which
often means using multiple languages they know in the classroom environment to explain
to peers but also grasp metalinguistic concepts. The main principals of “Agalide”, the
Greek language and culture program we founded in Iraklion, Crete in 2018, are inclusion
and visibility; Greek language instruction complements our goals for communication and
exchanging of ideas among adult students of extremely diverse backgrounds. One the
main impediments to the learning process is the variety of nationalities, regional
languages and levels of fluency in the target language or even in English, as a language of
instruction in some cases, within the classroom. The challenges make the role of
translanguaging (Garcia, 2009) important to this program and its curriculum development,
leading us to use two main tools: Code- switching and Augmentative Alternative
Communication Methods and tools, such as the Picture Exchanging Communication
System. Through an ethnographic account of our process of designing the school and
constructing curriculum development, as well as two examples of students attending the
school, we hope to present how “Agalide” operates within a multicultural classroom
environment, while taking into consideration linguistic and social challenges related to
Greece's refugee crisis, and the multidimensional needs of the adult students, particularly
in connection with the instructors’ capacity of meeting them and navigating administrative
goals set by the organizations that fund the programs.
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AIAAZKAAIA THZ TAQZZAZ KAI TQN KEIMENQN: NOZEZ TIPAMMATIKEZ
AIAAZKONTAI; MOZEZ EIAIKOTHTEZ AIAAZKOYN TO MAOHMA AYTO;

A. Michalis
University of Athens, Greece

Eivar oe peyalo PaBuo anodektd oTn oUyxpovn €KNAIOEUTIKA MEAYUATIKOTNTA OTI N
didaokalia Tng npdTUNNG YAwooag 1coduvapei pe dIdaokaAia Tng onueiwong
(Koutooyiavvng 2017) . Auto ocupPaivel, S10TI 0Tn oUyxXpPOovN Kolvwvia TnG NAnpogopiag
Kal oTnv enoxn Tng paydaiag avanTtuéng Tng WwngIlakng Texvoloyiag, n enikoivwvia
NEAYUATOMNOIEITAl PECW MNOAUTPOMIKWV KEIYEVWYV: Pe AAAa AOYId, N KATAOKEUN TOU
KEIUEVIKOU VONMATOG EMITUYXAVETAl PEOW TnG ouUvBeong evog apiBuol onUEIWTIKGWV
noépwv (ypantoUu AOyou, EIKOVWYV, JIAYPAPHATWY, XPWHATWY, YpappaToosipwyv). O
OUYYPOPpEAG TWV YPANTWV KEIPEVWYV €ival OTn oUyXpovn €nikoivwvia oXedIaoTNG Kal
EVOPYXNOTPWTNG ONUEIWTIKWV TPOMWY, EVEK O AVAYVWOTNG €ival ENIOKENTNG ICTOTOMNWY KAl
ioTooehidwv (Kress 2001, Kress 2004). KaBe onueiwTikog ndpog oupgpwva pe Tov Kress
(2011) cupPAaNAer pe diapopeTikoUg TPONOUG and Toug AANOUG TPOMOUG OTNV KATAOKEUN)
vonuaTog, kaBwg digneTal ano 1diaiTepa xapakTnpioTika (affordances) kar ouykekpipgvn
UAikfy ouvBeon (materiality). Eniong, ouppwva pe Tov van Leeuwen (2011, 2015), k&Be
ONMEIWTIKOG TPONoG XapakTnpeileTar and dIa@oPETIKOU TUMOU YPAUHATIKA dopn: Onwg n
yAwooa anapTileTal and pwvnpaTa, JopPnuaTa, AeEeIg, ppAcelg, NPoTATEIG, N EIKOVA
ouvTiBeTal and avuopaTa, oxNuaTa, Oykoug kal BAaBog / npoonTikr), evéd TO XPWUa
ouVvioTATaAl And CUYKEKPIPEVEG AMOXPWOEIG, (PWTEIVOTNTA KAl KOPETHO.

Bdoel Twv 0Oedopévwov nou neplypdpnkav oTnV MNponyoupevn napdypago,
avaguovTal Ta akoAouBa gpwTAUaATA: OTnN CUYXPOVN EMIKOIVGVIAKN KAl €KNAIOEUTIKNA
npaypaTikdéTNTa, n d1daokalia TnG YAWOOAG KAl TwWV KEIPYEVWV OTO OXOAEio €ival
anokAeloTIKG Bepa Twv PIAoAdYwv; ZupPdaiouv kal eknaldeuTikoi AANAwWV €IBIKOTATWY,
kaBwg nTouv and Toug PABNTEG TNV NAPAYWYN KEIPEVWV CUVAPWY PE TO NEPIEXOUEVO
Tou paBnuaTog Toug; Adyw TNG NOAUTPOMIKOTNTAG TWV KEIPEVWY, MOIOG €ival O POANOG
TV KABNYNTOV Twv E€PAPPOOHEVWY TEXVWV KAl Tng aiobnTikng aywyng oTn
ouveldnTonoinon and Toug HabnNTEG TOU OAOU TwWV CNUEIWTIKWV TPOMNWY OTNV KATACKEUN
VONMATOG TOOO 0t avagopikd / dnAwTikO / avanapaoTtaTtikd eninedo 600 Kal o
ouvunodnAwTikd / dlanpoownikd eninedo; Kar To nio onupavTikd €poTnua egival To
akohouBo: o1 kaBnynTeg €xouv Tnv KATAPTION, TNV endpkela, Tn BOeAnon kai Tnv
ETOINOTNTA va avTanokpiBolv OTIG anaITAOEIG Tou CUYXPOVoU OxOAeiou PAcel Tou veou
EMNIKOIVWVIAKOU KAl TEXVOAOYIKOU ToMiou;

2Tnv napouca eionynon, napoucialovtal Ta anoTeEAECPATA €PEuUvAG, N onoia
KiviiOnke og duo afoveg:
a) oTn digpelvnon TNG NoldTNTAG APEVOG TOU OXOAIKOU gyXeIpIdiou TNG VEOEAANVIKNG
yAwooag TnG TpiTng Ta&ng Tou Aukeiou (T€Bnke oe kukAopopia To 2019) kal apeTEpoU
Tou eyxelpidiou Tng OeUTEPAG TAENG TwWV ENAYYEAUATIKWV AUKEIWYV OTO YVWOTIKO
AVTIKEINEVO TwV «apXwv ouvBeong» 6cov agopda Tn didackalia Tou pdAou Kal TNG
AEITOUPYIAG TWV ONUEIAKKOV NOPWV KAl
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B) oTnv e€eTaon Twv andwewv PIAOAOYwV Nou dIdACKOUV 0TO AUKEIO KAl KaBnynTov Twyv
EQPUPUOCPEVWV TEXVWV OXETIKA HE TNV €NAPKEId TOUG, TNV ETOINOTNTA TOUG KAl TO
unoPRabpod Toug avapopikd pe TNV KAANIEQYEIQ MPAKTIKWV NOAUTPOMNIKOU YPAUHPATIOHOU
oToug paBbnTeg Tou Aukeiou (eninpdoBeTa, digpeuvaTal Kal n 1Id9eooyIK dIACTACN TWV
AvTIANWE®OV TOUG OCOV a®opd Tn MEPIKN unokatdoTaon Tng yYAwooag and AaAAoug
ONMEIWTIKOUG NOPOUG OTNV KATACKEUT VONMATOG).

Ta anoTtehéopaTa TNG €peuvag avalvovTal kar oxohialovTal €pUNVEUTIKA OTO
nAaiolo Tng napoUloag €101 YNoNG.
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(ATYMH) AIAAZKAAIA (APABIKHZ) FTAQ2ZAZ Q2 ME2ZO AOMHZHZ THZ
OPHZIKEYTIKHZ TAYTOTHTAZ.

T. Michelakaki

University of Crete, Greece

H Aeiroupyia atunwv dopwv eknaideuong sival ouvnBeg paivOpevo O PHETAVACTEUTIKA
nepiPalovTa kal oToxeuel oTn di1Idaokalia TnG YAWOoag Kal Tou NONTICUOU og naidid
METAVAOTEUTIKWV KOIVOTATWYV. 2UXva O€ Ol MOPYpEeG eknaideuong 10puovTal Kal
enonTevovTal ano BpnokeuTikoUg @opeig akpiBawg eneidry n Bpnokeia AseiToupyei
OUVEKTIKA KAl OUVOETIKA anoTpenovTag evdeXxOpevn nAfen NoNITIOPIKA apopoiwaon n/kal
YAWOOIKH PETAKIVNON.

H épeuva yia Tn Asimoupyia Twv ATunwv Kal €0eAOVTIKWV AUTWV HOPPOV
eknaideuong eoTialel kupiwg oTn YAwooikr OIdaokalia Kal YyAWOOIKH MNPAKTIKN
(translanguaging) (Mahiykoudn & Xatlndakn, 2018) i otn yAwooikr diathpnon /
petakivnon (Moywvag, 2012), eveo n ddpnon NONITIOUIKNG TAUTOTNTAG NpooeyyileTal peoa
anod Tn YAwOoOoIkr TauToTNTA.

2Tnv napouoca g€peuva enixeipeital va avadeixBouv o1 diadikaoieg dopnong
BpnokeuTIKAG Kal KAT' €NEKTAON NONITIOPIKAG TAUTOTNTAG peoa and Tn didaokalia Tng
apafikng yAwooag. MNpokeiTal yia pia pIKkpoeBvoypagikn €peuva PEAETN NEPINTWONG OF
apafikd oxoleio oe nepipepeiakr) noAn Tng EAAGdag 1o onoio napakolouBouv 30
nepinou pabnTeg KUPIWG CUPIAKAG KATAYwynG Kal diddokovTal Tnv apafikr) yAwooa Kal
pouocouApavikr) Bpnokeia. To oyxoleio Aeitoupyei kaBe 2aPPaTo kar Kupiakn avtioToixa
yla Ta duo enineda pabnTwv (apxapiwv Kal NPOXwPENHEVWY) OTO XwpPo Tou TCapioU Tng
noAng. H xpovikr nepiodog oculloyrg dedopévwv nTav To didotTnua lavouapiou -
MapTtiou 2020 kar Ta peBodoloyikd epyaleia nou ypnolgonoinBnkav ATav: a.
napatnpnon didaokaliwv B. cuvevteugn pe paBNTEG Tou OxXOAEioU, TOV EKNAIOEUTIKO KAl
yoveig Twv pabntov. Méoa ano Tnv napakolouBnon Twv diIdackalicv OTOXOG NTAV N
KaTaypagn TG YAwWOoOIKAG OIdaokaAiag aAAd KUpPIwG TOU MEPIEXOPEVOU AUTNG, TWV
JIOAKTIKWV eYXEIPIDiwV KAl TOU TEAETOUPYIKOU Nou akoAouBeiTal npiv, katda Tn didpkeia
Kal JeTA and auTnv (aTopikr kal opadikn npooeuyxn ). Eve, avrtioToixa, peéoa ano Tig
ouvevTeUEEIG €MIDICOKETAl N KATAYPAPH TwWV ANOWEWV Twv pabnTov kar To nwg
KwOIKOMOIOUV KAl NEPIYPAPOUV TNV EUNEIPIA POITNONG OTO CUYKEKPIUEVO OXOAEio Kal
and TNV NAEUPA TWV YOVEWV MWG KATAYPAPOVTAl Ol OTOXEUOEIG TOUG OE OXEON ME TN
KaAAigpyeia Kal dlaTnpnon TnG NioTng oTa naidid Toug.

Ta anotehéopaTta TNG €peuvag avadeikvUouv OTI ol yoveig anogaaciCouv va
oTeiAouv Ta Naidid Toug OTO ICAAPIKO OxOAeio yia va diatnpnbouv ol BpnokeuTikeg Kal
noAmoTikeg afieg Toug (Musharraf & Nabeel, 2015) aA\d kar eneidr) emdiwokouv va
npooTaTeUoouv Ta Naidid Toug and NTUXEG Tou eupuTepou noAimiopou (Glen, 2018). TNa
Toug dpaPeg pabnteg Ta oxoAsia AuTA aAnoTeAOUV «ACTPANEIG XWPOUG» Anodoxng Kal
evdeyopevwg avanTuéng TautoTrTwy avtiotaong (Castells, 2010).
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“A MOTIVATING FORCE"”: STUDENT AND IN-SERVICE TEACHER ATTITUDES
TOWARDS TRANSLANGUAGING IN INCREASINGLY MULTILINGUAL EFL
CLASSROOMS IN CYPRUS.

G. Neokleous

Norwegian University of Science & Technology, Norway

Recent research on EFL acquisition promotes a hybrid approach to teaching that takes
into consideration the number of other languages known by the learner (Cenoz & Gorter,
2014; Garcia, 2009; Hornberger & Link, 2012). Cenoz and Gorter (2014) postulate that in
today’s globalized world educators should treat learners as multilingual speakers and
integrate their students’ full linguistic repertoires into their classrooms. However, over the
years, research has restricted its scope to theorizing perspectives lacking empirical
classroom studies that would bring interview and classroom together and shed light on
how teachers and students perceive multilingual practices to strengthen current EFL
pedagogies (Flores & Aneja, 2017).While the term translanguaging has been
conceptualized to describe the current multilingual turn as it “potentialize[s students’]
ability” (Garcia, 2009, p. 323) as “emergent bilinguals” (p. 322), it has encountered
considerable resistance from in-service teachers (Malsbary & Appelgate, 2016; Flores &
Aneja, 2017). This resistance is often the result of the limited coverage in the literature but
also in teacher-training programs (Malsbary & Appelgate, 2016; Flores & Aneja, 2017).

In Cypriot classrooms, the increasing number of multilingual and multicultural
students resulted in challenges that did not characterize the monolingual teaching
approach that has for years prevailed (Ministry of Education & Culture Cyprus, 2019). The
purpose of this study is to understand the ways in which public-school teachers in Cyprus
cope with the surge of linguistically diverse students but also the shift to more pluralist
discourses with flexible languaging pedagogies that recent research revealed (Wei, 2017).
In this qualitative research, seven EFL classrooms in four state schools in Cyprus are
observed and the seven teachers along with their students are interviewed. The research
questions the study seeks to address are:

a) what are EFL students’ attitudes towards translanguaging?
b) what are EFL teachers’ attitudes towards translanguaging?

c) what are EFL teachers’ and students’ practices towards translanguaging in Cypriot
public-school classrooms?
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DIGITAL TECHNOLOGIES AND REFUGEE LANGUAGE EDUCATION: TEACHER
PERSPECTIVES FROM GREECE.

A.O. Tzirides
University of lllinois at Urbana-Champaign, United States

This paper aims to explore the ways that digital technologies can enhance second/foreign
language learning and instruction in general, and within the context of refugees in Greece
specifically. Approximately 76,000 refugees and migrants have arrived and remained in
Greece since the 2015 flow (UNHCR, 2019). This major influx of refugees brought
attention to the language education of this population.

Given the unique characteristics of this population, digital technology is a feasible
and sustainable solution by providing the ability to work with multiple languages at once
and offers portability features for people in transition and unstable situations. This paper
presents semi-structured interviews from teachers and volunteers working with refugee
students in Greece and their perspectives on the use of digital technologies and Artificial
Intelligence (Al) techniques in teaching and learning of Modern Greek as a second
language.

The research questions associated with this study include the following:

1. What are the needs of teachers within this context and how can digital technology be
useful for them?

2. What technology design features would better support refugee language education in
Greece?

3. What are the potential challenges for teachers working with Al-enhanced educational
software?

Findings will illustrate the current context of technology and Greek refugee
language education, the needs that teachers have in this field, and the applicability of
digital technology and Al-enhanced techniques to improve current educational
approaches. Finally, interviews will explore the capacity for teachers to deploy a
pedagogical approach through advanced technologies and the potential challenges
within this context.
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SHOULD WE TEACH THE DIALECT? VIEWS OF TEACHERS OF GREEK AS A SECOND
LANGUAGE AMIDST A DIGLOSSIC SETTING.

I. Orphanide, A. Hatzipanagiotidi
Frederick University, Cyprus

Cyprus is a country where two distinct forms of the Greek language are used: Common
Greek and Cypriot Dialect. The socilinguistic setting fullfills almost all criteria as set by
Ferguson (1959) and has long existed in the island, with Cypriots continuing to use the
dialect in everyday situations (Oppavidn & Xat{nnavayiwTidn, 2019). At the same time,
globalisation has led to the increase of immigrant influx to Cyprus, who learn Greek in
order to have a better quality of life. Are immigrants affected by the diglossic situation?
What are the teachers' views on the matter? Do they feel that their students need the
dialect, in order to reach communicative competence (cf. Hymes, 1972)? Do they feel that
certain dialectal aspects should be included in their lessons? Do their views relate to their
attitude towards the Cypriot dialect?

Qualitative semi-structured interviews were conducted with seven teachers of GSL
concerning firstly their experience in teaching Greek in the diglossic setting of Cyprus,
secondly their attitudes towards the Cypriot language and lastly their views towards the
need to expose students of GSL to the dialect or not. Data were analyzed using the
continuous comparison method and results are discussed, with suggestions for furher
reasearch.
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TONOOETHZEIZ MAEIONOTIKQN KAl METANAZTQN/TPIQN MA©HTQN/TPIQN
ANENANTI ZTOYZ/ZTIZ MPOZ®YIEZ/IZZEZ: ZYTKAIZEIZ ME KAI ANTOKAIZEIZ ANO
TON EONIKO AOTO.

N. Panagaki’, A. Archakis’, V. Tsakona®
"University of Partas, Greece
’National and Kapodistrian University of Athens, Greece

2TIG OUYXPOVEG KOIVWVIEG, O TUVEXWG AUEAVOHEVOG apIBUOG ATOPWY HETAVAOTEUTIKAG KAl
NPOCMUYIKNG NPOENEUONG EXEI WG AMOTEAECHA TN cuvUNap&n dIAPOPETIKWY NONTICHGWY
Kal YAwoowv. 2TIG oUVOAKEG QUTEG, ouxvd Ioxuponoieital o €Bvikdg Aoyog (national
discourse), o onoiog, evioxUovTag TNV YAWOOIKA KAl MONTIOUIKI) OMOIOYEVEID, OIKOOOWEI
AVIOEG OXEOEIG METASU HPETAVAOTWV/NPOCPUYWY KAl MAEIOVOTIKWV Kal npowdei Tnv
ApOPOoIwoN TWV NPWTWV NPOG TOV NONTIOMO Twv deuTepwv (Archakis 2016). 210 nAaicio
auTO, EPEUVEG MOU PEAETOUV TIG OTACEIG TWV NMAEIOVOTIKGWV HaBnTov/Tpiwv anévavTt oTnv
ETEPOTNTA deixvVOouV OTI DIAKATEXOVTAI ANO NPOKATAANWEIG Kal Eevopofikeg Taoelg. ETol,
NapaTnNPEiITal €MIPUACKTIKE | APVNTIKN QAVTIUETONION TWV HETAVAOTOV/TPIWV KAl
1IB1aiTepa Twv NpooPUywv (PA. evd. Lynch & Lodge 2002, Tormey & Gleeson 2012).

AapPavovTtag undywn Ta napandvw, OXeJIACAPE HIA €PEUVA PE OKOMoO va
dlepeuvnooupe TIG OTACEIG aBnTov/Tpickv TnG E' kar 2T AnpoTikoU anévavTi oToug/oTIg
npoo®uyeg. Na TN ouAoyr) Twv dedoPEVWY HAG DIAPOPPWTAE EVA EPWTNUATOAOYIO, TO
onoio ansguBuveTtal oe TA&EIG ANOTEAOUPEVEG TOOO ANO NMAEIOVOTIKOUG/EG HaBNTEG/TPIEG
000 Kal ano PabnTEG/TPIEG PETAVAOTEUTIKAG KAl NPOOPUYIKAG npogleuong. O oTox0g
TOU €pwTnUaToAoyiou egival n avixveuon Twv Adywv and Toug onoioug avtAouv ol
pHaBnTeg/Tpieg (NAEIOVOTIKOI/EG KAl PETAVAOTEUTIKAG KATAYWYNG) YId TNV SIapop@won
TWV OTACEWY TOUG AMNEVAVTI OTOUG NPOCPUYEG.

2Tnv avakoivwon auTr) Ba dei§oupe nwg, aglonoiwvTag TNAEONTIKA anoonAopaTa
OTa €PWTNUATOAOYIA PAG, PNopoUpe va peleTnooupe TIG oTdoelg (Baker 1992) Towv
HaBnTV/TpIkV Tou JeiydaTOG HAG O OXEON ME TIG NpoTponeg Tou eBvikoU Adyou. 2To
nAaiolo auTd Ba NAPOUCIACOUPE OPICHEVA NPWTA ANOTEAECPATA ANO TNV MIAOTIKA PAG
€peuva. EIOIKOTEPA, KATA Tnv KATAOKEUN Twv gpwTnuaToloyiwv a&lonoinoape
TNAEONTIKA ANOCTMACUATA MOU MNPOEPYOVTAlI ANO  €IONCEOYPAPIKEG €EKMOMUMEG KAl
AMOTUMMVOUV ANOWEIG MONITWV ) TOMIKWY (POPEWV YIA TOUG/TIG Npoopuyeg. H KpITikn
avAAuon Twv anoonacpaTwy auTwv £5ei1§e OTI Ta a§lonoloUpeva Keigeva avanapAayouv
Tov €Bvikd AOyo, €iTe avaNApIOTAVOVTAG TOUG/TIG NPOCQPUYEG WG «ANEIN»  E€iTe
TonoBeTwvTag Toug/TIG oTo nepiBwplo pe TNV nNPoRoAn Tng nNYEUOVIKNG OXEONG
nAglovoTIKWV-Npoopuywv (Mavaydkn, Apxdakng & Toakwva 2019). Me avoixTou TUNOU
EPWTNOEIG KAl a§IonoIwvTag Epyaleia ano Tov XWwPEO TNG KPITIKAG avaluong Adyou (van
Dijk 2001) e§etaCoupe av o1 pabnteg/Tpieg ouvToviovTal e TA OTOIXEIA NOU MNPOEKUWAV
anod TNV avaAuon Twv TNAEONTIKGWVY ANOCNACHATWY 1 AN00TACIONOIoUVTAl Anod auTdad.
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INVESTIGATING "TRANSLANGUAGING" AS A FACTOR AFFECTING INTERCULTURAL
COMMUNICATION: A MULTI-DIMENSIONAL STUDY IN GREECE.

I. Papadopoulos, S. Papadopoulou
University of loannina, Greece

Aedopgvou OTI To TONio TnNG eknaideuong otnv EANGDa €xel al\a&el Ta TeAeuTaia xpovia,
pe Tnv Unap&n onupavrtikoU apiBpol pabnTwv pe peTavaoTeuTikn Ploypagia oTig
OXONIKEG TA&EIG, N NapoUca PEAETN anoneipdbnke va dIEPEUVIOEI TOV AVTIKTUMNO MOU EXEI
N €nagn YAwoowV Kal NONTICHWY OTNV EMNIKOIVWVIA, Ouvepydacoia kal dIdaoKaAia Twv
pHaBnTov oTo EANANVIKO eKNAIBEUTIKO NAQICIO.

EidikoTepa, N OuyYKeKpIpEvn €peuva diEPeEUVNOE TIG OTACEIG KAl TIG ANOWEIG TWV
EM\Avewov  kal Twv  peTavaoTwv  pabntwv  6cov  agopd  oTnv  €NITEAECN NG
dIayAwooIKOTATAG KAl oTov PpOAO TNG OTNV €niKoIvwvia Toug, KaBwg eniong kar otnv
gvioxuon Tng d1anoNITIOHIKNG euaicOnTonoinong kal evnuepoTNTAG Toug. EninAgov, péow
QUTAG TNG £PEUVAG, KATAYPAPNKAV Ol ANOWEIG TWV EKNAIOEUTIKWV O OXECN PE TN XProN
NG dlayAwooikoTNTAg oTNnV eknaideuon, evew aifel va avapepbei Nnwg n €peuva eoTiaoe
Kal OTIG JIBAKTIKEG NPAKTIKEG NPowBnoNng TNG diIayAwooiKOTNTAG O NOAUYAWOCTIKEG KAl
NoAUNONITIOMIKEG TA&EIG TNG NpwToPdaBuiag eknaideuong.

Eva afloonueiwTo XapakTnpIoTIKO AUTAG TNG £PEUVAG €KTOG anod Tn JINAN
€0TIAON OTOUG eKNAIBEUTIKOUG KAl TOUG PaBnTeg, gival n xpnon HIKTwv peBodwv nou
ouvdudaCouv MoIOTIKA KAl MNOCOTIKA €peuvnTIKA peoa. EidikoTepa, o epeuvnTAg
Xpnoigonoinoe a) nuI-OOpUNUEVEG CUVEVTEUEEIG PJE TOUG paBNTEG Kal Toug JIOACKOVTEG
NOAUNONITIOMIKWV TA&ewyv, evad ocupnAnpwpaTika, a&lonoinbnkav () EpyaoTnpiakd
QOUNMa nou eoTiaocav OTIG JIOAKTIKEG MNPAKTIKEG Twv €eKNAIDEUTIKGWV Kal y) Eidika
MNpwToKOAa NnapaTnpnong xenoipgonoindnkav and Tov epeuvnTh O pia npoondbeia va
euPBabuver otnv auBevTikr) aAAnAenidpaon Kal TNV €NIKOIVWVIA Twv PabnTwv kar Twv
eknaideuTikwV oTnV nNpa&n kar va digpeuvnBoulv ol TAoeslg NPOG TNV KAANEPYEID TNG
dianoNImiopikAG euaicBnTonoinong kal evnuepdTnTag o nepifaAovTa nou evBappuveTal
n d1layAwooiKOTNTA.

2UupnepAcaTIKA, gEoa and Tnv eneepyacia Twv dedopevwy, diapavnke Nwg n
npowBnon Tng d1IayAwooIKOTNTAG KAl N ENAP TWV YAWOO®WV KAl TV NONTIOUWY PECT
OTO eknaAIBeUTIKO NMAaicio cUpPalAer: oTnv KAANEPYEIQ OTPATNYIKWY AANG Be&loTrTwv
ENIKOIVWVIAG KAl JIANONITIOHIKAG €MNIKOIVWVIAG avApeoa oToug pabnTteg, oTnv evioxuon
NG SIanNoNITIOHIKAG euaioBnTonoinoNng Kal evnUeEPOTNTAG Twv MabnTayv, oTnv avainyn
EVOG Mo evepyoU podlou oTn pabnoiakr diadikacia and Toug pabnTég kar oTnv
a&lonoinon NOAUTPOMIKGWVY KAl KAIVOTOPWV JIQAKTIKGWV TEXVIKWY and TOUG EKNAIDEUTIKOUG.
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EXPERIENCE FOR PRIMELINGUE IN ITALY: LANGUAGE LEARNING IN A PRE-SCHOOL
AGE AND MULTILINGUALISM.

P. Papoui, C. Bagna
Universita Per Stranieri di Siena, Italy

The term Language planning (LP) denotes both language practices, organised
interventions by politicians, linguists and others in language use and form (Christian,
1989: 193), and the academic discipline whose subject matter is the study of these
practices. (Ferguson. G, 2006). In this context the definition that can be of use is LP as a
discipline whose practise can be use of these practises, that is to say a variety of activities
placed in an educational environment. In this contest the educational environment that
can be addressed as a sample of this study were the nursery schools of the municipality of
Siena.

In the framework of multilingual education in pre-school age the University of
Foreigners of Siena in liaise with municipality of Siena have put in action a project for
kindergartens entitled “PrimelLingue”.The aim of this project is to promote language
learning in the municipal nursery schools of the Municipality of Siena, more specifically
English language, and enhance the importance of plurilingualism. This project is active
since 2018 and it is held through the mutual collaboration of the research team, the
language tutors and the nursery class teachers.

The project involved 10 nurseries and a total of 12 language instructors. The
project began in a pilot basis mid November until the third week of December.

In this paper we want to analyse some activities: a) creation of playful workshops -
educational for preschool children in order to encourage their first approach to foreign
languages (activities will therefore be carried out to encourage the development of the
lexicon relating to semantic areas familiar to children - numbers, colors, shapes, etc.) and
to facilitate the familiarization with sounds of languages other than your mother tongue);
b) the role of dissemination activities on the benefits of pre-school bilingualism for families
and teaching staff with the aim of promoting multilingualism and preserving the
languages of origin in the case of foreign families.

In the second part of the paper the question that can be addressed is how we can
schedule and create a language planning that can be useful as a teaching tool for this age
group and how this can preserve and promote also the HL of the users. The choice of
English as a foreign language in a pre-school age and the role of the home language (or
“mother tongue”) in the same context.
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SYSTEMATIZING WRITTEN LANGUAGE PRODUCTION: THE CASE OF TEACHING
GREEK AS A SECOND LANGUAGE (L2) IN CYPRUS.

M. Paraskeva
University of Cyprus, Cyprus

This study examines the process of written language production in teaching Greek as a
second language (L2) in Cyprus. Drawing on data collected from a group of A2 level
emergent bilinguals (Garcia 2009) aged from 7-8.5 years old, who took part in an intensive
complementary Greek language program during 2019, a detailed form of prewriting
stage is considered, where the pupils were asked to pose specific oral questions by means
of brainstorming (see Matsagouras 2001, 2004, 2009). These questions, which were
directly relevant to the topic of written language production, were recorded on the
whiteboard and, in turn, were organized in terms of their order by the pupils themselves.
The order of the questions which the pupils reached via discussion was almost
consensual, although pupils’ mother/family languages were different between one
another. The same questions, subsequently, formed the basis for producing structured
written language by providing the respective answers to these questions. Overall, it is
argued that approaching written language production through the said process is useful
in a variety of ways, since, apart from the production of structured written language, oral
language production via interaction is also developed. This highlights the efficacy of
adopting language teaching practices that promote more than one language skill.
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MAOHTEZ ME ETEPOTENH AQZzzIKA YIIOBAOPA: AIANOAITIZMIKH EKMAIAEYZH
KAI AOTEAEZMATIKA ZXOAEIA.

Ch. Parthenis, P. Eleutheriou, L. Siouli
National and Kapodistrian University of Athens, Greece

H avaduopevn «ungp-noikiNopop@ia» Twv OUTIKWYV KPATWV TIG TEAEUTAIEG OEKAETIEG
NPOKaAei peYaTACEIG MNou enipepouv naykoopiowg pidikeg allayeg ennpedalovTag
duvapika OAeg TIG NMTUXEG Tou ouyxpovou Tponou (wng. H noAunoNimiopikdTnTa €XEl
al\a&er onuavTikd T dnuoypagiky ouvBeon otnv EAAGda. To qaivopevo Tng
METAVAOTEUONG dNUIOUPYEI VEEG MPOKANCEIG YIa TO ENANVIKO EKNAIOEUTIKO CUCTNHA KAl TO
oUyXpovo KpaTog v yevel. Mia kpioiun npokAnon agopd otn didackaAia pabnTwyv pe
ETEPOYEVH MONITIONIKA KAl YAwooika undRabpa. H yAwooikr) noikiAoTNTa unayeTal oTo
nAaioclo Twv popgov noikINOTNTAG oTIG avBponiveg koivwvieg, onwg n €Bvikr, n
BpnokeuTikr), Kal n koivwvikr noikiNoTNTa. O popeig eSouciag npowBouv TIG KUPIapXeS
avanapaocTAacel§ YAWOOIKAG MoIKINOTATAG ennpedalovTag TIG YAWOOIKEG OTACEIG TOU
KOIVOU avanapdayovTag OUYKEKPIYEVEG NenolBroeig yia Tn YAWOoa Kal evioxUovTag
YAWOOIKEG avioOTNTEG, TIG MNONTIOMIKEG OIAPOPONOINCEIG KAl TOUG  KOIVGVIKOUG
anokAeIopoUg. QG ek TOUTOU oI HaBnTeg Nou dev opINoUV ENAPKWG TNV KUpiapxn YAwooa
EXOUV au§nuevo kivOUVO Yia XAPNAEG YAWOOIKEG JeEIOTNTEG KAl XAPNAEG OXOAIKEG
enidooelg. Tehika nAnTTOVTAI COPapa N oxoNiKA €Nidoan, N oTACN Nou SIAUOPPLVOUV Ol
paBnTeg yia To oOxoAsio kal n idia n napapovr) Toug ot auTd. H napouca epyaocia
kaTaAnyel OTi n yAwooikr) didaockalia aneuBuvetar oe O0Aoug Toug pabnTteg. Apa n
avaPadaBbpion Tng eknaidsuong Twv pabnTtwv pe eTepoyevn YAwooika unoPabpa dev
pnopei va diaxwpIoTel ano Tn ouvoAlikn avaBabuion Twv oXoAIKwV Hovadwy OTIG OMNoIeg
poiTouv. MNpoTeiveTal Aoinov n diapoponoinuevn YAwooikn didaokalia, NpoKeIYEvou va
unooTnpixBei o kABe pabnTng/ pabnTpia oTnV KATAKTNON TNG EAANVIKNG YAWOOAG, XWPIG
va aA\oiwBei o eviaiog xapakThpag Tng eknaidsuong. H €épeuva avadelkvuel, cuvenwg, OTI
TO JIANONITIOPIKA NPOCAVATONCUEVO OXOAEio, wg Pacikr ékppaon TnG dIANONTIOHIKAG
eknaideuong, unooTtnpifel TN YAWOOIKA Kal MNONTIOPIKA MNOANAnAOTATA KAl Tnv
avayvowplion Tng €TepOTNTAG OTO OXOAEi0, PE eKNAIBEUTIKA MNPOYyPAUUATA Mnou Jev
aneuBuvovTal og cuykekpipeveg BVONONITIONIKEG OPAdEG, aAG O OAEG TIG KOIVWOVIKEG
opadeg, Oho TO paBNTIKO nAnBuopo. Baoikn npolnobson ocuvioTd Ta oxoAsia va
akolouBrnoouv pia diadikacia CUCTNUATIKNG MOIOTIKAG avaBdaBuiong Toug: va yivouv
dnAadn anoTeAecpaTika oxoAeia.
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TRANSLANGUAGING AS AN IN-GROUP EDUCATIONAL PRACTICE: LEARNING
ENGLISH IN MULTILINGUAL LONDON.

G. Pepe
University of Westminster, United Kingdom

The 2008 crisis spurred several migratory fluxes in Europe. For ltaly, this phenomenon is
considered a re-start of emigration which continues a long tradition. London is the favorite
destination for post-2008 crisis Italian migrants (Tintori and Romei, 2017). For a decade,
scholars described this migration as a brain drain (Conti, 2012), by depicting Italian
migrants as highly educated, mobile people, and highly competent bilingual (Vedovelli,
2015). Nevertheless, my study - with which | investigated the features that characterize the
linguistic repertoires of a sample of post-2008 crisis ltalian migrants - suggests that this
description fails to include a large part of migrants who moved to the London between
2013 and 2015, when this migration reached its peak. In the present paper, | argue that
the post-2008 crisis wave is extremely heterogeneous and therefore an over-simplistic
representation prevents us from understanding the actual linguistic needs of its members.

For this study, twenty-one migrants were selected and then recorded during social
events (e.g., dinners), in which small groups of participants gathered. Fifteen of them were
also interviewed. Hence, | cross-analysed the data collected in natural environments and
those recorded during the interviews. Extracts from the dataset are presented in this
paper to discuss two key elements: the participants’ relation with the English language - as
host country language and as global language - and the learning techniques displayed
during their social in-group gatherings.

Although English is a mandatory subject in Italian primary and secondary schools,
most of the participants do not describe themselves as ‘bilingual’ and they lament a lack of
linguistic competences that hindered their integration process in the UK. Moreover,
participants see diversity in competences and other Italian migrants’ negative attitudes
towards English as factors which underscore the internal diversity of the wave. The
participants often mentioned the challenges of learning English in a multi-ethnic and
multilingual city and discuss their learning trajectories and their attitude towards different
varieties of English spoken in London. Participants engage in learning practices during in-
group gatherings. Fundamental for this is their engagement with multilingual practices,
like translanguaging, defined as the “process of making meaning, shaping experiences,
gaining understanding and knowledge” using two or more languages (Baker, 2011: 288). |
hence show how participants understand translanguaging as an educational opportunity
and how they exploit it to improve their competences and to present their learning
narratives.
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CHILD LANGUAGE BROKERING PRACTICES IN THE ITALIAN MULTILINGUAL
SCHOOL SYSTEM.

D. Peppoloni
University of Roma Tre, Italy

This study is a sociolinguistic investigation about language attitudes and language
brokering practices in the Italian multilingual educational system.

Through a questionnaire administrated to 347 adolescent students of 36 different
nationalities, we aim to investigate: what are the language attitudes of the students
involved towards their language and culture of origin and those of the host country, and
the link between these attitudes and the practice of Child Language Brokering (CLB).

CLB defines interpreting activities carried out by children or adolescents, who mediate
linguistically and culturally in formal and informal contexts between their families, friends
or classmates and the institutions of the host country (Shannon, 1990; McQuillan & Tse,
1995).

CLB is a growing practice in the ltalian schools, where the recent migration flows
have increased the need for linguistic and cultural mediators to facilitate the access to the
educational services (Antonini, 2015). Nevertheless, the provision of professional
interpreters is not always guaranteed. Therefore, when there is a language barrier to
overcome, immigrants and foreign students must refer to non-professional mediators,
such as their children or a classmate with a higher competence in the language of the host
country (Antonini, 2011).

Participants reported their experience, identifying what they learned as well as the
skills they developed, their difficulties and feelings as language brokers and some
strategies they put into practice when mediating. Data show that the intervention of
adolescent brokers in formal relationships seems to reshape communication. Unlike
formal interpreters, brokers are not neutral; they influence the relations they mediate and
the messages they convey, often acting as decision makers for one or both parties (Tse,
1996). This responsibility increases both self-confidence and autonomy and the level of
stress of these subjects. From an acquisitional point of view, CLB promotes a faster
development of oral and written language skills. Being more fluent in the usage of the L2,
adolescent brokers tend to use it as an effective means of communication showing a
positive attitude towards it. Thus, data demonstrate a link between language attitudes and
language behavior.

From a theoretical perspective, this study contributes to a growing body of
research highlighting the benefits of concurrent approaches to analyze multilingual
settings. While, from an applied point of view, it provides empirical information about
mediation practices that could be useful for the development of updated educational
policies.
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IMMIGRANT STUDENTS’ EXPERIENCES OF HIGHER EDUCATION IN ICELAND: THE
IMPORTANCE OF CULTURALLY AND LINGUISTICALLY RESPONSIVE TEACHING.

H. Ragnarsdéttir
University of Iceland, Iceland

The growing immigration around the world brings new opportunities and challenges to
educational settings at all levels as they try to address the needs of immigrant students in
order to support them in their academic and social achievements. Educational institutions
play an important role in ensuring societal equality. The responses of these institutions
need to be cognizant of various factors, such as potential language difficulties, cultural
precepts and social marginalization. While this awareness has grown significantly in
compulsory education, higher education institutions lag behind in their understanding of
the immigrant student population (Boesch, 2014). The paper is based on the first,
extensive, qualitative study on immigrant students’ experiences of university education in
Iceland, conducted in 2016-2018. The theoretical framework is based on culturally and
linguistically responsive teaching (Gay, 2018; Nieto, 2010) that derives from multicultural
education theory (Banks & Banks, 2013) which focuses on analysing the position of
minority groups, including immigrants in societies with special attention to their access to
education. According to the theory, culturally and linguistically responsive teaching
methods based on the students’ language abilities, previous experiences and background
have positive effects on the immigrant students’ well-being and generally contribute to
their sense of belonging in educational settings (e.g. Banks & Banks, 2013; Gay, 2018;
Nieto, 2010). The participants of the study are 41 immigrants of different genders and
from 23 different countries who studied in undergraduate programs in three universities
in Iceland. Methods included focus group and individual interviews. The findings indicate
that despite the fact that culturally and linguistically responsive teaching as established
teaching methods are still an uncommon phenomenon in Icelandic universities, the
students’ experiences are highly positive, even when culturally and linguistically
responsive teaching is applied unsystematically by some teachers. Furthermore, the
findings reveal that the students especially valued an atmosphere of care, trust and
power-sharing in the classroom. The study makes a significant contribution to
understanding of immigrant students’ experiences of the education process in Icelandic
universities that currently emphasise the importance of multicultural education and pay
special attention to providing equal rights to education to everyone regardless of their
origin. Furthermore, the study is relevant from a comparative perspective and contributes
to the general discussion about immigrant students in higher education in Europe.
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LANGUAGE POLICIES AND PRACTICES OF IMMIGRANT FAMILIES IN ICELAND AND
THEIR IMPLICATIONS FOR THEIR CHILDREN'S EDUCATION.

H. Ragnarsdéttir
University of Iceland, Iceland

Iceland has seen rapidly changing demographics in recent years as a result of growing
immigration to the country. This is reflected in the education system where children speak
altogether around 100 languages (Ragnarsdottir & Kulbrandstad, 2018). The qualitative
research project, Language policies and practices of immigrant families in Iceland (LPP)
aims at critically exploring the language policies and practices of diverse immigrant
families and how these language policies and practices impact their children’s education
and the relationships between these families and their teachers. Secondly, the study aims
to explore how teachers develop linguistically appropriate practices to respond to the
linguistic diversity of the children in their schools. The theoretical framework includes
writings on family language policy. Families face various challenges in their attempt to
bring up a bilingual or multilingual child, including identity conflicts and time pressure
restraints (Schwartz & Vershik, 2013). The relatively new research field of family language
policy presents “an integrated overview of research on how languages are managed,
learned and negotiated within families” (King, Fogle & Logan-Terry, 2008, p. 97). The
paper also builds on writings on linguistically and culturally appropriate educational
practices (Chumak-Horbatsch, 2012; Cummins, 2004). This paper will introduce and
discuss two of the cases in the study, two immigrant families and their children’s
preschools and compulsory schools. Data was collected in the spring of 2020 and
included semi-structured interviews with parents, teachers and principals and
observations in the children’s schools. Preliminary findings indicate that the parents
actively contribute to the educational practices in the schools, building on their language
policies. Furthermore, the teachers, supported by their principals, develop various
linguistically and culturally appropriate practices in cooperation with the parents and build
on resources that the children and families bring to the schools (Gay, 2010; Ragnarsdéttir
& Kulbrandstad, 2018). Both teachers and parents build on a belief in equitable learning
contexts for linguistically diverse groups of children and the importance of respect for
languages in such contexts. This active cooperation between families and schools in
relation to language learning provides a firm basis for the children’s multilingual
development. However, both parents and teachers face various challenges in maintaining
their close cooperation.
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EDUCATION IN AN ENDANGERED LANGUAGE IN A COMPLEX MULTILINGUAL
CONTEXT: THE CASE OF AHAMB (VANUATU).

T. Rangelov
University of Waikato, New Zealand

Ahamb (ISO 639-3 code: ahb) is an endangered language spoken by around 950 people
on the small Ahamb Island in the Republic of Vanuatu in the South Pacific. On Ahamb
Island there is an ongoing shift to Bislama, an English-based Creole, which is the national
language of Vanuatu. Formal education is currently offered through the medium of
Bislama and English. This paper discusses the complex linguistic situation of the Ahamb
community with a focus on the state of plurilingualism in the primary school setting, the
efforts that are being made towards improving educational policies in the multilingual
context of Vanuatu, and the prospects for the future of the Ahamb language in the local
school.

With over 120 indigenous languages still spoken today and a population of under
300,000, Vanuatu is the most linguistically diverse country per capita. Bislama is spoken by
virtually everyone in the country. The former colonial languages, English and French, have
official status. Most urban children grow up with Bislama as L1, whereas in rural areas,
such as Ahamb Island, most children acquire their respective vernacular language and
Bislama before starting school. Previously, English and French were the only languages of
formal education, but in 2012 the new Vanuatu National Language Policy (VMAT 2012)
provided for formal education through the medium of vernacular languages in the first
three years of primary school (Willans et.al. 2015). Due to logistical challenges, only 60
vernacular languages with over 1000 speakers each, received institutional support for
vernacular education. In all other communities, including Ahamb, Bislama is used in the
first three years of primary school.

Until recently there were very few written materials in Ahamb, no standardised
orthography, nor any language documentation materials, such as grammatical description
or dictionary. In 2017, a major language documentation project for Ahamb was initiated,
with the aim of producing a detailed grammatical description of the language, an Ahamb-
Bislama-English wordlist and literacy materials. Given the institutional support for
vernacular education, it is hoped that these materials can be adapted for use in pre-school
and primary school education. Picture dictionaries, readers and storybooks were
delivered to the community in 2019 and more literacy materials, both as hard copies and
electronically (e.g. a dictionary app), are to be delivered in 2020. The community also
engage with Ahamb literacy materials through social media.

The Ahamb community’s attitudes towards their language expanding to new
domains have been mixed. Overall, many community members support vernacular
education. It has been demonstrated that vernacular literacy in early childhood improves
long-term educational achievements and it is hoped that introducing Ahamb in the school
system can boost the language’s status, counteract subtractive multilingualism, and
improve educational outcomes.
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H ANAMNAPAZTAZH THE FTEQrPA®IKHE NOIKIAIAZ STON THAEONTIKO AOroO KAI H
AIAAKTIKH THZ AZIONOIHZH XTO FAQ:3IKO MAGHMA: H MNEPINTQZH THE
THAEONTIKHE SEIPAZ «TO 3Oi ZOY».

M. Rapti’, K. Gkaravelas®
"HoU, Greece
University of loannina, Greece

O TnAeonTikOG AdYOG anoTelel NPOCPOPO £5APOG YA TN HEAETN PAIVOPEVWV YAWOOTIKNG
noikINOTNTAag. O AOYOG wG KOIVGVIKK) MPAKTIKN) KAl (popeag aiwv Kal I9e0NOYIV
OUYKPOTEI TNV NPAYHATIKOTATA KAl SIAPOPPUVEI TAUTOTNTEG OPIANTOV/Tpiwv (Apxakng &
Todakwva, 2018). QoToo0o, Nnapd Tnv eTepoyeveia nou xapakTnpeilel Tnv eAANVIKN Kolvwvia,
o0 TnNAeonTIKOG AOYOG XelpileTal TN YEWYPAPIKN MOIKIAIA PJE TPOMNO NOU evioXUEl TNV
KUplapxia TNG NPOTUMNNG KAl EVTEIVEI TIG KOIVWVIKEG AVICOTNTEG.

H avanapdoTtaon Tng YeWYPA@IKNG MNOIKIAIAG and Tov TnAeonTikd AOYO
ouvodeUeTal Kal and AA\oug evdeikTeG TAUTOTNTAG nEpav Tou yAwooikou (Koupdng,
2012), 6nwg KOIVWwVIOYAWTCIKOUG, ONUEIWTIKOUG Kal 1I0e0AoyIKoUG. O1 TNAEONTIKEG OEIPEG
MECa and Toug KwOIKeEG KaTaokeudlouv TAUTOTNTEG KAl SIAUOPPWVOUV TO KOIVWVIKO
NPOPIA Twv OPIANTWV/Tpikv. H avanapdoTaon Twv YEWYPAPIKWY MOIKIANIY OTOV
TNAEONTIKO AOYO YiveTal PEOW MNPAKTIKGWYV, Ol onoieg napouciafouv pn PeANOTIKN
avanapdoTacn TwV OPIANTWV/TPIMV, ANOTUNWVOVTAG CUYKEKPIMEVEG 1IO0E0NOYIEG YIa TN
yAwooa kal Tnv kolvwvia. Eniong o1 TnAeonTikeEG OgIpEG, WG KEIPYEVA €UPEIAg aANnXNong
anoTeAoUV  avanoonacTO KOMPHATI  €EWOXONK®OV MNPAKTIKWY, To onoio Bpépel
NPOKATAANWEIG KAl NAYIWUEVEG OTEPEOTUNIKEG avTIAnwelg (Maroniti et al. 2013). Me
oTOXO TNV KAANEPYEIQ KPITIKAG OTAONG Twv paBnTov/Tpickyv, wOoTe va pnopouv va
avTIAngBoUV TNV KOIVAVIKY) KAl TONTIOHIKN dUvapn Tou TNAeonTIKOU AOYOU, MPOTEIVETAI N
naidaywyikn Tou loAuypappaTiopol yia Tnv avanTtu§n piag naidaywylka Xenoiung
peTayAwooag (Kalatzis & Cope, 2001).

2TOXOG TNG CUYKEKPIPEVNG EPYATIAG €ival N avaAuon Tou TPpONou avanapacTacng
OUYKEKPIPEVNG YEWYPAPIKNG NOIKIAIAG, ONwg auTrn napoucialeTal oTnv TNAeoNTIKA OgIpd
«To 201 2ou» kAl N napouciacn evOEIKTIKNG dIdAKTIKAG NpdTaong. Kpimnpio enAoyng Tng
OUYKEKPIMEVNG TNAEONTIKAG OEIPAG AMOTENECE 1 OUXVOTNTA aAvVANAPACTACNG TNG
YEWYPAPIKNAG MNOIKINiAG péoa and Tnv onoia avadueTal n KOIVWVIKA TAuTOTNTA TG
opIANTpPIag. Akopn, 101aiTepo evdiagepov napoucialel n OUYKeKPIYEVN Oelpd, kaBwg
npoPAnBnke To 2019 kal anoTunwvel Tn cUYXPOVN KOIVWVIOYAWOTOCIK NEAYUATIKOTNTA.
2KOoMnog eival va KaTaypagei Nwg KAl pe noiov TpoOno avanapiotaTtal o AOyog Twv
TNAEONTIKWV XAPAKTAPWY KAl va €EETACTEI KATA NOCO N NAPOUCIA NOIKIAIV UNOVOUEUEI
N evioxuel TN yAwooikr nolkiNdoTnTa, ToviCel To aioBnua Tng YAWOOIKAG OPOIOYEVEIQG N
ETEPOYEVEIAG KAl DIAPOPPOVEI KOIVWVIKEG TAUTOTNTEG KAl IOEONOYIEG YIA TIG KOIVGWVIKEG
opadeg. KatdAnAo gpyaleio yia Tnv avaluon Tng TnAEonTIKAG osipdg BewpnBnke TO
noAueninedo povTeNo nou npoTeiveTal and Tn 2tapou (2012). H avaluon PaocioTnke oe
TECOEPEIG  KEVTPIKOUG a&oveg avaluong: Tov  kaBapd  yAwoooloyikd, Tov
KOIVWVIOYAWOTIKO, TO ONUEIWTIKO KAl TOV IOE0AOYIKO.

Page | 126



And Tn OUYKEKPIYEVN €PEUVA, avapeoa oe AANQ, NPOKUNTEI Pia TAon npowbdnon
TNG YAWOOIKAG OPOIOYEVEIAG KAl NAPAAANAa pia napouaiacn TnG NPOTUNNG NoIKINAg wg
AvwTEPNG.
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Maroniti, K., Stamou A.G., K.D. Dinas, Griva E. (2013). (in Greek). The sociolinguistic style
of cartoons: The case of the TV movie Merry Madagascar. Multilingual Academic Journal
of Education and Social Sciences 1(2): 25-33.

>2tapou, A.. (2012). AvanapaoTdoelig TNG KOIVWVIOYAWOOIKAG MPAYHATIKOTNTAG OTA
keipeva padikng KoUuAToUpag: AvaAuTikO nAdicio yia Tnv avantu§n Tng KPITIKAG
yAwooikng eniyvwong. NMwoooloyia/Glossologia, 20, 19-38.
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H YIO©ETHZH THZ MPAKTIKHZ THZ «AIATAQZZIKOTHTAZ» 2TH AIFAQZZH
EKMAIAEYZH THZ EAAHNOPO©OAOAO=HZ MEIONOTHTAZ THZ
KQNZTANTINOYMNMOAHZ: MPOBAHMATIZMOI KAI MPOTAZEIZ.

M. Rompopoulou
National and Kapodistrian University of Athens, Greece

H diyAwoon eknaideuon ouvrnBwg avapepeTal oTn Xprnon duo yAwoowv didackaliag oe
kanoia ¢adaon Tng oxoAikng Cwrg Tou pabntr) (Cummins 2003). H diyAwoon eknaidsuon
Kal Ta avTioToixa eknaideuTikd povteha noikiNouv noAanAiwg (Baker 2011). Eva
eknaIdeuTIKO povTeNo nou anofAenel oTnv KATAKTNON AEITOUPYIKNG dIyAwaoaoiag kal oTnv
avantuén piag  dIaNONTIOUIKAG  TAuTOoTNTAg npenel va ouvdualel noAudpiBueg
napapeTpoug (Mnatoahia & 2eAMa 2003). KaBe peiovoTikry opada eival povadikr Kkal
dieneTal ano dlapopPeTIKOUG vopoug unapéng kar e§eMigng (Garcia 2009). Eva povtélo
dIyAwooIKAG eknaideuong OOKINACHEVO KAl AMOTEAECHATIKO YIA Hid OUYKEKPIPEVN
diyAwoon opada, dev exel TIG idieg mBavoTnTEG emiTuxiag oe pia AGAAn, di16TI Ta
KOIVGWVIKOMOAITIOTIKG nepifaA\ovTa dev eival noTe Ta idia (2eAa-Madln 2016).

H OJiyAwoon eknaidsuon oT1a eMnvopbodofa pelovoTikG oxoAeia  Tng
KwvoTavTivounoAng napoucialel diapopeTikh €ikOva and eKeivn TwV NMPONYOUHEVWV
dekaeTiwv (PopnonouAou 2018), pe anoTélecpa n onuepivr) eikdva ota eNAnvopBodota
pelovoTika oxolAeia Tng KwvoTavTivounoAng va anoTunwvel €vav MONTIOHIKA  Kal
yAwooika avopoloyevr pabnTikd nAnBuopo.

21a eN\nvopBodo&a peiovoTika oxoleia Tng KwvoTavtivounoAng akoAouBeitar To
povTéNo Tng "loxupng" diyAwoong eknaideuong (maintenance programme), To onoio
opwg Ta TeheuTaia 30 xpodvia €xel XAoel TNV ANOTEAECHATIKOTATA Tou. H onuepivn
npaypaTikdéTNTa oTnv eAANvopBodogn peiovoTikr eknaideuon Tng KwvoTavTivounoAng;
dlapoppveTal £TOI GWOTE va kaBioTaTal nAéov anapaiTnTn N Xapagn pIag eKkNAIBEUTIKAG
NoNITIKNG nou Ba apopd oTnVv OXOAIKI €KNAIDEUCT EKEIVEOV TwV NAIdIWV YIA TA Onoia n
EAANvikr ouvioTa ox1 povov delTepn 1 §evn yAwooa, aAd kal 0cwv exouv TNV EAAnvikn
WG pnTpEIkN N npwtn (Popnonoulou 2019). Mnnwg n uioBeTnon TnG NPAKTIKAG TNG
«dlayhwooikoTnTag» (translanguaging) (Garcia 2009) pe okond Tn PeATiwon Tng
ekpaBnong Tng ENAnvikng npoBdaAlovTtag kar a§lonoiwvTag peca otnv Ta&n TiIGg NOAAANAEG
YAWOOIKEG MPAKTIKEG KAl OTPATNYIKEG MOU XPENoIhonoloUv oe KaBnuepivd eninedo ol
diyAwoool opiAnTeg, Ba pnopolce va eivar anoteheopaTikry oTnv €AAnvopBodogn
peIovoTIKN eknaideuon Tng KwvoTavTivounoAng;
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VOCABULARY LEARNING STRATEGIES IN ACADEMIC ENVIRONMENT: IS
MORPHOLOGICAL SEGMENTATION QUITE IMPORTANT?

T. Rousoulioti” %, D. Melissaroroulou’
'Aristotle University of Thessaloniki, Greece
’Centre for the Greek Language, Greece

Admittedly, the role of morphological awareness has been argued to be crucial in reading
comprehension as reported in the relevant literature (Laufer 1998; Laufer & Hulstijn 2001;
Nation 2001 & 2006; Carlisle 2007; Angelelli, Marinelli & Burani 2014; Oakhill et al. 2015).
Nevertheless, while accumulating research is carried out in the field of first language (L1),
much less is known about how second language (L2) adult learners acquire and process
morphology in the L2 (Kimpa et al. 2019).

The aim of this study is to contribute to the on-going research on strategies L2
learners of the ltalian language tend to adopt in the course of vocabulary learning
emphasizing morphological awareness and more specifically morphological analysis.

The research is carried out in the department of Italian Language and Literature of
the Aristotle University of Thessaloniki. During the first stage of the research, an attempt
was made to determine whether students adopt strategies, such as morphological
segmentation, in the course of understanding new vocabulary (Rousoulioti &
Melissaropoulou, 2020).

As regards the second stage of the research, this paper narrows down to, a group
of 30 subjects were involved. All subjects were beginners in the undergraduate
programme of the Italian Language and Literature (with an average B1 independent user
language level).

A questionnaire has been chosen, as the most appropriate tool for data collection.
The main aim of this research is the identification of reading comprehension strategies
adopted by learners of ltalian as L2 through specific questions emphasizing
morphological analysis as a key strategy for the elicitation of meaning of morphologically
complex (derived words).

Subsequently, an indicative number of participants were interviewed in order to
trace: a) whether students consciously adopt these strategies and b) evaluate the success
versus failure rate of these strategies and the reasoning behind them.

Results show that a) the use of specific strategies can contribute to vocabulary
learning in L2 b) there is a need for explicit teaching of types of affixal elements and/or
morphological patterns playing a key role in word formation processes, when teaching a
language as L2 (among others Anastasiadi & Mitsiaki 2009; Jarad 2015; Paiman, Yap &
Chan 2015).
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EDUCATION AT THE CROSSROADS OF LANGUAGES AND CULTURES: MOVING
TOWARDS PLURILINGUALISM AT SCHOOL.

Y. Ruiz de Zarobe
University of the Basque Country, Spain

The aim of this presentation is to introduce a bottom-up initiative conducted in the Basque
Country, in Spain, within a plurilingual programme. This programme focuses on the
development of learning strategies which help students engage in meaningful classroom
interactions to support the learning of both content and language. By advocating initial
awareness raising, exploration of strategies available to learners, modelling by teacher
and students, scaffolded practice and gradual removal of scaffolding, our final goal is for
students to automatize strategy use in reading comprehension in the three languages of
the curriculum (Spanish, the majority language; Basque, the minority language; and
English, the foreign language). This programme also relates to disciplinary literacy skills
(Shanahan and Shanahan, 2008), developing a rationale for introducing content-based
instruction in the curriculum.

References:
Shanahan, T & Shanahan, C 2008, Teaching disciplinary literacy to adolescents:
Rethinking content-area literacy”, Harvard Educational Review vol. 78, no 1, pp. 40-

59.
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LANGUAGES AND IDENTITIES WITHIN THE ITALIAN COMMUNITY IN MONTREAL.

F. Scetti
Université Paul-Valéry Montpellier 3 / Dipralang, France

This communication aims to underline the position of Italian spoken within the « Italian
community » of Montreal, Canada. The main purpose is to illustrate the situation of the
ltalian language and variations spoken by the descendants of the Italian migration. We
intend to observe how the change in terms of migration dynamics has influenced the
process of transmission of these language and its dialects within the group, in the
contemporary global society.

The research project is part of a sociolinguistic study on language practices and the
evolution of these practices in a multilingual context such as the one in Montreal, in
contact with the two dominant languages: French and English. The linguistic questions
and the importance of languages in Quebec, especially in Montreal, have to be
considered in order to analyse how language is transmitted from one generation to
another and how important is its role in the process of identity’s construction.

Field research were carried out in Montreal, in 2011 and more recently in 2019. A
sample of 60 interviews was collected, from lItalians or descendants of Italian migration of
different age, gender, socio-economic status, profession and studies. The sociolinguistic
analysis allowed us to observe some particular elements of the Italian spoken in Montreal.
It was also possible to analyse the fundamental role of practices and the status of standard
ltalian through ideologies and representations. This, during the process of identity's
construction, in order to preserve a cultural and linguistic heritage inherent to the group.
Through our analysis, it will be possible to provide more insight on how language
practices are a manifestation of belonging to the group, and the role of Italian as a marker
of the community's life.
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AIFAQZZOI/NOAYTAQZZOI OOITHTEZ/QOITHTPIEZ KAI AMO®OITOI EAAHNIKQN
MANENIZTHMIQN: AEZIOTHTEZ, NEAIA XPHZHZ KAI ZTAZH ENANTI THZ
EAAHNIKHZ KAI TQN AAAQN EN XPHZEI TAQZZQN.

E. Sella', F. Batsalia', A. Kiyitsoglou', E. Leze?, M. Rompopoulou’

'National and Kapodistrian University of Athens, Greece
?ASPETE, Greece

H eknaideuon ouvioTd anogacioTIKAG ONPACIag NapAyovTa yia Tnv evepyod evrtagn Twv
METAQVAOTWV OTNV €ANVOPwVN KOolvwvia. 2Ta  €AANVIKA/eANAnvOgpwva  akadnuaikd
1IBpUPATA CAPEPA POITA N deUTePN Yeved peTavaoTwy (Tng dekaeTiag Tou'90), diyAwaoool
VEOoI/veeg oI onoiol akohouBnoav wg eni To nAsioTov eANANVOPwVN OXOAIKR eknaideuon,
EXOVTEG TNV eA\nvIK w¢g OelTepn yYAwooa. MeTafu Twv véwv nou @oIToluv oTnv
TpirofaBuia eknaideuon cuykaTaleyovTal veol/veeg and Tn MouoouApavikr) MelovoTnta
NG ©pdkng, ol onoiol eniong €xouv Tnv €AAnVIKr wg deuTepn yAwooa kabBwg kai
VEOI/veeG anod aANOYAWOOTEG OIKOYEVEIEG, Ol OMOIOI PNOPEI va €XOUV TNV eANANVIKN EITE WG
npwTN €iTe wg deuTepn yAwooa. Akoun, nepidapfdavovTtal kar diyAwoool veol/veeg ano
v EM\nvopBodoén MeiovotnTa Tng KwvoTavTivounoAng kaBawg kar naidia EANAveav
peTavaoTwv TnG Meppaviag, ol onoiol €xouv TNV EAANVIKA WG NPWTN YAWOooa.

MéAnpua TnG napoUoag avakoivwaong gival, apxIKd, hia NpaTn XapToypAapnon Twv
NOIKIAWV  aUTWV JiyAWOOwWV VEWV KAl TWV YAWOOWV TOUg, HE nnyrn AvrtAnong
nAnpo@opnTeg TOCO and To Tunpa ToupKIKWY 2MNoudwv Kal 2Uyxpovwy ACIaTIKWY
2noudwv kail 600 kai and To Tunua leppavikng NMaoooag kal Gidoloyiag Tou E.KITA. kal,
akoAoUBwG, N HEAETN TwV NEdiwV XPNONG TWV YAWOTWV TwV diYAWTCWY (POITNTWV/TPIWV
KAl TwV OTACEWV AUTWV EVaVTl TwV YAWOOWV Toug KABwg kalr n anoTtunwon Twv
TAUTOTATWY MOU JIAPOPPGVOUV Ol VEOI AUTOI. ANMTEPOG OTOXOG gival n diepelivnon Tou
€AV KAl KATA NOCOV 1N (oiTnon oe eANVOPwVOo akadnuaikd idpupa pnopsi va
AEITOUPYNOEI WG KIVATPO YAWOOIKNG KAl KOIVWVIKAG €vTagng oTnv eAANVIKA/EAANVOpwvN
NEAYHATIKOTNTA.

Mpokelpevou va nepiypa@ouv ol avwTepw napapeTpol nou kabopiCouv Tn
onpepivh diyhwaoon/noAUyAwoon vea yevid EAAAvwy, Ba akolouBricoupe Tn pebodo Tng
Xpnong epwtnuaToloyiou. To egpwTnuaToAOyio dlakpiveTal O névre kUpia nedia: a)
NePIyPAPn TOU NPOCWMIKOU KOIVWVIOYAWOCOOAOYIKOU MPO®iA Twv dIyAWwoowy Kal TNG
OIKOYEVEIAG Toug, B) e§€Taon Twv OTACEWY €vavTl TNG OIyAwOooiag Toug ano Tnv naidikn
nAikia €wg onuepa (“adapted scale”, Baker: 2011), y) kataypapry dpdoswv nou
npowBouv n OxI Tn dilaTAPNoN TNG NPWTNG YAwooag, d) eE€Taon Twv NapayovTwy nou
kaBopifouv Tnv TAUTOTNTA Tou diyAwooou kai g) digpelvnon TNG PoITNTIKAG CwNG wg
nBavol kivATpou dIapdPPwaonG CUYKEKPIPEVNG YAWOOIKAG oupnepipopdg n onoia Ba
oUPPBAAEl OTNV KOIVWVIKAG TOUG &vTagn.
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TEACHERS' ATTITUDES TOWARDS TRANSLANGUAGING IN THE ALGERIAN
UNIVERSITY EFL CLASSROOMS.

S. Serai

Portsmouth University, United Kingdom

The monolingual approach has been challenged by the “dynamic bilingual” norm that
subsides the rigid separation between languages and acknowledges the full linguistic
repertoires (Garcia & Wei, 2014). The bilingual instructional strategies and the process
multilinguals follow to deploy what they do with languages is called translanguaging
(Garcia, 2009; Garcia & Lin, 2016). The term translanguaging is gaining increased
attention in different contexts as pedagogical or non-pedagogical practice. When
investigating translanguaging from a pedagogical perspective at the tertiary level,
teachers and students attitudes are of paramount importance, especially those who share
similar languages. The main aim behind investigating these multilinguals’ views about this
language practice is to check whether there will be a possibility to be a valued or a
prohibited practice in the higher education language classrooms. Translanguaging in
higher education is under-researched (Mazak and Caroll, 2017); thus, this is the reason
behind the choice of investigating the teachers’ attitudes within this context. This paper
aims to present some of the findings of the Algerian Higher education teachers™ attitudes
towards translanguaging in the EFL (English as a Foreign Language) classrooms. These
findings were the outcome of the analysis of semi-structured interviews conducted with
English language teachers in an Algerian university where English is taught and learnt as a
major. The analysis showed that EFL teachers do not have a negative attitude towards the
use of Languages Other Than English (LOTE); however, they reported a sense of tolerance
when different languages are deployed. The potential findings may suggest implications
for teacher education about using various languages for them as teachers within the
context they are involved in it. Furthermore, it may have a significant contribution to what
translanguaging is in one of the multilingual tertiary level contexts, the Algerian context.
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“THEY SEE US LOWER": CRITICAL LATINX INDIGENEITY AND MULTILINGUALISM IN
THE NEW LATINX DIASPORA.

J. Sierk
St. Lawrence University, United States

In April 2015, | sat down with a student | will call Eddie, and asked him to self-identify
racially or ethnically. He stated, “l am Hispanic. | am Guatemalan and for some reason at
school it's kind of like they see us lower and joke around so I'd rather be called a Hispanic.
It's more of an equal thing.” Eddie attended Springvale High, a school in the Midwestern
United States that was about 50% Hispanic (mostly Mexican). During the 2014-15 school
year, Springvale’s population of English learners more than doubled due to an increase in
the number of Guatemalan newcomers. In light of this demographic change, a lot of
Springvale students demonstrated anti-Guatemalan sentiments that year, stereotyping
students according to English proficiency, skin color, height, and behavior. As illustrated
in Eddie’s self-identification, the intersection between race, nationality, and language is
important for schools to consider. In this paper, ethnographic data (i.e., participant
observation, ethnographic interviews, and artifact collection) from a study of high school
students from Springvale will be presented. Data were coded according to a variety of
constructs, paying careful attention to the nuanced dimensions of students’ racial and
linguistic identities. This paper is part of an ongoing re-imagination of education in the
New Latinx Diaspora (NLD), advocating for an intersectional model of advocating,
promoting, and facilitating solidarity through critical social justice interventions. While
there are many such interventions that could be examined, this paper will illustrate how
critical Latinx indigeneity (see Urrieta, Mesinas, & Martinez, 2019) and two-way dual
language (TWDL) programs (see Palmer, Cervantes-Soon, Dorner, & Heiman, 2019)
interact. Rosa (2019) explains, “Regardless of perceived phenotypic heterogeneity,
semiotic ideologies recruit linguistic practices and various signs of difference to
homogenize Latinxs as racial Others” (p. 3). However, there are important differences
between Latinxs both in terms of race and language. These differences are often not
acknowledged, even in progressive educational settings that implement TWDL programs.
TWDL on its own addresses linguistic variation, however, it generally only focuses on two
linguistic groups. However, this leaves the indigenous languages that many students from
Mexico and Central America speak unacknowledged, further colonizing their indigenous
identities and reifying racism and linguicism. Adding a critical Latinx indigeneity approach
to TWDL would allow for heterogeneity in dialectal variation and address the language-
power nexus (Leeman, 2005) as it relates to both language and race.

References:
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MHNQZ ME TH XPHZH KAI THN AZIOMNOIHZH TQN OMOIOTHTQN THZ TOYPKIKHZ
KAI THZ EAAHNIKHZ TAQZ22AZ, KA©QZ KAI TQN AIAAEKTQN NOY OMIAOYNTAI
2THN KYNPO, -OMOIOTHTEZ ONQZ KOINEZ AEZEIZ, EKOQPAZEIZ, IAIQMATA KAI
MNAPOIMIEZ- AYNATAI NA AIAMOP®QOEI MIA MIO ANOTEAEZMATIKH
AIAAZKAAIA TQN FAQZ2ZON;

N. Silay
SharedWorlds Project, Cyprus

O1 opo16TNTEG TNG EANANVIKAG, TNG ToupkiknG Kal Twv SIaAEKTWY Nou opiAoUvTal oTnV
Kunpo, €dw kai xpovia anoTelouv Bepa €peuvag kal evacXOAnNonG €PACITEXVV KAl
e&e1dikeupevwv YAwooohoywv. Eniong, exouv ekdoBei noANa Ae§ikda kar BifAia, kal €xouv
ypapTei noA\a apBpa yia auto To Bgpa. EvrouToig, oe noAU Aiyeg poOVO NEPINTWOEIG
BAenoupe TN xpron Kai Tnv a§ionoinon Twv OPOIOTATWY AUTWY, NPOG TN dIEUKOAUVON TNG
EKPABNONG TV eV AOYW YAWOOTWV wg deUTEPN YAWTOQ.

2Uppwva pe Tov KaTtdAoyo Tou HpakAnn MAAa (2007), To oUvolo auTwv Twv
KoIvoov Ae§ewv peTagu Twv EAAnvikawv kar Tng Toupkikawyv eivar nepinou 4600, kar Twv
ekppaocewv kal napoipiwv sivar nepinou 1300. Eniong, oUpgpwva pe Tov Xatdnniepr| Kai
Tov Kanatag (2015), unapxouv nepinou 3425 «koiveg Aefeig avausoca oTnv
eAN\NVOKUNPIAKA KAl TNV TOUPKOKUMPICAKT) OIGAEKTO.

To unoPabpo autng Tng éepeuvag nou ovopaletar SharedWorlds kai Tng
napouciacng Tng, €ival To MNvelpya KAl N OIKEIOTNTA MOU  JIAPHOPQPWVOUV N
ouveldnTonoinon, N avakaAuwn Kai n ekpabnon Twv KOGV OTOIXEIWV M.X. KOIVGV A&Egwv
TNG eNANVIKAG KAl TNG TOUPKIKAG YAwooag, kaBwg akouer kal diafaler evag pabntng n
PoITNTNG KATA Tn dldpkela Tng ekpabnong. Eniong, n €peuva auTrn oToxeuel OTnv
NPowBnon TwV KOIVV OTOIXEIWV AUTKOV WG Eva KOIVO €0apog Yia Tnv evBappuvon Twv
Kunpiwv, EANAvwv, 1 ToUpkwv pgabntov kal goirnTev oTo va pdbouv Tig ev Aoyw
YAWOOEG KAl VA EMIKOIVWVOOUV PETAEU TOUG HPE TIG OIKEG TOUG YAWOOEG Napd pe pia
AaAAn, TPITN YAWoOoa.

2Uppowva pe T Comesana, Tnv Soares kar Tnv Lima (2010), To lepapxikd kai
AvaBewpnpevo MovTelo yAwooikhg avanapdaoTaong, To onoio npoTteivouv o Kroll and o
Stewart (1994), apopd Tnv opydvwaon TnG diyAwoong PVAENG wg Tn oUvBeon Twv TPIwV
oToixegiwv: To Ae§INOYIO TNG NPTNG YAWooag, To Ae§iAoyio Tng deuTePNG YAWOOAG KAl TO
gvvolako nedio. To povTelo auTd eionyeiTal OTI OTA NPWTA OTAdIA TNG eKPABnong veou
Ae&ihoyiou (n.x. oTNV UNOAVANTUKTN YAWOOIKN euXEPEIa), o1 Ae§INoYIKEG ouvdEDEeIg peTaly
Twv AeCewv TnNG OelTepng Kal TNG NPwTNG YAWOoAg eivar duvaToTepeg and TIg
oNPACIONOYIKEG OUVOEDEIG PeETAEU Twv Ae§ewv TNG deuTePNG YAWOOAG KAl TO EVVOIAKO
nedio. Kal kaBdwg avanTtuooeTal n euxgpela TnNG deUTepnG YAwooag, e§eAicoovTal kai ol
ouvdeoelg peTa&l Twv AgEewv Tng OelTepng YAWOOAG KAl TOUu evvoiakou nediou.
2UVENWG, NPoXwpPnuevol diyAwoor deixvouv TOOO dUVATEG ONUACIONOYIKEG OUVOECEIG
HeTAEU Twv AeCewv Tng OelTePNG YAWOOAG KAl TOU €VVOIAKOU nediou, 00O eKeivwv
METAEU Twv AeEewv TNG NPWTNG YAWOOAG KAl TOU EVvoIakoUu nediou.
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2UpPPWVa PE TA ANOTEAECHATA TNG EPEUVAG TNG I01aG opadag, ONwg elIonNyeiTal KAl
To AvaBewpnpuevo lepapxikd MovTédo yAwOoOIKAG avanapdaoTacng, n ekpadnon Twv
opoppiCwv AeCewv Ba nTav eukoAOTEPN KATA TN JIAPKEIA TWV MNPWINWV OTAdIWY TNG
ekpabnong, 3161 o1 apxapiol BaciCovTtal oTig AeEINOYIKEG CUVOEDEIG NAPA OTA €VvoIaKA
nedia. Enopévwg, 1o MovTtého eionyeital o1t n peBodoloyia nou Paciletar otnv
avanapaocTtaon Twv opoppifwv AeEewv TNG NPWTNG Kal Tng deUTePNG YAWooAg oTnv
deuTepn YAwooa, Ba avanTtu&el Tnv ekpdaBnon Twv opdppifwv AeCewv.

KAeivovtag, n onuaciohoyikn ene§epyacia Twv VEwV AEEEWVY YIa TOUG APXAPIOUG
anodideTal oTig AeEINOYIKEG AMNEIKOVIOEIG TNG NPWTNG YAwooag kal ol opdppileg AeCeig
NG deuTepng YAwooag didaokovTal eUKOAOTEPA anod TIG un opoppeiCeg AeEeig, Aoyw Twv
duvaToTepwv Ae§iloyikwv ouvdeoewv. Katd Tn didpkeia Tng napouciaong, Ba yiveral

ava@opd OTIG MOIKIANEG OpOoIOTNTEG TwV &V AOYw YAWOO®WV OTO nAdicio Tou
SharedWorlds.
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«EMAGOA KI ErQ AIFA ®APZI...»: Ol EKMAIAEYTIKOIFIA TIZ TAQZZEX MPOEAEYZHZ
NAIAIQN ME NMPOZOYTIKO YNOBAGPO.

G. Simopoulos’, L. Stergiou?®
'UNICEF, Greece
Universtiy of loannina, Greece

H npoopaTn evragn naidikv pe npoo@uyikn epneipia oTo eAAnvikd oxoAeio epnAouTilel
TO NON UNAPXOV NOAUYAWOOIKO eKNAIDEUTIKO Tonio. Mwooeg AiydTepo opaTeg (Ta papoi,
Ta NaoToU, Ta oupvTou, Ta koupuavTli, Ta copavi, al\a kai Ta apafikd, peTa&l aNwv)
€pxovTal va npooTeBouv OTIg YAWOOEG TwV HaBNTWV HETAVACTEUTIKNG NPOEAEUONG NOU
gxouv evtaxBei oTo eNAnVIKO oxoAeio ano Tn dekaeTia Tou 1990. H Beon Twv yAwoowv
QUTWV OTO MAQICIO €VOG PHOVOYAWOOIKOU - JOVOMONITIOHIKOU OXOAEIOU TPOPODOTEl €K
VEOU TOV OXETIKO JIANOYO.

2Tnv avakoivwon auTr) napoucialoupe gpeuvnTika dedopeva nou oxeTiCovTal pe
TIG OTAOCEIG €KMNAIDEUTIKGWV EVAVTI TWV YAWOOWV MNPOEAEUONG Twv pabnTov Toug -
NPOKEITAI YIa €KNAIBEUTIKOUG NOU €XOUV EUNAAKEI OTNV €KNAideucn NaIdICV-NPOCPUYWY
anod 1o 2016, didaokovtag os Ta&eig Ynodoxng, oe Aopeg Ynodoxng yia Tnv Eknaideuon
Towv MNMpoopUywyv, aAAG Kal 0TO TUMNIKO NPOYPAPPA OXOAEIWV PE ONUAVTIKI CUYKEVTPWON
NOAUYAwOCOwV pabnToov.

2e OXEOn ME TNV NPOCEYYION TNG «AAANG YAMOOAG» WG AVTAYWVIOTIKOU
ouoTnpaTog, nou epnodiler Tnv Taxeia kar OAOKANPWMEVN KATAKTNON TNG YAWOOAG
OTOXOU Kal MOou €xel 0dnynoel O MPAKTIKEG AMOTPOMNG TNG XPNONG TWV YAWOOWV
npogheuong ano Ta naidid kai Tig oikoyeveleg Toug (Gkaintartzi & Tsokalidou, 2011- Hélot,
2013), o1 eknaIdeUTIKOI TOU OUYKEKPIYEVOU OeiypuaTog epgpavifovrtal o peyaAUuTePO
BaBuo BeTikoi WG NPOG TNV KOIVWVIKN KAl EKMNAIDEUTIKA OPATOTATA TWV YAWOTWY AUTWV.
MapdaMnha, éva Oxl apeAnTeéo NoocoOoTO TOUG TEIVEI va evTACOEl OTIG KABNUEPIVEG
EKMAIOEUTIKEG TOU MPAKTIKEG TN XPNON TWV YAWOOWV NpogAeuong avTipeTwniCovTag Tig
WG Mabnoiakoug ndépoug n/kal wg okaAwold pdabnong (Rosiers, 2017), «kai
XPNOIonoiwvTag NapAAAnAa NnoAUYAwWOoOoa EKNAIOEUTIKA UAIKA.

And Tn OUYKEKPIYEVN €PEUva NPOKUNTEN OTI N avanTu§n BeTIKWV OTACEWV Twv
EKMAIOEUTIKOV AMNEVAVTI OTOUG MONITIOMIKA OIapEPOVTEG HABNTEG Kal OTIG «AANEG
yAwooeg» ennpedalel Kpiolya TIG eKNAIDEUTIKEG MPAKTIKEG EVIOXUOVTAG TAUTOXPOVA TIG
de&loTnTeG  dianoAimiopikng  didaokaliag, TN dnuioupyia UNoOTNPIKTIKOU,
paBntokevtpikou nepiBdAlovrog pe BeTikr) aAAnAenidpaon, aA\d kal cuvdegeTal pe
UWPNAEG Npoodokieg yia OAOUG Toug HaBnTEg, Kal eMAOYEG OUCIAOTIKNG EKNAIDEUTIKNG
oupnepiAnyng (2tepyiou & Zipdnoulog, 2019).

BiBAloypapikég Avagpopéeg:
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KOINOTHTEZ NPAKTIKHZ KAI TAQZZIKEZ ZTAZEIZ OMIAHTQN/TPIQN KOINHZ
NEOEAAHNIKHZ KAI KYMNMPIAKHZ EAAHNIKHZ.

P. Skamnaki
University of Cyprus, Cyprus

H napouoa petantuxiakrn diaTpiPr) anoTeAei pia anoTunwon Twv YAWOOIKWV OTACEWY
TWV POITNTWV/TPIWV, PUOIKWY opiAnTwv/Tpiwv Tng Koivig Neag EAAnvikng (KNE) kai
PUOIKWV opiAnTwV/Tpiwv Tng Kunpiakrg EAAnvikng (KE), oxeTikd pe Tn oloTtaon kai
SIapOPPWON JIAKPITWY KOIVOTATWY NPAKTIKAG HETASU puaikwv opiAnTov/Tpicv KNE kal
puoikwv opIAnTwV/Tpicwv KE. Q¢ Baoikdg okondg Tng peAeTng T€BNnke n e&éTaon Twv
OTACEWV AUTWYV, HE KUPIOUG OTOXOUG TN WEAETN Kal neplypadn (a) Twv OTACEWV TwV
opiAnToVv/Tpicdv Tng Koiviig NeoeMnvikng npog Tnv Kunpiakr) EAAnvikn, (B) Twv oTdoewy
Twv opIAnTwV/Tpicov TnNG Kunpiakng EAAnvikng npog tnv Koivry NeogAAnvikr, (y) Twv
KOIVGWVIKWY  JIKTUWY MNou avanTuooovTal anod Toug opIAnTeg/Tpieg Tng Koivng
NeoeAnvikng kar Toug opiAnTeg/Tpieg Tng Kunpiakng EAAnvikAG kar Tou poAou nou
mBavov va naifel n yAwooa otnv avanTufn Twv JIKTUWV auTwy, (d) Twv NPaKTIKWV
SIaPOPPWONG KOIVOTATWY NPAKTIKNG anod pepoug opidnTawv/Tpidv Koivrig NeogAnvikng,
Kar (g) Twv NPAKTIKWV JIapOPPwWoNnG KOIVOTATWY MPAKTIKAG and HPEPOUG TwWV
opiAnToVv/Tpicv Kunpiakng EAANviKAG.

Ooov apopd To BewpnTikd NAaicio, oTo onoio oTnpixBnke n pikpogpeuva, auTod
oxeTiCeTal pe TN YAwooa, Tn diyAwoaoia kal TNV KOIVwVIKY dlyAwaoaoia, TIG €VVOIEG TwV
KOIVOTATWYV NPAKTIKAG KAl TWV KOIVWVIKWV SIKTUWYV, KABWG Kal TIG EVVOIEG TNG YAWOOTIKNG
NPOCAPHOYNG KAl TNG KOIVWVIKAG anodoxNngG, Onwg npokUNTOUV PECW TnG oUOTAONG
KOIVOTNTWV NPAKTIKAG KAl KOIVWVIKWV JIKTUwV. I181aiTepn €upacn diveTal oe PENETEG Yia
Tn diyAwooia Kal TIG OTACEIG KAl XPNOEIG TNG, ONwg auTeg evToni(ovral OTO UPUTEPO
KolvwvioyhwoooAoyikd nepiBdAiov Tng Kunpou. Oocov agopd Tnv die§aywyn Tng
ouA\oyng Twv dedopevwy, dievepyrBnkav Teéooepig opadikég ouvevTeueig (focus groups)
ME OUPMPETEXOVTEG/OUOEG OKTW (POITNTEG/TPIEG, TECOEPIG PUOIKOUG OPIANTEG/TPIEG TNG
Koivig Neag EMnvikAg (KNE) kai Teocoepig quoikoug opiAnTeg/Tpieg Tng Kunpiakng
EMnvikAg (KE). Méow Tng pebBddou Tng BepaTikAg avaluong Twv dedopevwv and Tig
ouvevTeUEelg, npoékuyav nevre BepaTikég Npog avaluon, ol onoieg eival (a) ol 2TAoEIg
opAnTwv/Tpicov KNE kari opidntov/Tpicov KE oOxeTikd pe Ta KPITAPIA OpydAvwong
SIAKPITWV KOIVOTATWY NEAKTIKAG HETASU EANadITov kar EAAnvokunpiwy, (B) o1 21doelg
opiAnTov/Tpicov KNE npog Kowvotnteg TMpakTikng EAMnvokunpiwv, (y) or 2Tdoelg
opiAnTov/Tpiwv KE npog KoivotnTeg MpakTikhg EAANadITay, (8) ol 2TACEIG OPIANTOV/TPIGOV
KNE oxeTika pe Tnv npocappoyn Aoyou anod pepoug Twv opiAntov/Tpiwv Tng KE kai (g) ol
>2Tdoelg opiAnTwv/Tpicov KE oxeTikd pe Tnv npooappoyry Adyou and PEPOUG Twv
opiAnTov/Tpicv Tng KNE.

EvTog Twv dedopevwy, Twv anoTEAEOPATWY KAl CUPNEPACHATWY TNG Napouoag
METANTUXIOKNG JIaTpIPrG, MPOoEKUWaV KAl OTOIXEId ONwG, Ol ANOWEIG TWV (PUOIKWY
opIMnTwV/Tpicov TG KE oe oxeon pe TIG YEVIKOTEPEG OTACEIG KAl MPAKTIKEG TWV
opiAnTov/Tpicdv TG KNE népav Twv YAwoOIKWY Xpriogwy Kal enAoywV Toug, kaBdwg kal ol
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anoWeIg Twv Ppuaikwv opiAnTov /Tpicdv TG KNE oxeTikd pe Tig avTioToixeg OTACEIG Kal
NPAKTIKEG TwV opIAnTwV/TpIiwy TG KE.
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MICROSOFT OFFICE 365 EDUCATION KAI AIAAZKAAIA THZ EAAHNIKHZ QZ
AEYTEPHZ/ZENHZ FAQXzAZ XTH AEYTEPOBAOMIA EKMNAIAEYZH.

I. Skordi

The Senior School, Nicosia, Cyprus

H npakTikr) ka1 napaywyikr xpnon Tng TexvoAoyiag otn didaokalia TnG eAANVIKNG wgG
deuTePNG/EEVNG YAWOOaGg oTn oUyxpovn NoAUYyAwaoon Kal NOAUNONITIOHIKN TAEN anoTeAei
avavTippnTa HIa avaykaiowg npokunTouoda npokAnon, HE MNOIKIAEG MPOOEYYIOEIG Kal
noAAeg enmidoyeg a&lonoinoipgwy aSidoAoywV eKNAIDEUTIKWY NPOYPAPHUATWY KAl EPYAAEIROV.
H avakoivworn pou oToxeuel va NapouciAoel KAl va MPOOCEYYIOEl PEPIKEG OIOAKTIKEG
npoTtaoeig evioxuong Tng didaokaliag TNG eAANVIKAG wg deuTepng/Eevng yAwooag oTn
deuTepoPfabuia eknaideuon peoa and cuykekpipeva eknaideuTika epyaleia Tng Microsoft
Office 365 Education (Microsoft Teams, OneNote, Flipgrid). 210x0¢ gival va teBouv kai va
oulnTnBouv Ta €&NGg kaipia gpwTrpaTa: Mool gival kanoior NBavoi NEAKTIKOI KAl anToi
Tponol aionoinong Twv Mo NAvw EKNAIDEUTIKWV €PYAAgiwy, und TO Mpioua Twv
KAONUEPIVAOV EUNEIPICOV PIAG HAXIPNG EKNAIOEUTIKOU, EvEPYA dIDACKOUCAG TNG EAANVIKNG
WG &&vng/delTepng YAwooag, yia apkeTa xpovia; Mawg Ba pnopouoe va eniteuxBei n
dlagoponoinon oTn diIdaockaAia, NPog evioxuon Twv pabnTwv OAwV TwV IKAVOTATWY Kal
eninedowyv, 1I010iTEPA Og pia pIkTA TAgN; MMwg Ba pnopoucav va aionoinBouv yia Tnv
KaMigpyela Twv Pacikwv Teoodpwv YAwooikwv defioThTwy; [loieg eival kAnoieg
NPAKTIKEG duvaTOTNTEG NAEKTPOVIKAG a§loAdynong nou npoo@epovTal;, 2TOXOG TNG
napouciaong eival va dnuioupynBei pia napaywyiky oulnTnon kar avrallayn
a&lonoinoipwy 1I0e®V WG NPOG KAMOIEG €UKAIPiEG a§lonoinong Twv duvaToTATWV TwWV
OUYKEKPIMEVWV eKNAIDEUTIKWY €pyaleiwv oTo nAaicio Tng diagoponoinong, TNng
a&lohoynong kal TnNG KaAANigpyelag Twv Pacikwv Teoodpwyv YAwooikwv defioTrTwyv. Ol
peBodor nou Ba npooeyyioToUv anotehoUv Kkal Tponoug nou Ba pnopoloav va
aglonoinBouv yia €§ anootdoewg &idackalia Tng eMnvikAG wg deuTeEPNG/EEVNG
yAwooag, YECa and TA OUYKEKPIPEVA €KMAIDEUTIKA gpyaleia kal pe Paon TIG ANTEG
KaBNUEPIVEG avAYKEG pIa oUYXPOVNG HMIKTNG NMOAUYAWOONG Kal MOAUMONITIOHIKAG TAENG.
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ANATKAIOTHTA ENIMOPO®QZHZ ENAITEAMATIQN YFEIAZ KAl QPONTIAAZ ZE
©EMATA AIANOAITIZMIKHZ AFQrHz.

E. Stamatogianni
Frederick University, Cyprus

2Ta nAaicia €peuvag Nou a@opoUce Ta NPOPANPATA CWHATIKAG KAl WUXIKAG UYEIAg Twv
naidioov nou @iAo&evouvTtal oTov kaTtauliopo Tng Kogivou avadiBnke n avaykn
ENPOPPWONG TWV ENAYYEAUATIOV UYEIAG Kal (ppovTidag os BépaTta SIanoNITIOPIKAG
aywyng. H ouykekpiyévn napouciaon NPOKEITAI VA €0TIAOTEI OTA ANOTEAECPATA TNG
MNIAOTIKNG EQAPHPOYNG EPEUVNTIKWY EPYAAEIWV Mou aoyxoAnBnkav pe Tnv digpeuvnon Twv
AVTIANWEWV TwV €NAYYEAPATIOV Uyeiag kal ppovTidag otnv Kunpo avagopikd pe tnv
avaykalidoTNTa €niOpPwong Toug oTNV JIANONTICUIKY) aywyr). 2TNV MAOTIKI) €QAPUOYN
ouppeteixav 117 enayyelpaTtieg uyeiag kar gpovTidag. MNa Tnv culloyr) dedopevwv
a&lonoinBnke To epwtnuaTtoAoyio Clinical Cultural Competency Questionnaire (R.Like) kai
nuiIdopnuéveg ouvevteueig. Ta anoteheéopaTa TnNG MIAOTIKAG epappoyng £dei§av OTI ol
enayyeAdaTieg Tou Ouykekpigévou Topea  xpeidlovtar  Tnv  eknaidsucn  OoTnv
SIANONITIOHIKN aywyr] OTO CUVEXEG TNG €KNAIOEUONG TOUG - NponTuXIiakd kar dia Biou -
NpoKeIpyevou va euaicBnTonomBolv ooov agpopd Tn Piwon kar Tnv e§unnpeTnon NG
SIANONITIONIKOTNTAG OTO OIKO TOUG ENAYYEAUATIKO CUYKEIPNEVO KAl va dlaopalicouv Tnv
NapoXn MNOIOTIKWY UMNPETIMV UYEIAG KAl (pPOVTIOAG XwpPig dIaKpioelg.
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EKMAIAEYZH AIFAQZZQN MAIAIQN: H NEPINTQZH TQN TAZEQN YNOAOXHZ.

P. Thomou, D. Kontoyianni
University of Crete, Greece

O1 eknaideuTikoi TG Tagng Ynodoxng ekTdg anod Tig ouvrBelg eknaideuTIKEG DUOKOAIEG
EXOUV va aVTIMETWNIOOUV eninAéov pia 101aiTepn ouvlOnkn, Tn YAwWOOIKN eknaideuon
diyAwoowv naidicov nou exouv Tnv eA\nvikr g OelTePn YAWwooa oTo eAAnvikd
exnaideuTikd cuoTnua (2koupTtou 2011). O Tponog kaATAKTNONG Kal cuvakoAouBa n
peBodoloyia didaokaliag TNG eAANVIKAG wG deUTEPNG YAWOOAG CAPWG dIAPOPONOIEiTAl
ano Tn didackalia Tng eMnvikng wg npoTng/puntpikng (Katomain 1999, 2015).
MapaMnha, oTnv KatakTnon kar didaokalia piag deuTepng yYAwooag eivar Baocikd n
d1daokalia TNG YAWOOIKAG YyvOoNnG va NAPEXETAl OTO NAQICIO TNG YAWOOIKAG XPNONG
(acquiring knowledge for use, Saville-Troike 2006). Tautdxpova, n eMnvikr] yAwooa,
onwg kabe yAwooa, napoucialel evdoyeveiG DUOKONEG ((PWVONOYIKEG, HOPPOAOYIKEG,
OUVTOKTIKEG, K.Q.), OTIG ONoieg KAA&iTAl va avTanokpiBei o eknaideuTikOG nou Tn dIdACKEI.
2uv TOIG AANNoIG OoTO NapeNBov, €xouv ndn avapepbei npoTdaocelg yia Tn PeATiwon Tou
NapeXOPEVOU eKNAIDEUTIKOU €pyou oTnv T.Y. nNpog OPeNOG TwWV EMNIKOIVWVIAKWY KAl
aKadNMAiKWV avaykwyv Twv pabnTdv nou ¢oiToluv oe AUTH, ME AMNWTEPO OTOXO TN
OxOAIKr) Npdodo Kal TNV emTuxnuevn akadnuaikn nopeia (Zayka k.da. 2014, dpdon
«YnooTnpiEn Tng Aeiroupyiag Twv T.Y.» Tou npoypdppaTtog «Eknaideuon aAodandwv kai
NAAVVOOTOUVTWVY HaBnTav»).

2TOX0G TNG NapoUloag €PEUVAG €ival VA JIEPEUVNOEI TIG YAWOOIKEG, NMONTIOHIKEG,
Kal YevIKOTEPA €KMAIOEUTIKEG AVAYKEG TwV PabnTwv pe pyeTtavaoTeuTikd unofabpo ol
onoiol poiTouv og T. Y. kal To KATA N6CO 0 TPONOG AsiToupyiag Twv T.Y. avTanokpiveTal
oe auTeg TIG avaykeg. EidikdTepa eomialoupe os (nTrjpata pebBodoloyiag didaokaliag
NG YAwooag, oToug pabnoiakoUg OTOXOUG Kal OTa  PEoa  OIdaoKaAiag nou
XpnoigonoloUvTal, oTov oxedlaouod kal TV uhonoinon Tou pabrpaTog.

H ouM\oyn Twv dedopevwy yive pe nuidopunuevn napatrnpnon (Cohen et al. 2008)
and Tig i01eg TIG gpeuvnTpieg oe T.Y. oxoAeiwv pe au§nuévo apiBuo pabnrtov pe
peTavaoTeuTiko unoPfabpo otnv Kpntn kabwg kai pe nuIdopnueveg ouvevTeUEEIG OTOUG
€KNAIOEUTIKOUG NouU dIDACKOUV OTIG TAEEIG AUTEG.

Ta anoTeAéopaTa Tng €peuvag enmonuaivouv TIG BOeopikeég OuokoNieg TNg
Aeitoupyiag Twv T.Y. kaBdg kal Tnv avdaykn yia e§OIKEiwoN Twv €KNAIBEUTIKGWV OE
(nTAuaTa nou agopouv Tnv eAMnvik yAwooa kaBwg kai Tn didaokalia TnG wg
deuTEPNG.

BifAioypacpia:

Cohen, L., Manion, L. & Morrison, K. (2008). (per. Kupavakng, 2., Maupdakn, M.,
Mntoonoulou, X., MniBdpa, M. & Gidonollou, M.) MeBodoloyia eknaideuTiknG €peuvag.
ABrva: MeTaixuio.

Page | 145



Zayka, E. Keoidou, A. & MaTBaioudakn, M. (2014). H BeATiwon Tou eknaideuTikoU €pyou
Twv Tdagewv Ynodoxng oto eAnvikd oxoleio. [Maidaywyikeég Kal YAWOOOAOYIKEG
dlaoTdaoeig. 210 A. Psaltou-Joycey, E. Agathopoulou, and M. Mattheoudakis (eds) Cross-
curricular approaches to language education, eds. 172-190. Newcastle upon Tyne:
Cambridge Scholars Publishing.

Katoipan, T. (1999). Kupiapxeg BewpnTikég npooeyyioeig otn didaokalia Tng Neag
EAM\NVIKAG wg EEvng yAwooag. 2To Aapavakng, M. (emiy.). Maideia Opoyevoov: OewpnTIKEG
Kal euneIpIkKEG npooeyyioelg. 2eA. 221-238. PeBupvo: Epyaotrpio AianoNTIOHIKGOV

MeTavaoTeuTikowv MeAeTwv.

Katomahn, T. (2015). H didaokahia Tng EAANvIkAG o€ aAAOYAWOOOUG: €I0AYWYIKEG
enionpavoelg. 21o NanadonoUlou, A., AyaBonouAou, E. kai K. MouAiou (enip.) YnooTtnpi§n
TNG AeiToupyiag Twv Ta&ewv unodoxng: (ntApata yAwooikng OidaockaAiag. 1-10.
©eocoalovikn: A.M.O.

Saville-Troike, M. (2006). Introducing Second Language Acquisition. Cambridge: CUP.
2koupTou, E. (2011). H diyhwooia oto oxoAeio. ABryva: Gutenberg.

Page | 146



ENGLISH AS A LINGUA FRANCA IN INCLUSIVE MULTILINGUAL CLASSROOMS IN
NORWAY: THE ENRICH E+ PROJECT.

D. Tsagari, Therese Tishakov, Mona E. Flognfeldt, Lynell Chvala, Kirstin Reed
Oslo Metropolitan University, Norway

In the local context, the Oslo school district, 39% of all pupils currently attending primary
schools have a minority language background, ranging from 99% to 4% of all pupils at any
given school from over 150 different language backgrounds. This makes almost every
classroom in Oslo a multilingual classroom within a highly diverse multilingual context.
Efforts to aid inclusive education practices are supported at the European and national
levels. However, research from Norway and beyond states that English Language
Teachers (ELTs) need to increase their competence of multilingualism to meet the needs
of the multilingual classroom and to make a paradigm shift towards multilingualism.
English as a Lingua Franca (ELF), as a multilingual means of communication, plays a key
role in this effort.

This presentation reports findings of a needs analysis study conducted in Norway
in the framework of the EU-funded project entitled “"ENRICH” (“English as a Lingua Franca
Practices for Inclusive Multilingual Classrooms”, 2018-2021), whose aim is to develop a
high-quality Continuing Professional Development (CPD) infrastructure which will
promote teacher competences in multilingual pedagogy and empower ELTs to integrate
the current role of ELF in multilingual classrooms. The findings illustrate: a) the beliefs,
perceptions, and attitudes of EFL teachers in Norway regarding the multifaceted dynamics
of the global spread of English and its impact on their own teaching practices, and b) the
perceptions secondary-school learners in Norway have about English used as a global
language and the possibility of integrating this awareness in formal EFL teaching. The
results are interpreted through recent research in multilingualism and ELF, with the aim of
informing the development and delivery of the online CPD course. We hope the
presentation facilitates for discussions regarding innovative design and content of
professional development for teachers in multilingual contexts.
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LINGUISTIC VARIATION AND CRITICAL LITERACY DESPITE DIGLOSSIA. DATA FROM
CYPRIOT SCHOOLS.

S. Tsiplakou, E. Papanicola
Open University of Cyprus, Cyprus

The Greek Cypriot speech community is diglossic; Cypriot Greek is the naturally acquired
variety and Standard Greek is the superposed variety. Past education policies dictated
strict adherence to the language curricula of Greece, with no reference to linguistic
variation, which resulted in further stigmatization of Cypriot Greek and increased linguistic
prescriptivism (Hadjioannou et al., 2018). Through the presentation of two pedagogical
interventions we show how nonstandard varieties can become a useful tool for fostering
metalinguistic awareness and critical literacy. The interventions took place in in a Grade 6
elementary school class in a rural area of Cyprus, with a population of c. 30 students. Data
from classroom interaction were collected with ethnographic tools (participant
observation and audio recordings). The interventions aimed to foster critical literacy by
working in the margins of a rather traditional language arts curriculum promoting
autonomous literacy and linguistic prescriptivism. A a radical critical literacy approach was
adopted: teaching materials were authentic texts selected collaboratively by students and
teacher and the aim of text analysis and concomitant text production was to focus on the
underlying ideological import of the content of the texts examined, but, crucially, also on
linguistic forms as indexicals of identities, attitudes and ideologies. In these interventions,
contrastive analysis between Cypriot and Standard Greek was deployed in order to foster
metalinguistic awareness not only of grammatical structure and lexis but, crucially, of
sociolinguistic / register / stylistic variation. The data showed increased awareness not
only of the extent of the students’ linguistic repertoires but also of appropriateness of use
depending on register, genre, tenor, etc.; crucially, standard and dialect features in
different genres were consistently commented on by students in terms of their
indexicalities (cf. Papanicola & Tsiplakou, 2019). The intervention was therefore
instrumental in honing awareness of the social-semiotic dimension of language, which is
central to fostering critical literacy skills in the face of diglossia and a linguistically
prescriptive educational context.
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TRANSLINGUAL DATA FROM LINGUISTIC LANDSCAPES AS ALTERNATIVE LITERACY
PRACTICES: TRANSLANGUAGING FROM THE DEAD ZONE.

S. Tsiplakou, K. Tsitsou
Open University of Cyprus, Cyprus

Linguistic landscapes attract considerable research interest, not least because of the rich
semiotic import of the texts involved, which stems from their relation to the dynamics of
(urban) space and from their function as linguistic shapers of (particular socioculturally
embedded representations of) space, jointly with other semiotic resources such as
architecture, urban construction, visible and covert aspects of human geographies, etc.
(Ben-Rafael, 2009; Jaworski & Thurlow, 2010). This paper presents data from the linguistic
landscape of Nicosia, the capital of the Republic of Cyprus and Europe'’s last divided city.
The focus is on texts collected from the inner-city areas of Phaneromeni and Taht-el-kale,
which are adjacent to the ‘dead zone’, the UN buffer zone dividing the northern and the
southern part of the city; these are areas that combine dereliction and recent attempts at
gentrification; texts include political slogans, advertisements for rallies or local festivals,
graffiti, posters etc.

Signage in this linguistic landscape is densely translingual, as it features

(i) aspects of the Cypriot Greek dialect, a variety of Greek that is still by-and-large banned
from the public domain given the diglossia between Cypriot and Standard Greek
(Hadjioannou et al., 2011), a particularly interesting aspect being the way in which the
absence of a standardized writing system for the dialect is capitalized on for indexical
purposes; (ii) translanguaging between Standard Greek, Cypriot Greek and English; (iii)
purposefully ungrammatical structures; (iv) overt subversions of formal writing
conventions at large (cf. Tsiplakou, 2017). In terms of methodology, (a) a micro-level
linguistic analysis of individual texts and of particular instances of linguistic and
orthographic bricolage or translanguaging and superdiversity is proffered and an attempt
is made to explore their import as indexicals of ideologies constructing inner-city spaces
as settings for specifically politicized, counter-normative, ‘glocal’ identities (cf. Blommaert,
2013); (b) we present findings from a qualitative survey among high school students and
teachers which explored their attitudes to such translingual prectices as alternative literacy
events (cf. Shohamy & Waksman, 2010). The findings indicate that while participants found
such production interesting and creative, they were reluctant to view it as context-
embedded alternative literacies.
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ANATKEZ FONEQN A XYMMETOXH ZE MPOrPAMMATA OIKOTENEIAKOY
rPAMMATIZMOY.

C. Tsirmpa, N. Stellakis
University of Patras, Greece

To oikoyevelakd nepiPAANov Kal ol gUNEIpiEG NOU anokTda To naidi yéoa oe auTod sival
onpavTikég yia Tnv e€&eNEN Tou. EvrouToig, undapxouv yoveig nou aduvaTouv va
BonBrijcouv Ta naidid Toug, Ye anoTEAeopa aAuTd Ta naidid va napoucidfouv NoAAEG
POPEG XaAPNAEG OefidOTNTEG YpPAUUATIOPOU, va pnv METUXAIVOUV OTO OXOAgio Kal va
odnyouvTal cuxva oTo nepiBwplo. Mpokeipyévou va yepupwbei autd To Xdopa PeTagu
naidicov pe dIapOPETIKEG OeEIOTNTEG YPAMMATIOPOU, NOANEG KOIVWVIEG EXOUV EPAPUOOCEI
EKNAIDEUTIKA NPOYPAPHPATA NOU APOPOUV TOUG YOVEIG KAl €XOUV wG OKONd TNV evioxuon
YPAMMATIOPOU TwV 18IV KAl TwV NaIdItdV TOUG.

2KOMNoG TNG NapoUoag PENETNG €ival N DIEPEUVNON TWV AVAYK®OV TWV YOVEWV YId
OUPMETOXN O NPOYPAPHATA OIKOYEVEIAKOU YPAPUATIOHOU. H épeuva npayuaTonoindnke
oe 13 Onuooia vnmaywyeia oTtov [MUpyo HAsiag, To oxoAikd e€tog 2017-2018 «kai
ouppeteixav 20 pnTepeg vnniwv. H ouloyn dedopévwv npaypaTtonoimBnke PECW
NUIdOPNMEVWY CuveVTEUEEWY, oI onoieg avaluBnkav PEow TNG avaAuong NEPIEXOHUEVOU.
Me PRdaon Ta anoTeAéopaTta, ONol oI yoveig evOIapEPOVTAl vA OCUPPETACXOUV OE
NPOYPAUUATA OIKOYEVEIQKOU YPAPPATIoOHoU. QoTooo, napatnpoupe va eoTialouv
1IB1aiTepa og BépaTa nou agopolv Tn PeTAPACN OTO ONUOTIKO OXOAEIO, AyvOowvVTAG TN
onoudaldTNTA TNG EViOXUONG TOU YPAUUATIOHOU OTNV NPOOXOAIKN nNAIKia.

EidikoTepa, o1 yoveig evdiagpeépovTal Kupiwg va evnuepwBouv yia Tn pebodo
avayvwong pe To naidi, yia npakTiKA BEuaTta nou agopouv TNV opyAavwon TnG HEAETNG,
yld TO NG PnopoUv va Owoouv KivnTpa oTo naidi KAl va KAVOouv euxdploTn Tnv
avayvwon, Kabwg kal yia Bgpuata nou agopoUlv Tn CUPNEPIPOPA TWV YOVEWY ANEVAVTI
oTo naidi kaTd Tn didpkeia TNG avayvwong. EAdxioTol yoveig ekdnAdvouv evdiagpepov yia
va KAAUWOUV NPOCWNIKEG TOUG AVAYKEG O BEUATA YPAPPATIOHOU.

2UPNEPACHATIKA, TA ANOTEAECHATA OeixvOuv OTI OI OAOI Ol YOVEIG £XOUV avaykn
enNpopPpwong kal kabodriynong, £€Tol WOTE va KATAVONOOUV NWG EMITUYXAVETAl N
gvioxuon TOU YPAppaTIOpoU and noAU pikpr; nAikia. To nedio Tou olkoyeveiakou
ypappaTiopoU dev exel Aaer Tn déouoca npoooxn nou Ba enpene otnv EAAGda kal Ta
anoTEAECPATA TNG €PEUVAG PMOPOUV VA CUVEIC(EPOUV OTNV OPYAvwaon KATAAANAwv
NPOYPAUUATWY OIKOYEVEIAKOU YPAPPATIOPOU Ye BAon TIG AVAYKEG TwV YOVEWY, £TOI WOTE
OAOI 01 YOVEIG VA YiVOUV CUUPETOXOI OTNV £VIOXUON YPAUHATIOHOU TwV Naidiv.
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KPIZEIZ ZE AIAAOXH KAI PATAAIOTHTA. ANTITAQZZAZ, ZTPQMATA TAQZZAZ.

N. Tsitsanoudi-Mallidi
University of loannina, Greece

Tnv TeleuTaia OwdekaeTia OiavUoupe Tnv TETAPTN KATA Oeipd ooPapn Kpion
(oikovopikn/Tpaneikr), NPOCMUYIKN, uyelovouikn, nepiBarlovTikr/kAipaTikn). Ki eve ol
pwveg nou unootnpiCouv OTI N "veéa kavovikoTNTa" wg evvoia Ba ocuykpoTeiTal NAgov and
dlapkeig - kdAnoieg Kal NAAvVNTIKEG - anelAeg Kal KvOUvoug, n yAwooa KaleiTal va
avanpooappoleTal ye TAXUTNTA PWTOG, NapakoAouBwvTag Tn divn Twv YeTABOAGY Twv
KATAOTAOEWY, WG KOIVWVIKA KUPIwG ouykeipyeva. H paydaidotnTa Twv alAaydv Kal n
npaypaTtiky avaykn ("Cwng kal BavaTtou") Twv peAwV TnG KOIVOTATAG YIA AUTOPATN
EVNUEPWON KAl AMOTEAECHATIKN) Ouvewonon, aA\d kal n onoudr] Twv €€KACTOTE
eEouolaoTwv yia dlaxeipion Twv Kpicewv Kal eNiBoAr) odnyei oTn dnuioupyia/KATAoKeUN
(uno)ouvolwv AeEewv Kal ocuvawewv Aefewv, oI onoieg, PoAovoTi kabBigpwvovTal
TaxuTaTa, agevog dev anolapPavouv navra Tng ouykatabsong Tng KoivoTNTAG, KAl
AETEPOU, EXOUV AyvVwOoTn dIAPKEIQ 1 avToxeg oTov xpovo. ETol otnv nepinTwon Twv
evvea eTwv (2009-2018) katd Ta onoia otnv EAAada eniPAnBnkav Ta Aeydueva "pvnuovia
ouvepyaoiag", avadeixBnke n anokAnBeica "pvnuoviakn" r "ueTapvnuoviakn yAwooa".
Katd Tn didpkeia TNG NpoogpuYIKNG Kpiong, TNV TEAEUTAIQ NEVTAETIA, ENICTATEUTNKE £Va
OXETIKWG €101KO, NOAepIKO Ae§INOYIO, Nou aneikoviCe TIG HETAKIVAOEIG Twv NANBuopV Kal
TIG OUVENEIEG I KAI AVTIOPACEIG OTIG KOIVWVieG unodoxNnG. AvtioToixa, oTn dIdpKeIa TNG ev
e&eli€el navdnuiag, ouykpoTrBnke To Ae§INOYIO TOU KOPOVOIOU, EVOOW pia vEQ "YAWOOIKN)
Taén npaypdaTtwv' diapoppuveTal oe oxéon pe Tnv nepiPallovTikn Kpion kar Tnv
KAIHaTIKA aAAayr). H enivonon kar xpron Twv ouvolwv auTwv Twv Aegewv, daveiwy,
VEONOYIOHMV N/KAl AVAPOPPWHEVWY ONPACIONOYIKA AEKTIKWV Hop@wy, napouaialouv
METAEU TOUG EUDIAKPITEG OPOIOTNTEG, AAAG KAl OAPEiG dIaPOPEG.

2tnv avalnTnon nou kal Nwg Pnopouv va katnyoplononBouv Ta Ae§iAdyia Twv
Kpiogwv, N epyacia katabeTel npog oulrTnon TNV NPOTACNH TOu 6pou "oTPpwUaTA" Twv
yAwoowv Twv Kpioewv. O 0pog "oTpwpaTta" eNAEYETAI NPOKEIMEVOU a. va KaTadeixBei n
aMnlouxia Twv Ae&loyiwv nou napakolouBouv 1 kaTaokeudalouv Tn diadoyxn Twv
Kpiogwv, B. va aneikovioTel n xpovika opioBeTnuévn didoTaon kai xprion, Y. va pavei n
opiCovTIa Kuplapxia oTo nedio TNG enikolvawviag, d. va KATaypagei n eAaoTIKOTNTA TNG
XPNoNG, Kai €. va anokaAu@Bouv ol PAeWeIg nou ouvodeUouV TIG ayXwOEIG AAAYEG TwV
VONMATWY MPONYOUHEVWG OIKEIWY NXNTIKWV akohouBicwv. MpokerTal yia pia dokiun
dIaAdYoU yIa TO EUPOG TWV NPOTAPHOYWY TOU YAWOOTIKOU £pYaAEiOU MOU ANOKAAUNTETAI
EUAAWTO Kal eUaANOIWTO, NOEXOUEVO aANNayV Kal niEcewy, oTov Pabud padAioTa nou
auTEG dlEUKOAUVOVTAl ano TIG duVATOTNTEG dIAdOONG NOU NPOCPpEPE! N TEXVOAoYia, aAd
Kal N opgoBupia Twv HECWV eVNPEPWONG, WG NPOG TNV €NIBOAN HEPOUG AUTV.
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‘TRAINING MUSEFIR’-A JOURNEY INTO TRANSLANGUAGING AND IDENTITY TEXTS.

R. Tsokalidou, E. Kompiadou
Aristotle University of Thessaloniki, Greece

We are facing serious Post-Multilingualism challenges (Li, 2016) where simply having
many different languages is no longer sufficient either for the individual or for society as a
whole. Therefore, we all need to acquire new linguistic and communicative skills and
challenge our own notions of ‘integration’, ‘co-existence’, 'intercultural
dialogue/education’. As researchers we are required to delve into new realities and get
the best possible elements that serve our personal development. This is our new duty and
challenge.

As we and other researchers have written before (Tsokalidou et al, 2021),
language/school classes become spaces of translanguaging practices (Garcia 2009,
TookaAidou/Tsokalidou, 2017, Li, 2016) that can be expressed through the use of identity
texts (Cummins & Early, 2011, ZxoupTou, 2011, KoupTtn-KaloUAAn & TlaveTtonoulou,
2009).

In this paper, we draw upon previous research data that studied translanguaging
and identity texts within the context of adult refugee’s language education and combine it
with research within the context of preschool education where the concept of identity
texts is studied and expanded into new dimensions. ‘Musefir’ for us is any refugee student
who can ‘navigate across currents’ (TookaAidou/Tsokalidou, 2017) in his effort to juggle
his language skills to achieve integration into a new society. ‘Musefir’ has an important
symbolic meaning for us as it refers to ‘traveller’ in Arabic and 'visitor' in Greek, both of
which are part of the identity of any refugee, whether he or she decides to move on from
country to country or settle down in one. With the example of these case studies we can
revisit our own translingual practices, our own ideas about life in between languages and
cultures and return to preschool educational practices that allow for new spaces
embracing our children and their families in class and highlight positive interactions
fostering to improve and promote inclusiveness.
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CAN WIKIS ENVIRONMENTS ENHANCE LEARNING OF A FOREIGN LANGUAGE AND
ITS CULTURE? A STATISTICAL APPROACH.

I. Tyrou
National and Kapodistrian University of Athens, Greece
National Technical University of Athens, Greece

The New Technologies are capable of motivating the multilingual and multicultural
meeting point and the contact for autonomy and flexibility, but also for creativity and a
dynamic intervention in the educational process, especially in the teaching of foreign
languages. The wikis environments can set up online collaborative learning communities,
which offer opportunities for team writing, increased participation and motivation for
learning, skills of cooperation and a high degree of interaction of students with each other
and the teacher. Wiki's learning activities can ensure continuity of learning process and
the learners’ writing skills can acquire meaningful contexts and authentic purposes for
writing. The research presented was conducted on first-year students of the Department
of Italian Language and Literature of the University of Athens who learn foreign language
and its culture through online activities in wikis environments, as an alternative learning
environment through cooperation and active participation of students. The presentation
focuses on the statistical results of an initial and a final questionnaire with the statistical
tool of SPSS for our students' perceptions of alternative foreign language learning
environments. In particular the results focus on the positive impact of the emerging
technologies, Web 2.0 and wikis on their language teaching environments and its culture.
Our original research questions confirmed that the more the students use the Internet for
educational purposes, the more they can increase their knowledge of the foreign
language and its culture. It is also statistically documented that there is a positive
relationship between teamwork and achievement of the educational goals, by fostering
positive conditions for cultivating creativity, collaborative written expression and the
cultural contact.
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H FAQZZIKH NMOIKIAOTHTA QX ANTIKEIMENO AIAAZKAAIAZ: H NEPINTQZH THZ
KPHTIKHZ AIAAEKTOY.

M. Tzakosta
University of Crete, Greece

H pelétn Twv yewypapikwv noikiAikov o BewpnTiKO Kal epAPUOCHEVO €ninedo €ival
oNMAVTIK AOYwW TNG avaykng diacwong Kal diIaTAPNONG TwV YAWOOTIKWY CUCTNPATWV
nou pIAIoUVTal ano JIApOPETIKEG, YEWYPAPIKA NPOCDIOPICUEVEG OpAdEeG. AIAPOopEG
MEAETEG E€MICNUAIVOUV TOV €UEPYETIKO POAO MOU Ol YAWOOIKEG MNOIKIANIEG pnopouv va
dladpapaTicouv oTnv YAwoaolikr avantugn kal didaokalia (BA. Adger et al. 2007, NTivag
& Zapkoyiavvn 2009, TomAdkou & Xatlniwavvou 2010). MapoA autd, oTto oTO
AiaBepaTikd Evigio MAagiocio MpoypappdTtwy 2noudwv kal To AvaluTiko [pdypappa
2noudwv povo Eupeca evBappuveTal n xpnon kai didackalia Twv VveEOEANNVIKGV
dialekTwv (Ynoupyikn Anogaon [2/210723 OEK 304/t. B'/13-3-2003, Ynoupyikn
Andgpaon 12/21072a OEK 303/T. B'/13-3-2003).

2Tnv KPNTIKN OIAAeKTO €xouv yivel afloloyeg, aAAG pepovwuéveg npoondabeieg
EVOWPATWONG TNG OTNV YAwoOoIikn didaokaAia otnv npwTtofdbuia kai deutepofdabuia
eknaideuon. 2uykekpipgéva, ol 2TpaTidakng & pabnteg (2007, 2008), or MoAdkn (2016) kai
MoAdakn & Mnegikakn (2018) kaTagpepav va evepyonoinoouv To evdiapEPOV pabnTwv TNG
npwTtofdabuiag kar deutepoPabuiag eknaideuong oto v. PeBUpvou. Zuykekpipeva, ol
>1paTidakng & pabnteg (2007, 2008) epydoTnkav cuoTnuaTika ndavw oTn ouvTagn
EUXETNPIWV PAVTIVAdwWV Kal YAWoo0deTwv oTnv KpNnTikn yAwooa. Or MoAakn (2016) kai
MoAakn & Mneikakn (2018) cuoxeTioav TuNoAOYIKA TIG VEOEAANVIKEG OIGAEKTOUG PE TNV
apxaia eMnvikn oe POPPOPWVONOYIKO Kal Aeihoyikd eninedo anokaAunTovTag
OMOIOTNTEG MPETAEU TWV AVAYEVVNOIAKWY KPENTIKWV KEIPEVWVY Kal TnNg npoTunng Néag
EAMnvikAg (MNE) kal epnAékovTag Toug pabnTég oTnv peTaypagn keipevawv ano tnv NMNE
oTNV KPNTIKN SIAAEKTO.

Mapa To yeyovog OTI pabnTeg kar eknaideuTikoi Tng npwToPdabuiag kai
deuTepoPabuiag eknaideuong €xouv KAVEI OUYKEKPIYEVEG NMPOTACEIG YIA TOUG TPOMOUG
EVOWPATWONG TwV JIAAEKTwY oTn YAwoolikn didackalia (BA. TCakwoTta & MneTeivakn
2018, 2019), o1 avTidpdoeig Toug OXETIKA pe Tnv mBavoTnTa ulonoinong auTAg TNG
EVOWPATWONG gival avTIPATIKEG. AUTEG KaTA Bdaon ogpeilovTal oToug puBoug ol onoiol OxI
pOvo dlaTnpouvTal aAAG Kal KAANIEPYOUVTAl KATA Twv dIaAEKTwVY Kal oxeTiCovTal pe Tnv
unodeeoTepn Beon Twv dialekTwv cuykpiTika npog Tnv NMNE (BA. Kawdaokn & TCakwoTa
2016, TCakwoTta 20204, B).

2Tnv avakoivwon pag Ba napoucidocoupe a) Toug Aafoveg pabrnpaTtog nou yia
npwTnN Popd npoo®epdnke ano To Maidaywyiko Tunua MpooyxoAikng Eknaideuong Tou
Maveniotnuiou KpATng pe Bépa TNV evowpdaTwon Twv dIaAeKTwv oTNnVv eknaideuon kai )
TIG avTIOPACEIG TwV POITNTWV Ol onoiol napakolouBouv OAeg Tig nNapaddoelg Tou
pabnuatog. O andweig Twv POoITNTWY aAnoTUN®VOVTAl O dUO €pwWTNUATOANOYIA. To
npwTo diaveunBnke pe TNV evapén Tou pabrnuaTog, eve To delTepo Ba diaveunbei kail Ba
oupnAnPwBei HETA TNV OAOKANPWON TwV NApaddoewV Tou pabrnuaTtog ota TeAn Maiou.
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Ta epwTnuaToAdyla, OTATIOTIKEG avaAUOeIg Twv onoiwv dev eival duvatov va
napaTteBolv €dw dedopevou OTI To pabnua eivar oe €EENIEN, napexouv NANPOPoOPIeg
ava@OopPIKA PE TN OXEON TWV POITNTWV PE TIG TOMIKEG YAWOOEG, TIG KATEUBUVOEIG Nou ol
id1o1 o1 poITnTeG Ba rBehav va ndpel onoiodrinote avaloyo nNavenioTnuiakod pabnua aAia
Kal TIG NPOTACEI§ TOUG OXETIKA HE TOUG TPOMOUG EVOWHATWONG TWV JIOAEKTWV OTNV
eknaideuon.
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RUSSIAN, TATAR AND ENGLISH IN THE LINGUISTIC LANDSCAPE OF KAZAN:
LANGUAGE POLICY AND DEGREE OF LANGUAGE INTEGRATION.

E. Varlamova, F. Tarasova
Kazan Federal University, Russia

In our work, we follow the view that the linguistic landscape research consists of a study of
written signs in the public space of the urban environment (Backhaus, 2007). The study of
the linguistic landscape reveals patterns in the ways in which people, organizations,
institutions, government agencies communicate using symbols within a complex linguistic
reality (Ben-Rafael, 2006). The study of the linguistic landscape is of interest for linguistics
in the sense that it becomes possible to determine the degree of linguistic integration.
Linguistic integration is the processes of borrowing, mixing, crossing languages in a
multinational society (Zherebilo, 2010).

As the data for the research, the linguistic landscape of the central pedestrian
street of Kazan, Bauman Street, has been studied (the data was collected from September,
2019 to December, 2019). Kazan is the capital of the Republic of Tatarstan, Russia. In the
Republic, two state languages, Russian and Tatar, are functioning officially, which is
enshrined in the Constitution of Tatarstan.

Analyzing the linguistic landscape of Bauman Street, we examine all linguistic signs that
are presented as part of information units. Under a linguistic sign, we mean a word. Thus,
in this study, a linguistic sign and a lexical unit act as identical concepts. By an information
unit, we mean a segment of the linguistic landscape that is functionally delimited from
other information units (working hours, informational announcements, advertisements,
road signs, etc).

Information units can be subdivided into monolingual and multilingual. We
consider information units that contain the words/morphemes/letters belonging to
different languages/graphic systems (Cyrillic/Latin) as multilingual information units (e.g.
«InstaCkaska», «lllkora wnHocTpaHHbix A3bikoB BACK TO SCHOOL»). To monolingual
information units, we refer the units in which information is presented in one
language/graphic system.

The prevalence of the lexical units belonging to Russian, Tatar or English in a
particular type of monolingual information units testifies to the social and political
characteristics of the region.

The quantity and peculiarities of multilingual information units give a key to the
degree and ways of language integration.

From October to December 2019, the linguistic landscape of Bauman Street
amounted to 1367 information units, 1019 of which were monolingual and 348 were
multilingual, which is 75% and 25% of all the units of the linguistic landscape, respectively.
The last figure shows the degree of linguistic integration characteristic of the linguistic
landscape of Kazan in the specific period.
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At the level of monolingual information units, we can notice that road signs, signs
on houses with street names, legal addresses, and opening hours are maximally
represented in both state languages - Russian and Tatar. While informational
announcements, advertisements, and ergonyms are presented in the Tatar language to an
insignificant extent, which characterizes Kazan, on the example of its central pedestrian
street, as a city oriented towards people who speak Russian and a foreign (English)
language, as well as foreign tourists. Thus, the degree of the State influence on language
policy in Kazan is quite large.

From the point of view of linguistic integration, which manifests itself in multilingual
units, elements of the English language integrate into the Russian element of the linguistic
landscape, but do not integrate into the Tatar one. While Russian and Tatar languages are
subject to the processes of mutual integration as equal state languages of the Republic of
Tatarstan.
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ANNOTATIONS AS INSIGHTS INTO MULTISEMIOTIC TEXT PROCESSING.

K. Vogt', B. Antia®
'"University of Education Heidelberg, Germany
University of the Western Cape, Cape Town, South Africa

Extensions of notions such as linguistic repertoire (Busch 2012), now reconfigured as
semiotic repertoire (Kusters, Spotti, Swanwick et al 2017), or of translanguaging (Baker
2001), increasingly refashioned to incorporate broader heteroglossic practices as well as
non-verbal modalities (Garcia & Wei 2014), reflect an emerging consensus that human
communication draws on a diversity of modalities beyond language/s, and that it
sometimes challenges socially constructed norms of behavior in specific interactional
regimes (Blommaert, Collins & Slembrouck 2005).

While this multisemioticity has been copiously illustrated in a range of contexts of
the production of communication (e.g. texting, classroom teacher-talk, user manuals,
linguistic landscape, textbooks, etc.), the perspective on reception has been
comparatively under-researched, particularly regarding questions such as whether, how
and to what ends annotations made while reading a text bear traces of multisemiotic
processing.

This presentation analyzes a collection of annotations on prescribed readings
made by university students in two contexts: students at a German university studying to
become teachers of English and students at a South African university in non-language
disciplines. We elaborate on resemiotization (ledema 2003) as an account of
multisemioticity as well as on text movability (Liberg, af Geijerstam & Folkeryd 2011,) as a
lens on ways of journeying through texts, then use these perspectives to analyze the
annotations. The analysis shows that students in both environments draw on a range of
culturally shaped resources - images, different languages and language varieties,
graphology, colours, etc. - to make meaning of texts that they read, and that some of
these semiotic resources challenge putative norms undergirding the corresponding
interactional regimes. The analysis also shows how semiotics are mobilized and severally
transformed from both codified cultural knowledge and from the printed text to marginal
notes (i.e. annotations) in order to signal different levels of engagement with text. The
analysis has implications for the further theorization of communication and for the
teaching of reading especially in multilingual contexts.
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TRANSLANGUAGING AND LANGUAGE TRANSMISSION IN YOUNG HERITAGE
SPEAKERS: TWO POLES OF THE SAME CONTINUUM?

A. Zabrodskaja', S. Karpava?®, N. Ringblom* *

'Tallinn University, Baltic Film, Media, Arts and Communication School, Estonia
University of Cyprus, Cyprus

3Stockholm University, Sweden

*Uppsala University, Sweden

Translanguaging (TR) is a complex phenomenon that cannot be viewed in simple terms
and from one perspective only and should be viewed in all its complexity. While TR
practices can support and expand dynamic multilingualism and integrate a minority
language into a wider context, from the other language transmission perspective TR can
be highly controversial since it can enhance language change when used in more and
more domains, especially when families do not make conscious choices regarding specific
language management and use “laissez-faire” attitudes regarding language choice.

This study investigated the TR practices of Russian-speaking parents and their
children in three different linguistic environments: Cyprus, Sweden and Estonia. The data
were collected using parental written questionnaires with the focus on general
background, socio-economic status and language proficiency, oral semi-structured
interviews and ethnographic observations, in order to get a deeper understanding of how
TR practices and literacy activities are managed in multilingual Russian-speaking families
in three different environments and what differences and similarities could be observed
between them. By TR we mean the “flexibility of bilingual learners to take control of their
own learning, to self-regulate when and how to use a language, depending on the context
in which they are being asked to perform” (Garcia and Li Wei, 2014:80). Interviews were
conducted with the parents and children regarding literacy opportunities and practices,
cooperation, social-emotional quality and joint literacy activities involving the child. As a
non-manipulative methodology, our ethnographic participant observation aimed to
observe language use in the widest possible range of situations: during joint family meals
and home-cooking, indoor and outdoor entertainment activities, completing homework
assignments etc.

Our results show that parents in minority and immigrant contexts realised quite
soon the importance of early child literacy experiences at home and tried to enhance
these experiences both in Russian and in the target language of the country via (in)direct
teaching and meaning-focused shared activities. While most parents wanted to preserve
the quality of the Russian language and transmit it to their children, they sometimes let the
children use the language that was most convenient at particular moments. In turn, some
parents noted that over time more domains were replaced with the majority language,
which led to language shift.

We assume that while TR practices can be used in educational contexts, parents
should also be aware of the fact that a language switch can happen more quickly than
they expect and, thus, it is important for parents to provide many opportunities for
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practising Russian as the L1. Instead of continuing to use terminology from the dominant
language, it may be more appropriate to introduce the necessary terminology from the
minority language to make the child familiar with it and able to use it in his/her own
communication; otherwise, how to approach the school domain in the minority language
will remain unknown to the children. This requires a systematic approach in order to
succeed.
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Symposium 1/ Zupnéoio 1
FAQZZIKH AYTOBIOIPA®IA KAI MOAYTAQZZIKH EKMAIAEYZH.

E. Mousouri, E. Kalamakidou, V. Kimiskidou, M. Koukouli, Th. Balita, E. Boudoura, D.
Tzatzou
Aristotle University of Thessaloniki, Greece

To 2upndoio oToxelsel OTNV NAPOUCIACN €PEUVWV MNOU MNPAYPATOMNOIOUVTAl O€
eknaideuTikoUg Kal pabnTikd koivd npwtoldabuiag kar deutepoPabuiag eknaideuong
otnv EANAda oxeTIkG pe Tn ouvelopopd TNG YAWOOIKNG auToBioypapiag wg epyaleio To
onoio avadeikvuel T d1dpBpwon peTagu TnNG KoIvwViag Kal Tou aTOPOoU O O,TI APopd TO
NOAUYAWOOIKO €MIKOIVGWVIAKO Tou pengpToplo (Delory-Momberger, 2010 : 1).

H diapBpwon auTtn eniTpenel, TOOO OTOV EPEUVNTI OO0 KAl OTO KABE ATOPO Nou Pnaivel
oTn diadikacia ouvTagng TNG YAWOOIKAG Tou auTofioypagiag, va ouveldnTonoinosl,
MECW AVAOTOXAOTIKGWV dIadIKACIWY, TIG OXECEIG MOU EXEl HE TIG YAWOOEG NOU ANOTEAOUV
TO YAwooIkd Tou penepToplo. OI OXECEIG AUTEG gival SUVAPIKEG, BpiokovTal O pia CUVEXN
dladpaoTikOTNTA Kal €§apTvTal Aueca and KOIVWVIKOUG, ATOMIKOUG, I0TOPIKOUG,
YEWYPAPIKOUG KAl AANOUG napdyovTeg. EmnAéov, ol OXEOEIG TOU ATOPOU PE TIG YAWOOEG
Tou Ogv eival NAVTA APUOVIKEG Kal xapakTnpiovral ouxvda anod evrAoelg. 2uvavToUe
Aoinov oe keipgeva yAwooIkAG auToBioypa®iag YAwooIKa 1 un yAwooika ixvn Bupou,
AUNNG, ayavakTnong, HETAVOIAG, Xapdg, auTO-anodokipyaciag, kal AAAwV NoAudiaoTaTwy
ouvaloBNPATWY Nou anokaAUNTouV OTI TO MOAUYAWOOCO ATOHO JIaTNPEI, CUVEIDNTA 1 Un,
ENAPEG KAl OXEOCEIG PE TIG YAWOOEG TOU, Ol onoigg, apou £pbouv oTnv enipaveia, To
BonBave va xapToypa®noesl KAl va KATAvoroel Tn popgoloyia kal Tn AsiToupyia Tou
NOAUYAWOOOU PENEPTOPIOU TOU.

H pelétn Tng yAwooikng auTofioypagiag cupPAaiAel ouciaoTIKA OTNV €PEUVA YId TNV
noAuyAwoaoia kar Tn dIdakTIKr) TNG noAuyAwoaoiag yiaTi e§eTaler Tn duvapikr) diadpaon
TWV YAWOOWV OTA YAWOOIKA PENEPTOPIA TWV ATOPWV KAl EVNPEPWVEI TOCO YIA TIG
YAWOOIKEG NPAKTIKEG 60O Kal yia Tnv avanTtuén Tng noAuyAwooikng de&idTnTAg O0TO
nAaiolo Tng YAwooikng didaokaliag/ekpabnong.

To 2upnooio nepidapPaver 6 sionynoeig ol onoieg Ba napouciacTouv akolouBwvTag
OUYKEKPIMEVOUG BepaTikoUg AEoveg.

2TnNV NPwTN €I0rynon okiaypageital To BewpnTikd nAaicio nou dignel TV €vvoia TG
yAwooIkAG auTofloypagiag ye okond Tnv KAAUTEPN KATAvONOr TNG WG dpaoTnEIOTNTAG
avaoToXaopoU Kal TNV avadei§n Tng wg anapaiTnTou €pyaAeiou yia Tn diaxeipion Twv
NOAUYAWOOWV KAl MOAUMOANITIOHIKGV HABNTIKGV KOIVGV TwV OUYXPOVWY OXOANKGOV
TaCewv. H delTepn eiorynon npooeyyifel To (oiTnTIKO KoIvd Kal T CUupPBoAn Twv
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yAwooikowv auTtofloypagiceov ot diadikacia ouveldnTonoinong Tng OXEoNg Twv
PoITNTWV Pe TNV noAuyAwooia kabBwg Kal Tov poAo Tng TeAeuTaiag oTnv eKNAIOEUTIKN
diadikaacia. O1 YAwooIkéG auTofioypagieg Twv kKaBnynTwv EEvwv YAWoowY Kal 0 pOAOG
TOUG OTNV ENAYYEAUATIKA TOUG KATAPTION anoTehoUv Tn BepaTikn TNG TPITNG €101 YNONG.
H d1dakTikr diadikacia BpiokeTal 0To 2 KEVTPO TNG TETAPTNG €101 YnoNnG n onoia e&etalel
Nwg Ol YAWOOIKEG auTofIoypagieg Twv KABNyNTwY YAWOOWV avoiyouv dpOpoug YIa TN
d1daokalia Twv YAwWOOWV OTO yupvaocio. To pabnTikd koivo BpiokeTal e§adA\ou oTo
KEVTPO TWV EPEUVNTIKWV AVNOUXIWV KAl EVOIAMEPOVTWV TwV dUO TEAEUTAIWY EICNYNOEWV.
Mio ouykekpiyéva, oTOXOG TNG NEPNTNG EI0NYNONG €ival v NAPOUCIACEl KAl va avaAUOEI
TIG YAWOOIKEG auToPloypagieg pabnTv Tou YUPVACIOU €vdd N €KTn €I0nynon
ENIKEVTPWVETAI OE AUTEG TWV NPOCPUYonaidwy nou goitouv os AYET.
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1. TAQZZIKH AYTOBIOIPA®IA: ENA EPEYNHTIKO EPTAAEIO lNA THN NPOZEITIZH
THZ MOAYIFAQZzZIAZ MEZQ TOY ANAZTOXAZMOY 2TH ZYFXPONH ZXOAIKH TA=H.

M. Koukouli, E. Boudoura

Aristotle University of Thessaloniki, Research Team « Pluralités»

H evvoia Tng yAwooikng Pioypagiag wg epyaleio oUNOYNG TwV YAWOOIKWY KAl
NONITIOHIKGV AvanapaoTACEwWY anod Tnv eugpavior) Tng 1o 1977 oe épeuva Twv Richterich,
R. kar Chancerel, J.-L. péxpi onuepa, exel uioBetnBei ano diApopeg enNIOTAPEG TwWV
avBpwnioTikwy onoudwv kal pe Olagopeg ovopaoieg (1oTopieg Cwng, PRloypagikeg
apnynoeig, YAwoolikeg Bloypapieg, Bloypagikr) npooeyyion, Ka).

2npePa 0 OPOG «YAWOOIKN Bloypagia» XPNOIUOMOIEITAl YIAO va NEPIYPAWE! DIAPOPEG
NPOOCEYYIOEIG NOU €XOoUV 0TOXO va fonBrnoouv To pabnTn va a&ionoinosl To YAwWOGTIKO Tou
PENEPTOPIO OTA NOAUYAWOCOA KAl NOAUNONITIOUIKA nePIBAN\oVTa oA OTA OnNoia auTo To
penepTOpIo avanTuooeTal kal eEedicoeTarl (Molinié, 2006). H yAwaooikr) autoPioypapia
Bpiokel epappoyr OXI HOVO OTOouG paBnTeég aAAd kal oToug eknaideuTIKOUG, KaBwg n
1Idlonoinon piag yYAwooag e§apTaTtarl kal ennpedleTal ano TiIg YAWOOIKEG KAl MONITIOUIKEG
avanapaocTAoEI§ TOOO TwV pabnTwv 000 kal Twv eknaideuTikwy (Lussier & alli, 2004). Oi
ev Aoyw avanapaoTtdoeig duvavTtal va peTaPAnBolv pecw Tou avacToXaouou, O 0noiog
evBappuvel Tn ouveidntonoinon Toug (Muller, 2014).

H eiofynor pag éxel wg oTdxo Tn okiaypdagpnon Tou BewpnTikoU nAaiciou nou diEnel TNV

€vvola TNG YAWOOIKNG auTofioypagiag pge okonod Tnv KAAUTEPN KATAvONOr TNG g
dpaoTNPIOTNTAG AVACTOXAOHOU KAl TNV avadel§r) TNG wg anapaiTnTou Epyaigiou yia Tn
diaxeipion Twv NOAUYAWCOWV KAl MOAUMONITIOHIKGV HaBNTIKWV KOIVGV TwV CUYXPOVWY
OXONK®WV Taewv.
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2. AUTOBIOGRAPHIES LANGAGIERES DES ETUDIANT.E.S EN LANGUES : FIGURES
DES PLURILINGUISMES ET CONSTRUCTION D'UNE POSTURE PROFESSIONNELLE
EvayyeAia Mouooupn

Aristotle University of Thessaloniki, Research Team « Pluralités»

Notre proposition résulte des travaux que nous menons actuellement au sein de I'équipe
de recherche Pluralités du département de Langue et de Littérature Francgaises de
I'université Aristote de Thessalonique dans le cadre du projet Erasmus+ IRIS (Identifying
and Reconstructing indivudal language Stories-Promoting plurilingualism and enhancing
individual language repertoires). Notre problématique porte sur lapport de
I'autobiographie langagiére dans la conscientisation des expériences plurilingues des
étudiants du département. Le recueil des données a été réalisé lors des différents cours
du Master 1 et du Master 2 que nous dispensons au département. Un des objectifs de ce
cours étant de familiariser notre public avec les différents outils qu’on peut adopter pour
faire émerger les représentations langagiéres, nous avons mis en place un protocole afin
de travailler avec les étudiants sur et a partir de I'autobiographie langagiére. La rédaction
des autobiographies a été réalisée en suivant différentes étapes. Lors de notre
communication nous nous référerons aux dernieres étapes : la rédaction finale et les
entretiens réalisés avec les étudiants aprés la rédaction de leur autobiographie langagiére
pour voir quelles étaient les difficultés auxquelles ils ont été confrontés, leurs points de
vue sur ce type de démarche réflexive et formative et son apport dans la conscientisation
de leur plurilinguisme et de leur interculturalité.

L'intérét de cette recherche réside dans la contribution du processus de réflexivité,
réalisée par le biais des autobiographies langagieres, a la conscientisation par les
étudiants, futurs enseignants, non seulement de leur propre plurilinguisme et du rapport
qu'ils entretiennent avec les différentes cultures, mais aussi de la facon dont ils peuvent
utiliser cet outil avec leurs futurs éléves afin de faciliter leur appropriation pluri-
linguistique et pluri-interculturelle.

Les questionnements qui gouvernent notre problématique sont les suivants :

- Comment les étudiants abordent cette démarche d’autobiographie langagiére ?

- Quelles sont les fonctions assumées par I'autobiographie langagiere ?

- Quels sont les outils qui nous permettent a analyser I'autobiographie langagiére ?

- Comment peut-on analyser et définir les articulations qui s’effectuent entre le parcours

socio-historique de chaque individu et son/ses apprentissage(s) lors du processus
d'appropriation des langues ?
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3. THE ROLE OF LANGUAGE AUTOBIOGRAPHIES IN PERSONAL AND
PROFESSIONAL AWARENESS AND REFLECTION: TEACHERS’' REPRESENTATIONS IN
THE FRAMEWORK OF A BLENDED LEARNING TRAINING COURSE ON
PLURILINGUALISM AND PLURICULTURALISM.

Dimitra Tzatzou

Aristotle University of Thessaloniki, Research Team « Pluralités»

Today's societies are characterized by a cultural and linguistic diversity which could only
be present within the school. On the other hand, the teachers do not always have the
material means, nor the adequate training in order to properly promote this diversity.

A tool capable of highlighting linguistic and cultural diversity is the language
autobiography, which constitutes "for the subject himself, the occasion for a reflexive
return on his plurilingual life and on his learning of languages" (Thamin & Simon, 2009: 5).
Similarly, language autobiographies are also training tools which aim not only to develop
teachers’ reflexivity, but also to raise their awareness as to their relationships to languages
and to the events that have influenced their learning path (Muller, 2014).

Our communication proposal is part of a blended learning training course on
plurilingualism and pluriculturalism, aimed at teachers working in primary schools in the
city of Thessaloniki. This project is made up of different phases: distance learning and
face-to-face training, that is to say discussions with teachers around the tools / approaches
studied and their application in class.

During the communication, we refer to teachers’ representations in relation to the
contribution of language autobiographies on a personal and professional level.
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4. TAQZZIKEZ AYTOBIOINPAO®IEZ KAOGHIHTON TFAQZZON: MPOZEITIZEIZ KAl
MPOKAHZEIZ A TH AIAAZKAAIATAQZZON ZTO T'YMNAZIO.
V. Kimiskidou

Aristotle University of Thessaloniki, Research Team « Pluralités»

O1 yAwooikeg auTofloypagieg anoTehoUv &va MNOAUTIHO UANIKO MNou Pnopsi  va
xpnoipgonoinBei noiKINOTPONWG wG NaIdaywyikd kail dIdaAkTIKO gpyaleio. H napouoa
gpeuva oTtnpifetar kal a§lonolei TIG YAwOOIKEG auToPioypagieg KaBNynTwy YyAwWOTIKWV
MaBnuaTwV evog ouykekpiyévou oxoleiou deuTepofabuiag eknaideuong oTo onoio
(POITA peyalo NOCOOCTO pABNTWV PETAVACTEUTIKAG MPOEAEUCNG HE MOAUYAWOOIKO
penepTOpPIOo. H ekndvnon Twv auToPioypa@iv oTnpixTNKe O €vav odnyod €PwWTNOEwWY
NouU MOIPACTNKE OTOUG €KNAIDEUTIKOUG TNG OUYKEKPIPEVNG OXOAIKNG HOVAdAG, ApOoU
nponynBnke pia ouvToun €I0yNon OTNV €vvoid Kal Tn AEITOUPYia TOU OUYKEKPIUEVOU
gEpYaAeiou, yeyovog NMou unayopeUTnKe ano Tnv pn €SOIKEIWON TOUG PE TNV €uneipia
OUYKEKPIPEVOU €idoug apnynong. H avdaluon Twv dedopevwv €ylve Pe Tnv MOIOTIKNA
peBodo, otnv  onoia afonoinBnkav kar O  PETAYVWOTIKEG OlEPYATieg Twv
auTofIoypapoUpEVY.

Baoikd {nTolpevo anoTéAece n avixveuon Twv TPOMNWV HPE TOV OMoio Ol €V AOYw
eknaideuTikoi npooeyyiCouv TIG YAWOOEG KAl TwWV avandpacTACEWY TOUG OE YeVIKOTEPA
BepaTa KOUATOUPAG KAl MONITIOUWY, ONWG AUTA NPOKUNTOUV anod TIG IBIEG TIG APNYNOEIG
Toug. NMapaMnha peéoa and Tnv avaluon Tou Nnapayopevou UNIKOU £YIVE Pia ANOneipa va
avixveuTtouv oTaoelg kal Beoeig kaBnynTwy nou oxeTiCovTal pye To YabnTikO KOIVO TOUug,
pE 0TOXO va NpoTaboUv TPOMNoI JE TOUG ONOIOUG O YAWOOTIKEG AUTEG AUTOPBIOYPAPIEG TWV
exknaideuTikwv Ba pnopouoav va a§ionomnBouv diIdakTIKA | naidaywyika oTo Fupvaacio.
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5.ZYNTAZZONTAZ TH TAQZZIKH AYTOBIOTPAO®IA ZTO T'YMNAZIO: ENA EPTAAEIO
NA THN ANAAYZH KAl AZIOMNOIHZH TQN MOAYTAQZIZIKQN KAI
MOAYHNOAITIZMIKQN PENEPTOPIQN TQN MASGHTQN.

E. Kalamakidou

Aristotle University of Thessaloniki, Research Team « Pluralités»

H napouoca eionynon anoTtelei kKapno TnNG €peuvag Nou €yive oe pabnTég yupvaoiou oe
Ouvexeld TNG NPOPANUATIKAG CUppwva Pe TNV onoia n yAwooIlkn auTofioypagia
ouvdpdApel oTnNV avaduon TwV YAWOOIKWV Kal MOAUNONITIOHIKGOV PENEPTOPIWY TwWV
pabntov kar aflonoigital TOOO And Toug idIoUg Toug pabnTég 600 Kal and Toug
exknaideuTikoUug. O1 YAwOOIkEG RBloypapieg vonuaTodoTOUV TNV ENAP TWV YAWOO®OV Kal
AeITOUPYOUV €MIKOUPIKA OTNV avadeiEn Tng noAAanAng TautdTNTAg, OTO AVOIYHa OTn
dlapopeTikoTnTa (Thamin & Simon, 2009).

H yAwooikny auTtofioypagia anoTtelei €va noAUTigo epyaleio enipdppwong Kal
napdAAnAa €peuvag yia va dianioTwooupe TIG diadikacieg pabnong, TG apoifaieg
ENIPPOEG TWV YAWOOWYV, TNV avaoToXAoTikr Jdladikacia nou oupPdaNer oTn
ouveldnTonoinon anod Toug HabnTeg TOCO TOU YAWOTIKOU PENEPTOPIOU TOUG OTO KAl TNG
OUVEIOPOPAG TNG NOAUYAWOTIAg oTNV eKPABNOoN TwV YAWOOWY, TNV anokwdikonoinon
oupnepipopwv Kal emioywv. Onwg onueiwvel n Perregaux (2002: 83), otn yAwooikn
auToPioypapia «(..) é&vag avBpwnog dinyeiTal pia ouykekpiyévn BepaTikn TG Cwng Tou,
QUTAV TNG OXEONG TOU HE TIG YAWOOEG nou Pepel 10IaiTepa PiwdpaTa, pia oOTiypn
a§lopvnuoveuTn. Méow auTtng Tng diadikaciag Ba enavanpoodiopiosl Tn YAWOOTIKN Tou
I0Topia £€TOI ONwg dlapopPwBOnKe OTO NEPATHA TOU XPOVOU.»

2Tnv avakoivwon pag Ba napoucidcoupe Tn BEon Tng yAwooikrg auTtofioypagiag oTa
oxolika gyxelpidia, To BewpnTikd NAaiclo TNG €peuvag pag kar Tn BepaTikr) avaluon
NEPIEXOUEVOU MOU EPAPHUOCTNKE OTO CWHA TWV YAWOOIKWV auToioypagiov kaBwg kal
Ta oupngpdaopaTa nou eEayovTal. Baoesl Twv yAwooikwv autofioypagiwv Twv pabntov
Ba npoonabrijcoupe va avalUooupe Kal va OPICOUME TIG OXECEIG NOU AvANTUCOOVTAl
METAEU TNG KOIVWVIKOMONITIOHIKNG O1adpoung Tou pabntr kar Tng ekuyabnong Twv
yAwoowv. Téhog, Ba npotabBouv dpaoTnpidTNTEG yia TNV NEPAITEPW agionoinon Tng
yAwooikAg auToPioypagiag oTn oxoAikn Tagn.

BiBAloypaikég avagpopeg:

Perregaux, Ch. (2002). «(Auto)biographies langagiéres en formation et a I'école: pour une
autre compréhension du rapport aux langues ». Bulletin suisse de linguistique appliquée,
n°® 76, Institut de linguistique, Université de Neuchétel, 81-94.

Thamin, N. & Simon, D-L. (2009). « Réflexion épistémologique sur la notion de
biographies langagiéres », Carnets d'Ateliers de Sociolinguistique (CAS) n°4, « Praticiens
et chercheurs a I'écoute du sujet plurilingue, réflexivité et interaction biographique en
sociolinguistique et en didactique », E. Huver et M. Molinié (coords).
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6.TAQZZIKEZ AYTOBIOTPAODIEZ MPOZOYIOMNAIAQN KAI EKMAIAEYTIKQN NOY
AIAAZKOYN ZE AYEN: ANAAYZH KAI ZYNEIZOOPA TOYZ 2TH
AIAAZKAAIA/EKMAOGHZH TQN FAQZIIKQN KAI MH-TAQZZIKQN MAGHMATQN
noyY NPOZMEPONTAI ZTIZ AYEN.

Th. Balita

Aristotle University of Thessaloniki, Research Team « Pluralités»

MNpovopiakd gpyaleio yia pia didakTikr) TNG noAuyAwoaoiag (Molinié, 2006), n yAwooikn
Bloypapia evog npoownou gival TO GUVOAO TwV YAWOCOAOYIKWY HOVONATIV Ta onoia
dieoxIoe KAl Ta onoia dIaPoPPVOUV To YAwooikd Tou kepdAaio (Cug, 2003).

And Tn okomd TNG €peuvag, ol YAWOOIKEG Ploypagieg npoogepovTal yia JInAn
eKPeTANNeUON, KABWG anoTehoUV €va oNUAVTIKO EPYAAEio yia Tov epguvnTr), aAAG eniong
divouv oOTo kAGBe dATopo TNV EuKaIpia yia PId  AVAOTOXAOTIKN €NIOTPOPr OTnV
noAuyAwooikny Tou Cwr (Simon & Thamin, 2009). To dTopo epnhékeTalr oe &vav
avaoTOXAOPO OXETIKA PE Tn pABnon Tou, Toug OTOXOUG TOU, TIG AVANAPACTACEIG TNG
AeiToupyiag Tng yAwooag (Pahud, 2013).

H ouyypapn Tng yAwaooikng autofioypagiag kal ol duvaTtoTnTeg TnG agionoinong Tng
OTO NMAQICIO TNG TUMIKAG €KNAIDEUCNG ANOTEAECAV TO EVAUCHA YIA TNV Napouca €Peuva.
ZnTApe ano  Toug MNPOOo@UYONAIdEG va OUuVTASouv TIG OIKEG TOUG YAWOOIKEG
auTofloypaieg pe TNV 1I0TOpia Twv YAwoowv oTn (wn Toug. EninAéov, {nTape and Toug
eknaideuTikoUg nou Jiddokouv oe npoopuyodnaideg oTig AYEMN va ypdawouv TIg
yAwooikeg auTofioypagieg Toug Kal, eNiNAEov, va kaTabBeoouv Tnv Anown Toug yia Tnv
OUVEIOPOPA TWV YAWOOIKWY AUTOPIOYPAPI®V OTO va avtanokpiBouv kaAUTepa oTa
eknaideuTika Toug kaBrkovta. O oToX0G pag ival pia ecwTepikh avalnTnon CUOXETIONG
TWV YAWOO®V KAl TOU TPOMNou OIQA0KANAG, AVAPWTWHEVO! YId TO €4V Ol YAWOOIKEG
guneipieg Tou aTopou ennpedalouv TIG NPAKTIKEG dIdAOKAAiAg Tou yéoa oTnv TAgN.

BifAioypacpia:

Cug, J. (2003). Dictionnaire de didactique du francais langue étrangére et seconde, Paris :
CLE International Molinié, M. (2006) (dir): « Biographie langagiéere et apprentissage
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SYMPOSIUM 3 / ZYMMNOZIO 2

CONTINUITIES, DISCONTINUITIES AND TRANSFORMATIONS IN GREEK LANGUAGE
EDUCATION ABROAD.

A. Chatzidaki’, V. Lytra®, M. Zerva®

"University of Crete, Greece

Goldsmiths, University of London, United Kingdom
3University of Strasbourg, France

Globalisation, transnational mobilities and the new communicative landscape are rapidly
changing Greek language education broad. At an educational policy level, these
processes have co-occurred with the enactment of laws that have curtailed the financial
and administrative support traditionally provided by the Greek state. These social and
structural changes have triggered continuities, discontinuities and transformations in
established forms of Greek language education and have led to the ascendance of newer
forms. In this colloquium, we seek to broaden the scope of Greek language education
abroad by bringing together for the first time recent and on-going research in more
established institutional contexts (complementary/community and day schools) with
newer contexts (home language classes in international schools and Greek language
classes in Higher Education), located across four European countries (the UK, Germany,
Switzerland, and France).

Conceptually our colloquium builds on work by Garcia, Zakharia and Otcu (2013) and
extends discussions on what counts as Greek language and language learning, culture,
identity and community in superdiverse institutional contexts, characterised by
unpredictability and fluidity. Drawing on qualitative approaches, we aim to investigate the
following questions:

(1) In what ways are the aforementioned social and structural processes transforming
Greek language education abroad?

(2) How are school leaders, teachers, parents and students responding to, adapting to but
also resisting these changes across different institutional and national contexts?

(3) What discourses of Greek language, language learning, identity, culture and
community are negotiated and by whom?

(4) What opportunities and limitations do these changes entail for the enactment of
curricula and pedagogies?

References:
Garcia, O., Zakharia, Z. and Otcu, B. (eds) (2013) Bilingual Community Education and
Multilingualism. Beyond Heritage Languages in a Global City. Bristol: Multilingual Matters.

Page | 174



1. GREEK STATE SCHOOLS IN GERMANY: COMPETING TEACHER AND STUDENT
DISCOURSES ON EDUCATIONAL CHOICE AND LEARNER IDENTITIES.

Aspasia Chatzidaki
University of Crete

This paper reports on an ongoing qualitative study investigating a long-established form
of Greek language education abroad, namely Greek state schools in Germany. These
schools follow the Greek curriculum and employ teachers seconded from Greece.
Following the decision of the Greek authorities to start abolishing them in 2011, Greek
schools saw their students’ numbers wane. '‘New’ migration to Germany, however, has led
to an important increase in enrolments and a change in the student population.

Informed by poststructuralist approaches to heritage language education and
bilingualism in a globalized world, the study focuses on two such high schools in North
Rhine-Westphalia and explores how teachers and students conceptualize students’
linguistic abilities and learner identities. According to initial findings, teachers tended to
construct Greek state schools as ‘safe haven’ for new immigrant students traumatized by
the migration experience (Chatzidaki 2019). However, recent research (January 2019)
suggests that students exercise a higher degree of agency (Bergroth & Palviainen 2017)
with regard to their educational choices and the negotiation of their learner identities than
their teachers tend to acknowledge.

References:

Bergroth, M., & Palviainen, A. (2017) "Bilingual children as policy agents : Language policy
and education policy in minority language medium Early Childhood Education and Care".
Multilingua : Journal of Cross-Cultural and Interlanguage Communication, 36:(4), 375-399
Chatzidaki, A. (2019) "Views and practices of teachers at Greek schools in Nordrhein-
Westfahlen, Germany". In: Panagiotopoulou, A., Rosen, L., Kirsch, C. and Chatzidaki,

A. (eds) New Migration of Families from Greece to Europe and Canada - Experiences and
Interpretations of Family Members within the Context of Different Migration Societies and
Educational Systems. Wiesbaden: Springer VS.
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2. DISCURSIVE STRUGGLES OVER THE POSITIONING OF GREEK AT AN
INTERNATIONAL SCHOOL HOME LANGUAGE PROGRAMME.

Vally Lytra

Goldsmiths, University of London

Multilingualism in International Schools is ubiquitous. Predominantly English-medium,
International Schools champion language learning mainly of Western European
languages while some schools further encourage the teaching and learning of home
languages in their after-school programmes. At the level of school rhetoric multilingualism
is generally regarded as a resource and a celebratory discourse prevails. This celebratory
discourse, however, often obscures the discursive struggles over the positioning of
different language and communication skills within schools that attribute to some forms of
multilingualism more value than others (Lytra 2011).

In this presentation, | focus on one home language programme at an international school
in Switzerland that has been offering Greek for over five years. Driven by intentional
choice, | explore how a group of highly educated, internationally mobile parents position
home language learning in relation to their children's developing multilingual repertoires
and the school's rhetoric of multilingualism. Drawing on interviews that use the timeline
visual method, | address the following questions: What discourses of Greek language,
culture and identity do parents mobilise? How are these discursive orientations anchored
onto parental biographies and mobilities, educational and employment trajectories? How
do they speak to discourses articulated by the Greek language teacher and programme
coordinator? Conceptually, the paper combines biographical approaches to the study of
multilingualism with insights from the emergent field of family language policy (Curdt-
Christiansen 2018).

References:

Curdt-Christiansen, X. L. (2018) "Family language policy". In J. W. Tollefson and M. Perez-
Milans (eds) The Oxford Handbook of Language Policy and Planning. Oxford: Oxford
University Press, 420-421.

Lytra, V. (2011) "Facilitating the development of children's bilingual and bicultural skills in
international schools: Linking school and home”. Paper presented at the European
Council of International Schools Annual Conference. Lisbon, November 16-20.
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3. LEARNING GREEK IN HIGHER EDUCATION: "LOCAL" AND DOMINANT
DISCOURSES IN INTERACTION.

Maria Zerva
University of Strasbourg

The University of Strasbourg hosts the Faculty of Languages where language courses in 24
languages are offered alongside modules on linguistics, literature and culture. Students
from different backgrounds meet in superdiverse classrooms, bringing their own linguistic
and life trajectories, experiences, representations, motivations and learning objectives.
This paper focuses on the learning of Greek in Higher Education in France, an institutional
context that has hitherto received very limited attention (Tsamadou-Jacoberger and Zerva
2017 and 2018).

Drawing on evidence from focus group interviews with students, in this presentation, |
seek to explore the following questions: What motivates students to choose Greek among
24 languages as their Major or Minor for undergraduate study? What discourses do
students articulate about Greek language, identity and culture and language learning in
general? How might students' multilingualism and heterogeneous linguistic practices
shape their discourses? To what extent and in what ways do these "local" discourses (De
Fina 2006) resonate with, transform or contest dominant discourses in circulation inside
and outside the Higher Education setting?

References:

De Fina, A. (2006) "Group identity, narrative and self-representations”. In De Fina, A.,
Schiffrin, D. & Bamberg, M. (eds) Discourse and Identity. Cambridge: Cambridge
University Press, 351-375.

Tsamadou-Jacoberger, |. and Zerva, M. (2018) "Les études grecques modernes a
I'Université de Strasbourg: vision et politique"ACADEMIA, 13: 108-119.
Tsamadou-Jacoberger, I. and Zerva, M. (2017) "ExpdaBnon eN\nvikav oTto lNavenioTrpio
>1pacPoupyou: KivnTpa kai avanapaoTtaoceig” (Language learning at the University of
Strasbourg: motivations and representations). In Georgakopoulos, Th., Pavlidou, Th.-S.,
Pechlivanos, M., Alexiadou, A., Androutsopoulos, J., Kalokairinos, A., Skopeteas, S. and
Stathi, K. (eds) Proceedings of the 12th International Conference on Greek Linguistics.
Editions Romiosini/ CeMoG: Freie Universitat Berlin. Vol 2: 1051-1064.
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SYMPOSIUM 3 / ZYMNOZIO 3

PEDAGOGY OF MULTILITERACIES AND CRITICAL LITERACIES AND
TRANSLANGUAGING: INSIGHTS FROM LUXEMBOURG, CANADA AND FINLAND.

G. Aleksic’, D. Bebic-Crestany’, C. Kirsch’, E. Louloudi?, A. Panagiotopoulou?®
"University of Luxembourg, Luxembourg

Universitat zu Kéln, Germany

This symposium analyses the connections between multiliteracies, critical literacies and

translanguaging, drawing on data from Luxembourg, Canada and Finland. The ‘pedagogy
of multiliteracies’ was developed by the New London Group in response to the growing
linguistic and cultural diversity and new technologies. It capitalises on students’
experiences, encourages multiple literacy modes, and promotes four principles among
them critical framing (Cope & Kalantzis, 2009). It shares a critical stance with ‘critical
literacies’ which aim to analyse and transform norms and systems, and contribute to social
justice (Luke, 2014). The recognition of diversity, the space given to speakers’ multilingual
and multimodal resources, and the drive for transformation and equity, connect
multiliteracies and critical literacies to translanguaging. Translanguaging refers both to the
deployment of speakers’ semiotic repertoires and educational practices where languages
are used strategically and flexibly (Garcia & Otheguy, 2019). Influenced by critical
pedagogy and critical race theory, it challenges monolingual ideologies and practices.
Despite these promising approaches, literacy practices in schools continue to be based
on monolingual ideologies and favour monolingual, monomodal and monocultural
practices. They are based on a narrow understanding of literacy, promoting
understanding of text without consideration of context. Schools thereby continue to
discriminate against socially disadvantaged multilingual students of migrant background
who underachieve. The papers presented focus on one or two of the abovementioned
practices and show their connections in practice.

Bibliography:

Cope, B. and Kalantzis, M. (2009). Multiliteracies: New Literacies, New Learning.
Pedagogies: An International Journal. 4 (3): 164-195.

Garcia, O., & Otheguy, R. (2019). Plurilingualism and translanguaging: Commonalities and
divergences. International Journal of Bilingual Education and Bilingualism, DOI:
10.1080/13670050.2019.1598932

Luke, A. (2014). Defining critical literacy. In J. Pandya, & J. Avila (Eds.), Moving critical
literacies forward: A new look at praxis across contexts (pp. 19-31). New York: Routledge.

Page | 178



1. PERSPECTIVES ON MULTILINGUAL LITERACIES AND TRANSLANGUAGING FROM
EARLY CHILDHOOD EDUCATORS IN LUXEMBOURG.

Claudine Kirsch, Gabrijela Aleksi¢
University of Luxembourg

The pedagogies of multiliteracies and translanguaging (Garcia et al., 2017) call for
multiliteracies, but early childhood educators are often ensure of how to develop
practices in one, let alone multiple languages. The development of literacy skills is often
reduced to the isolated training of phonological awareness or the letters of the alphabet.
By contrast, storytelling is a holistic approach which contributes to the development of
language and literacy skills (Sénéchal & Lefevre, 2001). It can promote multilingualism if
multilingual speakers are involved (Kirsch, 2018).

This presentation reports on the perspectives on multiliteracies of educators in creches in
multilingual Luxembourg, where 63.7% of the 4-year-olds do not speak Luxembourgish at
home. Multilingual education became mandatory in 2017, requesting educators to
develop Luxembourgish, promote French and value home languages. The mix-method
project Collaboration with parents and Multiliteracy in early Childhood Education aims to
develop literacy practices in multiple languages and with multiple actors (parents,
educators) through professional development in creches. In this paper we report the
findings of interviews and a survey sent to 700 educators in May 2020. The latter were
asked to identify literacy practices (e.g. storytelling), language-promoting strategies, and
translanguaging practices. The data are analysed with thematic analysis and descriptive
statistical analysis. The findings will contribute to our understanding of current ideologies,
pedagogies, and practices, and help identify issues and possible ways forward.

Bibliography:
Garcia, O., Johnson, S., and Seltzer, K. (2017). The translanguaging classroom: Leveraging

student bilingualism for learning. Philadelphia, PA: Caslon.

Kirsch, C. (2018). Dynamic interplay of language policy, beliefs and pedagogy in a nursery
class in Luxembourg. Language and Education 32 (5), 444-461.

Sénéchal, M., LeFevre, J. (2001). Storybook reading and parent teaching: Links to
language and literacy development. New Directions for Child and Adolescent
Development 92, 39-52.
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2. APROFESSIONAL DEVELOPMENT COURSE IN TRANSLANGUAGING: TEACHERS,
PARENTS AND CHILDREN WORKING TOGETHER.

Gabrijela Aleksi¢, DZoen Bebic¢-Crestany
University of Luxembourg

Translanguaging pedagogy promotes deeper understanding of school subjects, increases
metalinguistic awareness, affirms multilingual identities, and encourages home-school
collaboration (Garcia, 2017). Given that multilingual education is mandatory In
Luxembourg, our project aims to (1) offer a professional development (PD) course in
translanguaging to preschool teachers, (2) involve children’s families to reinforce home-
school collaboration, and (3) foster children’s cognitive, linguistic, and socio-emotional
engagement in the classroom. We used a mixed-method approach: language portraits,
questionnaires, and focus groups with teachers, questionnaires and interviews with
parents, and a test in early literacy and numeracy in school and home language and video
observations with children.

During the period of six months, we delivered a 22-hour PD course that focused on the
development of teachers’ multilingual classroom, home-school collaboration, information
about the multilingual brain and cross-linguistic transfer, oracy and multiliteracies. We
worked with 40 teachers, children in their preschools, and the children’s parents. In the
final focus groups, the teachers shared that they felt more relieved that children’s home
languages do not confuse them and do not hinder the learning of Luxembourgish. They
saw children’s emergent multilingualism as beneficial for their learning and let them
express themselves freely. In addition, they understood that translanguaging is about
communication, which invited them to start using languages they did not know to better
relate to the children in their class. The effect of the PD course on parents and children
was also positive. Some children were more involved in learning activities when their
languages were used and some parents were enthusiastic to share their language through
storytelling in the classroom.

Bibliography:

Garcia, O.(2017). Translanguaging in schools: Subiendo y Bajando, Bajando y Subiendo
as afterword. Journal of Language, |dentity & Education, 16(4), 256-263.
doi:10.1080/15348458.2017.1329657
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3. CRITICAL LITERACY, TRANSLANGUAGING AND SOCIAL JUSTICE EDUCATION:
MAKING CONNECTIONS AND COMPARISONS.

Eleni Louloudi & Julie A. Panagiotopoulou
University of Cologne

Critical literacy is defined as a pedagogy that emphasizes ‘the use of print and other
media of communication to analyze, critique, and transform the norms, rule systems, and
practices governing the social fields of institutions and everyday life’ (Luke, 2014: 21),
whereas translanguaging - ‘[r]eferring to its trans-formative nature’ (Garcia & Li We,i 2014:
3, italics in original) - highlights the need for a pedagogy with which ‘new configurations of
language practices and education are generated’, while ‘old understandings and
structures are released’ (ibid.).

Thus, in both concepts, embracing social transformation is a crucial goal. While
translanguaging is ‘capable of transforming subjectivities and identities, cognitive and
social structures, and the sociopolitical order’ (Garcia & Li Wei, 2014: 137), critical literacy
facilitates the need to go from simple text comprehension to text deconstruction, aiming
to critique and change ‘dominant ideologies, cultures and economies, institutions, and
political systems’ (Luke, 2014: 22).

The aim of this presentation is to showcase the connections and differences relating to the
definition and implementation of critical literacy in Canada and Finland (Louloudi 2020, in
preparation). Furthermore, we examine whether and in what ways the components of
critical literacy support the translanguaging pedagogy (Panagiotopoulou et al., 2020).
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Workshop 1/ Epyaotipi 1

DTOY KAI BrAINQ! MIA EPTAAEIOOHKH APAXTHPIOTHTQN NMOAYIFAQZZIKHZ KAI
KOINQNIKHZ-ZYNAIZOHMATIKHZ MA©OHZHZ.

G. Gatsi’, N. Imoto?, E. Pathiaki®, G. Simopoulos*
'Aristotle University of Thessaloniki, Greece
2UNICEF Greece, Greece

3ELIX, Greece

*UNICEF, Greece

H epyaleiobnkn ®tou kar PByaivw! avantuxBnke ano 1 UNICEF, tnv ELIX kar 1O
SOLIDARITYNOW pe xpnupaTtododTtnon Tng Eupwnaikng EmTponng, wg pia yepupa-
ouvdeon avApeoa Oe éva NPOYpPAppa YAwOoOoIknG d1daokaliag yia Tnv eAAnvikni wg
deuTepn YAwOooa os apxaplo eninedo kal o dpacTnNpPIOTNTEG PIHATIKAG pabnong, nou
oxedIAoTNKAV YIa VA unooTnpPiEouv Toug eknaideuTIKOUG 0To nAdioio Tng diIdaokaliag os
NANBUCPOUG PeE NPOCPUYIKO - HETAVAOTEUTIKO unofabpo, woTe:

Va EVOWHPATWVOUV PE DNUIOUPYIKO TPOMO NPOooeyYyioelg yia Tn didackalia Tng eANANVIKNAG
YAWOOAGg wG deUTEPNG KAl DIANONTIOUIKEG - EVOUVAPWTIKEG NAIDAYwWYIKEG peBodoloyieg

va avanTUuooouy evdiapEPOVTa, dNUIOUPYIKA, CUPNEPIANMTIKAG NAdiola eknaideuong peoa
OTa onoia avanTuooovTal TOoO de&IOTNTEG enikoIvwviag oo kal de&ioTnTeg (wng

va unooTtnpiouv Toug pabnTeg Kkal TIG paBnTpieg OTnv nopsia avayvwpiong Kai
avadeigng Tng afiag Twv OJIAPOPETIKWY TAUTOTATWY KAl YAWOOIKWV PENEPTOPIWY,
a&l0d0TwvVTag Ta NOAUYAWOOIKA KEPAAaIa Kal a&ionoiwvTag Ta TOOO wg NOPOUG YIa TNV
anokTNon VEwv Je§IOTATWY KAl OTOIXEIA OKAAWOIAG pabnong, 6co kal wg gpyaleia yia
TNV €vioxuon Tng TAUTOTIKAG ICOPPOMIAG VA €VIOXUOUV TNV €VEPYNTIKN AKPOAON KAl TNV
EK(pPAON anoyewv Kal ouvaioBnpaTwy o OAeG TIG YAWOOEG, dleupuvovTag, PeTASU
ANy, TIg duvaToTNTEG Yia diagoponoinuevn didacokalia.

210 gpyaoTnpio autd Ba npooeyyicoupe PiwpaTikd Tn pebodoloyia evowpaTwong
oTOXWV (MOAU)YAWOOTIKANG EVOUVAPWONG, avanTuéng de§lotnTwy (wng Kal evioxuong TG
KOIVWVIKNG Kal ouvaloBnuaTikng pabnong, avantuooovtag o Opadeg epyaciag
dpaoTNPIOTNTEG OE DIAPOPETIKEG BepaTIKEG. ©a digPEUVIOOUpE, ETOI, HE NPAKTIKO TPOMO
TIG duvaToTNnNTEG OUVOETIKAG a§lonoinong dIaPOPETIKWVY (YAWOTIK®WVY Kal AAAwV) NOpwy,
yla Tnv avantuén evog XWPOou TauToxpova KOIVAG AaAAA kal OliapoponoInuevng
di1daokaliag kar yabnong.

BiBAloypaikég avagpopeg:
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Workshop 2 / EpyacTiip1 2

TO ©EATPO THZ EMWYXQZ2HZ Q2 EPFAAEIO ENIZXYZHZ THZ MOAYTAQZZIAZ 2TO
2XOAEIO: ENA BIQMATIKO EPTAZTHPIO A EKNAIAEYTIKOYZ NPQTOBAOMIAZ
EKMAIAEYZHZ.

M. Vitsou
University of Thessaly, Greece

To epyaotnpio xwpileTal o a@nynUATIKN, €IKAOTIKA, PIWPATIKY €KEPEACN Kal eival
Baociopevo  oTig  Texvikeg Tou  EknaideuTikou  ApdpaTtog.  Agionoiwvtag  éva
enavalapBavopevo poTiBo TEXVIKWV, ONWG N gdWUXwon AVTIKEIPEVWY, N APnynon, o
ddaokalog og pOAO KAl O AUTOOXEDIAONOG, TO EpyacTrpio e§gNicoeTal akoAouBwvTag Tn
PON APNYNMATIKWV KEIPEVWY, aAG oTapaTael kabe Tdéoo yia va digpeuvnBouv andyelg,
OKEWEIG, YVWUEG KAl NPOTACEIG yIa TN OpAon Twv pabnTwv OXeTIKA Ye Ta npoPAnuaTa
Kal Ta epnodia nou gpgpaviCovral kabe Tooo.

>2TOx0I1 Tou epyacTnpiou: O cuppeTexovTeG OTO gpyaoTrpl emdicwkeTar: a) Na épBouv oe
ENAPN HPE TNV TEXVIKN TNG EUYUXWONG TWV AVTIKEIMEVWV WG EMIKOIVWVIAKO KAl
dianoAmiopikd gpyaleio B) va evra&ouv Tnv KOUKAOBEaTPIKN €UWYUXWON WG NEAKTIKN
oTnVv TUniKr eknaideuTikn diadikaoia, n onoia diac@aliler Tnv oAonAeupn avanTu§n Tou
UMOKEIPEVOU, OXI HOVO €Neidn evTAOOEl pEoa Tou NoANG aAAa €idn vonuoouvng, népav Tng
YAwooIKAG, aA\G Kkal eneidr) KAAUNTEI ONUAVTIKEG AVAYKEG TOU HaBnTh auTAg TNG ENOXNG
MECW TNG HETAMOPPWTIKAG 1010TNTAG Tou KoukAoBedTpou B) va alonoifjoouv BeaTpikeg
TEXVIKEG AVANAPACTACNG APNENHUEVWV EVVOIOV KAl KpuoTaAlonoinong ouvBeTwv
vonuATwWY, avadopmVTag, €navadiaTunVvovTag, avanAdaicivovTag Kal €puNnvelovTag
anosvoxornoinueva 10€eg, KATAOTAOEIG Kal ouvaioBnuaTta y) Na evduvapwbBolv wg
eKNAIOEUTIKOI, eVAAIKEG KAl EVEPYOI MOAITEG MOU pnopouv va npowbrijcouv Tnv avanTugn
TNG NOAUYAWOGIAg OTO OXOAEi0

MeBobdohoyia: To epyaoTrpl BepelicoveTal oToug afoveg Tng dopnpévng BeaTpikng
dpdaong. O1 ouppeTexovTeg eunAékovTal OAOMAsupa OTIG JIAPOPEG PACEIG TNG —
Napaywyn, EKTEAECN, AVAOTOXAOWOG— peoa ano PiwpaTikeg diadikaoieg eEepelivnong,
digpelivnong, dlEpPWTNONG KAl €KPPACNG, CUPPETEXOVTAG EVEPYA OE MOIKIAEG BeaTpIKEG
OupPAoEIG, OTPATNYIKEG KAl MOAUTPOMIKEG dpacTnpIioTnTeG. Meoa anod ePYPUXWOEIG
avTikelpevwy, Ba doBei n duvatdTnTa yia cuvopidia pe Tov «aAAo», enikoivewvia, ekBeon
TNG TAUTOTNTAG Kal evioxuor) TnG. Méoa and AekTikéG kal pn napaywyeg, Oa
NapoucIacToUV o1 gpnelpieg kal Ta Piopata, Ba dnuioupynBolv noAuTponikd Kai
NOAUYAWOOIKA «KEIJEVA TAUTOTNTAG 1 TAUTIONG» PE PEYAAO OUYKIVNOIaKO (POPTIO, Td
onoia gPnAEKOUV TOOO TO ATOHO MOU TA KATABETEI GOO KAl AUTO MOU YIVETAI KOIVWVOG
TOUG.
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