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Abstract 

 

This thesis is focussed on Greek as an Additional Language (GAL) in junior 

secondary schools in Greece. The necessity of incorporating a GAL dimension 

in the mainstream classroom has emerged in the last 20 years as rising numbers 

of immigrant pupils have been entering the Greek public school system. This 

has placed new challenges on mainstream teachers who are now expected to 

teach their subject to a culturally and linguistically diverse pupil population. 

Despite this change in the school population, the Greek educational system has 

not, so far, attempted to differentiate the national curriculum, considered 

different approaches to curriculum design, and offered support to mainstream 

teachers so that they can meet the needs of all pupils. This thesis explores the 

pedagogical principles and teaching practices that mainstream teachers working 

in junior secondary schools employ so as to teach the curriculum subject Greek 

to children from different linguistic and cultural backgrounds. 

  

A qualitative research approach was adopted to collect and analyse observation 

and interview data. Multiple case studies of four teachers were carried out in 

order to examine the knowledge, beliefs and practices of experienced Greek 

language teachers who have been tasked with supporting immigrant pupils‘ 

language learning in mainstream classrooms. The data analysis draws on 

current international literature in the field of additional/second language 

education. The findings show that the participant teachers‘ beliefs and practices, 

although partially overlapped with additional language teaching principles, 

were largely conceptualised in terms of Greek as a mother tongue. The majority 

of the participant teachers, influenced by the national curriculum, felt that they 

only needed to adjust some aspects of their teaching practice and to apply some 

generic teaching strategies to facilitate immigrant pupils‘ learning. They also 

believed that immigrant pupils who were in the process of learning GAL should 

be given support outside the mainstream classroom. The findings of this 

investigation contribute to our understanding of the ways in which the Greek 

education system can be reformed to address the GAL dimension systematically 

in mainstream schools in terms of pedagogy and teacher education. 
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Chapter 1 

Introduction 

 

1.0. Background 

 

This thesis is concerned with the teaching of Greek as an additional language 

(GAL) through the subject Greek (as a mother tongue), a core subject of the 

national curriculum, in Greek junior secondary schools (Γπκλάζην)
1
, where 

pupils from diverse linguistic and cultural backgrounds have been placed 

together. The need to incorporate a GAL dimension in the national curriculum 

in Greece has emerged in the last 20 years due to the participation of an 

increasing number of refugee and immigrant pupils, whose mother tongues are 

different from that of the official language of Greek schools and of society as 

whole. In order to cope with this new situation, the Greek Ministry of Education 

and Religious Affairs has attempted to shape the primary national curriculum to 

meet GAL pupils‘ needs. It has established the flexible zone (Δπέιηθηε δώλε) to 

give primary teachers the opportunity to develop activities that promote GAL 

learning (Papazoglou, 2008). It has incorporated themes related to their 

language and culture in teaching materials to give Greek-mother tongue (GMT) 

pupils the opportunity to get to know GAL pupils‘ culture and to help these 

pupils feel accepted by the host population (ibid). It has also attempted to 

reduce ethnocentrism in the textbooks with the help of the Pedagogical 

Institute
2
 and the Institute for Greek Diaspora Education and Intercultural 

Studies (IPODE)
3
 (Eurydice, 2004).  

                                                 
1
 In Greece, there are two types of public junior secondary schools (Γπκλάζην): day (εκεξήζηα 

ζρνιεία) and evening schools (εζπεξηλά ζρνιεία). Day schools educates pupils aged 12-15, has 

three years and run between 8:15 and 14:15. Evening schools are for working pupils who are 

aged 14 years old and over and want to continue their education. It has three years and run after 

18:00 for 3 hours. The national curriculum is the same for both types school, but in evening ones, 

some subjects, such as art and physical education, are omitted (UNESCO-IBE, 2012). In this 

study, I only focus on day schools because of the higher number of pupils. 
2
 The Pedagogical Institute, which was under the Greek Ministry of Education and Religious 

Affairs and was abolished in 2012, was responsible for developing the public national 

curriculum, the syllabus for every subject area, teaching materials and for organising teacher 

training. 
3
 IPODE established in 1996 was the official governmental organisation for heritage and 

intercultural education in Greece. Its main aims were to promote Greek education to the heritage 

population outside Greece and to help GAL pupils to integrate into the Greek educational system. 

It also aimed to conduct research on educational issues regarding heritage and intercultural 
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However, the Greek educational system has not addressed this issue 

systematically in secondary schools, despite the rising number of GAL pupils 

(see section 2.1), and especially in junior secondary schools which represent the 

last stage of compulsory education. From my experience as a private Greek 

language tutor to GAL pupils who attended such schools, I began to recognise 

their difficulties in understanding curriculum content materials, using Greek for 

both communicative and academic purposes as well as in participating in 

classroom activities. This made me cognisant of the reality that the current 

curriculum and teaching materials have not been designed to address the 

learning needs of both GMT and GAL pupils, and that mainstream teachers 

have not used instructional practices suitable for all the pupils. Consequently, I 

started looking for sources referring to GAL teaching through subject areas in 

mainstream classrooms, but little research appears to have been conducted 

about this issue in Greek secondary schools (see section 1.2). Despite 

attempting to apply in practice the general teaching approaches and methods 

suggested in this literature, I had difficulty in doing so because they were not 

related to my classroom reality and pupils‘ needs. As a result I started adapting 

my teaching practices to take my pupils‘ needs and backgrounds into account 

and modify teaching materials to make them more accessible to them. However, 

it was a difficult process as during the four years of my pre-service education, 

there was no prescribed course related to GAL teaching in secondary schools.  

 

This personal experience led me to select ‗Δθπαίδεπζε θαη επηκόξθσζε 

εθπαηδεπηηθώλ ζηε δηδαζθαιία ηεο ειιεληθήο σο δεύηεξεο γιώζζαο‘ [Initial 

and in-service teacher education for teaching Greek as a second language] (for 

the terminology, see section 1.1) as the topic of my masters dissertation. My 

aim was to examine the curricula of Greek language departments and assess in-

service programmes for the training given to Greek language teachers (GLTs) 

regarding GAL teaching in a multicultural classroom. This investigation found 

that GLTs receive minimum training in this field during their undergraduate and 

in-service programmes, and that this training has not been offered universally. 

From this perspective, I was interested in exploring what actually happens in 

                                                                                                                                     
education so that it could provide recommendations for improving the education of the target 

population (Repousis, 2000). This organisation was also abolished by the government in 2012.  
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real classrooms in junior secondary schools where GLTs are expected to teach 

the subject Greek (as a mother tongue) to children from diverse linguistic and 

cultural backgrounds and the reasons underlining their teaching practices. I was 

also curious to identify the extent to which teachers‘ teaching practices are 

connected with a set of principles of additional language teaching proposed in 

the professional literature. Such investigation can contribute not only to 

identifying the gaps in teachers‘ knowledge and expertise as well as in the 

national curriculum, but also to providing situated recommendations for how 

the national curriculum and teacher education could be improved to enable 

GLTs to deliver a more meaningful learning experience for both GMT and 

GAL pupils in their lessons. 

 

 

1.1. The terminology 

 

At this point, it is important to justify the adoption of the term Greek as an 

additional language (GAL) rather than any other term to describe the language 

that learners develop in addition to their mother tongue (for other terms, see 

Glossary). In the Greek education discourse, there appears still to be an 

overlapping of the concepts of ‗second‘, ‗foreign‘ and ‗heritage‘ language (for 

example, see Georgogiannis & Baros, 2010; Mitsis, 2004; Ntina & 

Chatzipanagiotidi, 2007). By way of illustration, in the encyclopaedic guide for 

the language, Antonopoulou and Manavi (2001) use the terms ‗second‘ and 

‗foreign‘ language interchangeably to refer to the language that is not learners‘ 

mother tongue but they need to learn as it is the official medium of 

communication in the host society. Another example of this overlapping is the 

use of terms ‗second‘/‗foreign‘ for the language that expatriate Greek pupils 

develop in Greek communities outside Greece (e.g. Damanakis, 2001, 2010; 

Repousis, 2000). Some researchers (e.g. Charalampakis, 2000; Chatzidaki, 

2000; Koiliari et al., 2001; Zaga, 2001) recognising the conflict between these 

terms have embraced only the term Greek as a second language (GSL) to refer 

to the language that GAL pupils need to develop so that they can participate in 

the mainstream classroom and the Greek society. Due to this discourse, I 

adopted this term for my abovementioned masters dissertation. 
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However, I decided not to use GSL in the current study. There is still the 

assumption underlying this term that language development is a process that it 

is the same for all the learners regardless of their linguistic or cultural 

background (Leung et al., 1997; May, 2011). This can be linked to the assertion 

that language users exploit their language resources in exactly the same way no 

matter what the social contexts are (Dewey & Leung, 2010). It can be also 

related to the prevalent notion that the way native speakers develop the 

language is the norm (Dewey & Leung, 2010; Leung et al., 1997). Language 

education programmes tend to emphasise the attainment of the same language 

skills and language features in order that learners can reach the language 

proficiency of native speakers (Leung, 2005a; Preston, 1981).  

 

However, in a globalised world in which people have the freedom of 

movement, the categorisation of language as ‗native‘, ‗second‘ or ‗foreign‘ and 

the conception of native-speakerness have been increasingly seen as insufficient 

(Dewey & Leung, 2010; Leung, 2005a; Leung et al., 1997). Dewey and Leung 

(2010) explain that due to the constantly changing sociolinguistic realities and 

the complexity of multilingual societies, it is extremely difficult to pre-assign 

language users to specific categories. For instance, in China where English 

tends to be labelled as a foreign language, owing to political and economic 

changes, many universities have introduced English-medium teaching, which 

thus is making this label obsolete (Dewey & Leung, 2010). Accordingly, GAL 

learners in Greece cannot be conceptualised as ‗native‘, ‗foreign‘ or ‗second‘ 

language users. Many learners in my study, even though they first acquired the 

language of their parents, later shifted to using Greek exclusively. This has been 

a common phenomenon, as Gogonas (2009) noticed in his study on the 

maintenance of Albanian pupils‘ mother tongue. So, as Leung (2005a) 

contends, the term ‗additional language‘ signals that language development 

tends to be grounded in learners‘ language needs and backgrounds as well as 

sociocultural contexts and thus is not the same process for all learners.  

 

Seen in this light, while I am aware that there might not be a term within the 

Greek educational discourse that has the same meaning as GAL, I adopt this 

term as being closer to the term ‗English as an additional language‘ used in the 
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Anglo-America educational discourse. As discussed above, I believe that the 

term GSL cannot explain the language proficiency and characteristics of 

migrant and refugee pupils as well as the different ways that language is 

exploited in actual settings. Nevertheless, due to the fact that the terminology 

used in the Greek educational discourse is usually derived from the English 

discourse, there is a disagreement over the way terms can be translated in Greek 

and so a range of interpretations and paraphrases for the same terms are given 

(Skourtou et al., 2004). Ιn the light of the discrepancies between English and 

Greek terminology, when adopting this term in a Greek context, I will provide a 

term that is ―linguistically grammatical and culturally acceptable to their native 

speakers‖, as suggested by Tosi (2013: 13). I will also always present the 

English term alongside with the Greek one and explain its underlying meaning, 

following the recommendation of Skourtou et al (2004).  

 

 

1.2. Aims of the thesis 

 

The aim of this thesis is to investigate, in real classroom settings, how GAL is 

addressed in the context of the subject Greek, by exploring the pedagogical 

principles and teaching practices of four native-speaker GLTs working in 

mainstream junior secondary classrooms with both GAL and GMT pupils. 

Despite the increasing number of GAL pupils in public junior secondary 

schools, the educational system has not provided a carefully considered policy 

or a dedicated curriculum for GAL teaching, and the teacher education has not 

prepared GLTs for this reality (see Chapter 2). There is also relatively little on 

language-focused discussion for GAL pupils in mainstream classrooms. In fact, 

the research on GAL has mainly focused on the following aspects: 

 

 Identification of the language difficulties of GAL pupils in integration or 

mainstream classrooms as well as their language level (e.g. Iordanidou 

& Kondyli, 2001; Simos et al., 2014; Yerovasiliou & Iordanidou, 2003);  
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 Encouragement of teachers to adopt global teaching approaches for 

handing additional language teaching in mainstream or integration 

classes (e.g. Koiliari et al., 2001; Mitsis, 2004; Zaga, 2001);  

 The perceptions of teachers regarding different aspects of GAL teaching 

(e.g. Sifakis, 2000; Tzortzopoulou & Kotzamani, 2008; Vasiloyannis, 

2010); 

 Ways of encouraging bilingualism in Greek schools (e.g. Koutsoyannis 

& Tsokalidou, 2008; Skourtou, 2002; Skourtou, 2008); 

 Critique of the educational policy regarding cross-cultural schools and 

integration classes (e.g. Damanakis, 2000; Mitakidou et al., 2009; 

Paleologou, 2004);  

 Suggestions for general principles of intercultural education that need to 

be adopted in all classrooms (e.g. Dimitriadou & Efstasiadou, 2008; 

Hajisoteriou & Xenofontos, 2014).  

 

The above research mainly focuses on the learners and learning suggesting 

general theories for GAL teaching while ignoring the actual practices and 

principles of teachers in non-contrived classroom settings. The current research 

is aimed at filling this gap by conducting naturalistic research that involves 

investigating how GLTs cope with the necessity of teaching the subject Greek 

to both GAL and GMT learners in actual classroom settings without support 

from the educational system and any relevant knowledge.  

 

This investigation will contribute to an in-depth understanding of GAL teaching 

through a subject area in actual classroom settings and to an identification of the 

extent to which teachers‘ principles are GAL-sensitive. Such understanding can 

inform teacher educators and education policy makers so that they can suggest 

situated pedagogical practices and context-specific solutions for GAL teaching 

(see Kumaravadivelu, 2006; Littlewood, 2014). Littlewood (2014) mentions 

that in Asian contexts teachers tend to have difficulty applying communicative 

language approach in practice in the sense that this is not conducive with their 

classroom reality. A number of studies in Little et al. (2014) also highlight that 

general policies can be transferred in practice in different ways and so, there is a 
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need for school-based policies that take into account local contexts. The 

outcomes of this study can also provide policy makers with the basis for 

understanding how best to implement curriculum innovation and to promote 

teacher change. Teacher education usually has an impact on teachers‘ practices 

and any innovation tends to be accepted by teachers when the new knowledge is 

accommodated to their own cognition (Breen et al., 2001; Freeman & Johnson, 

1998; Woods, 1996). Seen in this light, there is a need for any recommendations 

to take into account both social and educational contexts and teacher cognition 

so that the national curriculum and teacher education can be amended in a way 

that would be beneficial for GAL pupils‘ academic and language development.  

 

 

1.3. Outline of the thesis 

 

The overall structure of this thesis takes the form of eleven chapters, including 

this introductory chapter. Chapter 2 deals with the educational context in Greek 

junior secondary schools. The linguistic diversities in schools, the educational 

policies on minority education as well as the teacher education are discussed.  

 

Chapter 3 begins by laying out the theoretical dimensions of this study, and 

looks at teachers‘ professional knowledge base. Specifically, the following 

aspects are discussed: 

 The relationship between theory and practice in teacher education  

 The importance of teacher cognition in designing teacher education 

programmes  

 The suggested professional knowledge base of additional language 

teachers  

 

In Chapter 4, literature related to principles of additional language teaching is 

reviewed. Specifically, the following principles are presented: 

 The integration of content and language instruction 

 The promotion of communicative competence of both informal 

interactive and formal academic language 
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 The promotion of comprehensible input 

 Focus-on-form instruction  

 The importance of language production and participation in classroom 

talk 

 

The fifth chapter is concerned with the methodology used for this study. The 

following aspects are presented and discussed: 

 The suitability of interpretive case studies for researching teacher 

cognition and teaching practices 

 The rationale for the research methods used in the present research 

 The research process, selection of sides, participants and ethical 

considerations 

 The rationale for data analysis approaches and the frameworks for 

analysis 

 

Chapters 6 to 9 present the four case studies, providing the following 

information in each chapter: 

 Background information and influences 

 Teachers‘ espoused beliefs about different aspects of GAL teaching  

 Description of teachers‘ teaching strategies  

 The key pedagogic principles underlying teachers‘ teaching strategies in 

conjunction with additional language teaching principles discussed in 

Chapter 4 

 

Chapter 10 gives a commentary of the key findings in relation to the additional 

language principles mentioned in Chapter 4. The final chapter discusses the 

implications for teacher education and educational contexts, as well as 

providing suggestions for further research directions. 
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Chapter 2 

Greek as an Additional Language in Junior Secondary Schools 

 

2.0. Introduction 

 

In this Chapter, I present the educational context in Greek junior secondary 

schools where this research was conducted. Understanding the educational 

context is important for conceptualising teachers‘ actual teaching practices and 

principles. As discussed in Chapter 3, contextual factors tend to have a great 

impact on teachers‘ lesson design and delivery. It also contributes to providing 

situated recommendations for educational policies and teacher education. As 

mentioned in section 1.2, my aim is to suggest context-specific principles that 

could support GLTs in teaching GAL in particular classroom contexts.  

 

The chapter begins by describing the linguistic diversity in junior secondary 

schools (2.1), and especially focusing on the number of GAL pupils in such 

schools, their linguistic and cultural backgrounds, the organisation of migrant 

associations and their distribution across Greece. It then goes on to the 

educational policies on minority education (2.2) and to the policy stance 

underlying the national curriculum adopted in mainstream classrooms (2.3). 

Finally, the teacher education and professional development for GLTs is 

presented (2.4). 

 

 

2.1. Linguistic diversity in Greek junior secondary schools 

 

Over the past 20 years, Greece has become a host country for many economic 

and political refugees and immigrants from Central and Eastern European 

countries, mostly Albania and the former Soviet Union. Mitakidou et al. (2009) 

point out that ―the collapse of the former Eastern bloc countries and the 

outbreak of nationalistic movements and wars in some of these countries caused 

mass emigration of their citizens‖ (p. 61). Immigrants have mainly come to 



 

27 

 

Greece to improve their lives by finding better jobs and living in a democratic 

political system (Damanakis, 2000).  

 

The largest concentration of GAL learners, the majority of whom are first-

generation immigrants as Greece has recently become a destination for migrants 

(OECD, 2012), is in primary and junior secondary schools. For instance, in the 

school year 2010-2011, 75,415 GAL pupils were placed in primary, 33,210 in 

junior secondary schools and 12,866 in senior secondary schools. In this thesis, 

I focus on GAL pupils attending junior secondary schools because, as 

mentioned in Chapter 1, little research has been conducted in this context and 

the Greek education system has placed little emphasis on the GAL dimension in 

this sector. All the data presented here are based on research by the IPODE and 

by the Hellenic Statistical Authority (EL.STAT) that provides data until the 

school year 2011-2012. No data are available for the school years 2012-2015. 

The lack of national statistical data regarding immigrant and refugee pupils is a 

reality in Greece (Palaiologou, 2012; Public Policy and Management Institute 

(PPMI), 2013).  

 

The data presented below depicts the learner population that has been enrolled 

in Greek schools during the particular school years. No data are available for 

the GAL population at the end of these school years and so it is hard to 

calculate the dropout level. It is also worth noting that there are significant 

discrepancies between the statistical data presented by the IPODE and 

EL.STAT, as also noticed by Tzevelekou et al. (2013) and Skourtou et al. 

(2004). For example, IPODE mentions that in the school year 2004-05 GAL 

population was 29,792 in junior secondary schools while for the same year, 

EL.STAT reports that it was 23,033. From this it can be seen that only a rough 

estimate of the numbers of GAL pupils can be made for the years in question.  

 

Despite this, from the school year 2003-04 to 2011-12, all the data show that 

there was a gradual rise in the number of GAL pupils in junior secondary 

schools. The OECD (2012) also notices that between 2000 and 2009 there was 

an increase of GAL pupils in junior secondary schools by 3-5%. As can be seen 

in Table 2.1, in the school years 2005-07, their percentage remained stable at 
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around 8%, in the next two years it increased by around 1% while in the last 

three school years it has fluctuated around 10%. This indicates that a significant 

number of GAL pupils have been attending junior secondary schools. An 

investigation by the OECD (2010a, 2010c) reveals that immigrant pupils 

irrespective of their socio-cultural backgrounds usually deliver high academic 

performance when participating in an educational system that respects and takes 

into account their backgrounds and needs. So, there is a need for the Greek 

education system to be reshaped such that the national curriculum can meet 

GAL pupils‘ academic and linguistic needs and secure high-quality teaching for 

all pupils (for a discussion, see subsection 2.3.3). 

 

Table 2.1: GAL learners in junior secondary schools from 2002 to 2012 

 

The majority have arrived from Albania, Bulgaria, Romania and the former 

Soviet Union, especially Russia and Georgia, followed by immigrants from 

European Union countries (PPMI, 2013). As shown in Table 2.2, the number of 

GAL pupils arriving from these counties remained more or less steady over the 

school years 2007-2011 while in the school year 2010-2011 there was an 

increase in the number of GAL pupils arriving from Asia and Africa. In the 

school year 2011-2012, EL.STAT reports that in junior secondary schools 

28,086 GAL pupils were from countries outside the EU while 4,373 were from 

unspecified EU countries. Behind these figures is the reality that GAL pupils 

have diverse educational and cultural backgrounds and so they should not be 

considered a homogenous group or as having the same background and needs as 

GMT pupils. As the OECD (2010c) argues, this diversity needs to be taken into 

School Year Total number of 

pupils 

Total number of  

GAL pupils 

2002-2003 309,029 22,657 (7.33%) 

2003-2004 302,703 20,490 (6.76%) 

2004-2005 307,723 23,033 (7.48%) 

2005-2006 307,527 24,821 (8.07%) 

2006-2007 312,992 26,808 (8.56%) 

2007-2008 316,126 28,485 (9.01%) 

2008-2009 314,265 29,519 (9.39%) 

2009-2010 310,436 32,608 (10.50%) 

2010-2011 306,785 31,698 (10.33%) 

2011-2012 297,695 32,528 (10.92%) 
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account so that ―immigrants can be integrated into host societies in ways that 

are acceptable to both the immigrants and the populations in the receiving 

countries‖ (p.66). 

 

School Year/ 

Countries of 

Origin 

2007-2008 2008-2009 2009-2010 2010-2011 

Countries of 

EU 

2,354 2,591 2,744 2,782 

Albania 19,547 19,785 20,469 19,021 

East Europe 159 149 168 146 

Other counties 

of Europe 

13 17 14 9 

Ex Soviet 

Union 

2,867 2,621 2,438 1,987 

Middle East 289 300 294 317 

Asia 330 357 496 564 

USA and 

Canada 

17 20 27 26 

Rest of 

America 

39 46 39 37 

Africa 67 60 69 89 

Oceania 4 7 7 6 

unknown 1 1 387 333 

Table 2.2: Countries of origin of GAL pupils in public junior secondary schools 

in 2007-2011 

 

As can be seen from Table 2.3, in the school years 2007-2011, GAL pupils‘ 

mother tongues varied substantially with those having Albanian as their mother 

tongue being the majority. It is notable that in 2010-2011, there was a 

significant drop in the number of pupils with Russian as a mother tongue, while 

there was an increase in those having Bulgarian and Romanian as a mother 

tongue. It is also of interest that there was a rise of the number of those who had 

Greek as mother tongue but whose parents had a different linguistic 

background. Those pupils have been considered GAL showing that second-

generation pupils have not been seen as GMT pupils. No similar data are 

available for other years. 

 

 

 



 

30 

 

School Year/ 

Mother 

tongues 

2007-2008 2008-2009 2009-2010 2010-2011 

English 214 244 250 251 

Albanian 19,481 19,220 20,527 19,796 

Arabic 341 423 298 317 

Armenian 371 326 283 267 

Russian  1,421 1,350 1,060 792 

German 81 83 73 85 

Italian 12 18 21 22 

French 27 31 26 30 

Spanish 22 26  26 29 

Flemish 4 2 3 5 

Swedish 8 5 4 3 

Greek 2,795 4,072 5,477 5,624 

Finish 4 9 6 4 

Dutch 18 20 17 12 

Portuguese  11 9 11 14 

Danish 7 6 12 3 

Ukrainian  377 308 263 188 

Polish ------- ------- 12 46 

Romanian ------- ------- 17 172 

Bulgarian ------- ------- 28 257 

Urdu ------- ------- ------- 14 

Rest 3,288 3,353 4,102 3,738 

Unknown 3 14 75 11 

Table 2.3: GAL pupils‘ mother tongues in public junior secondary schools in 

2007-2011 

 

The OECD (2012) points out that almost 50% of first-generation but only 10% 

of second-generation GAL pupils who were aged 15 years old used their 

mother-tongue at home. There are no data on mother tongue level of GAL 

pupils for all the school years. As Chatzidaki (2005) notes, little emphasis has 

been given to mother tongue development and GAL pupils‘ language level in 

the Greek research context. Nevertheless, some studies have revealed that GAL 

pupils have mainly acquired interactive informal mother tongue use (Gogonas, 

2009; Koiliari, 2012). Koiliari‘s (2012) survey regarding the needs of primary 

and secondary school GAL pupils (n= 2875) for mother tongue instruction 

reveals that most of them reported that they had acquired their mother tongue 

but had difficulty in understanding and producing written language (see Table 

2.4). In Gogonas‘ (2009) research, 70 second-generation adolescents of 
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Albanian origin reported that they had higher competence in Greek than in 

Albanian. 

 

Language 

skills/ level 

listening 

comprehension 

speaking reading writing 

very good 78.4 %  72.0 %  51.4 %  45.1 %  

good 14.2 %  16.7 %  19.1 %  18.5 %  

medium 5.2 %  8.6 %  17.6 %  18.3 %  

none 2.2 %  2.7 %  11.8 %  18.2 %  

Table 2.4: GAL pupils‘ beliefs about their language skills in their mother 

tongue (Koiliari, 2012: 15)  

 

Despite the variety of minority languages and the mother-tongue level of GAL 

pupils, the official state and the educational system not only have not 

recognised GAL pupils‘ mother tongues but also have not encouraged their 

development in regular schools
4
 (Nikolaou, 2003; Paleologou, 2004; Skourtou, 

2002, see also section 2.3). Nevertheless, a range of associations have been 

created by migrant communities in Greece to ensure the maintenance of their 

identity, culture and language
5
 as well as to provide various kinds of support. 

Because of a lack of data (see Dimitrakopoulos, 2004), I focus only on those 

communities for which information about mother tongue instruction is 

accessible. For instance, the Russian association and the Russian Centre in 

Thessaloniki declare that they organise mother tongue instruction for GAL 

pupils, but provide no more information in terms of the number of pupils, the 

type of lessons and the curriculum can be found. Other associations, such as the 

Bulgarian or Georgian ones, do not mention the provision of such courses.  

                                                 
4
 The only minority language that has been officially recognised is Turkish, spoken by the 

Turkish minority in Thrace and protected by the Treaty of Lausanne (Dimitrakopoulos, 2004; 

Gogonas, 2009). As Chatzidaki and Maligkoudi (2013) report, ―Greece is one of the few 

European countries which have not yet signed the European Charter for Minority and Regional 

Languages (http://www.coe.int). The Charter ensures certain language rights for minority 

languages with a long-standing presence within the borders of particular states. The ‗languages of 

migrants‘ (such as Arabic, Turkish, but also Albanian in our case) are explicitly excluded from 

such provisions, because they are not considered part of Europe‘s cultural heritage‖ (p.686). 
5
 For reasons of scope, I refer only to the communities of migrants and refugees. Regarding the 

education of recognised and established minorities, like the Pomaks in Thrace and the 

Armenians, see Nikolaou (2000, 2003) and Tsitselikis (2007).  
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Even though Albanians form the largest migrant community in Greece, there 

are few Albanian mother tongue classes running only in a few cities
6
 and few 

Albanian ‗complementary‘ schools (Gkaintartzi et al., 2014; Gogonas, 2009). 

The participation rate of Albanian immigrants in these courses is very low, only 

18%, compared to other immigrant communities in Greece, such as the Poles 

(Hatziprokopiou, 2006; Maligkoudi, 2010). This seems to suggest that many 

Albanians tend not to pursue the development and maintenance of their mother 

tongue (see Chatzidaki & Maligkoudi, 2013; Gkaintartzi et al., 2014).  

 

The Polish, Libyan-Arabic and Filipino communities seem to be the most 

organised communities in Greece regarding the education of their children, 

running day schools
7
 supported by the governments of their country of origin. 

In these schools, the curriculum is the same as that in the schools of their 

country of origin while Greek language lessons imposed by the Greek 

government (Law 3794, 2009) are also delivered. In addition to the day school, 

the Greek-Arabic cultural centre and the Polish community offer mother tongue 

lessons for pupils who attend Greek mainstream schools (Ahmed & Georgiou, 

2010; Gogonas, 2010). Polish pupils who live in other Greek cities also have 

the opportunity to attend such courses either online or in the two branch schools 

in Thessaloniki and Santorin (Ahmed & Georgiou, 2010). In the school year 

2009-10, more than 1200 pupils attended the Polish day school and the 

‗complementary‘ lessons, the school population of the day Libyan-Arabic 

school reached 140 pupils (Ahmed & Georgiou, 2010) while that of the Filipino 

school was up to 185 (Kouvousi, 2010). Such information reveals that although 

some migrant organisations have attempted to promote the development of their 

mother tongue, these initiatives are not systematic, common among all 

associations or widespread. Seen in this light, there is an imperative need for the 

                                                 
6
 In the city of Thessaloniki, Albanian mother tongue classes are organised by the Association of 

Albanian Migrants living in Thessaloniki‘ [ύιινγνο Αιβαλώλ Μεηαλαζηώλ Θεζζαινλίθεο] 

which was the first association offering Albanian lessons in Greece and the‗Mother Teresa‘ 

[Μεηέξα Σεξέδα] association. In the city of Yiannitsa, the classes are organised by a branch of 

‗Mother Tereza‘ [Μεηέξα Σεξέδα] (Christouna, 2010; Maligkoudi, 2010). No classes have been 

running in Athens. 
7
 In 1997 the first public Polish primary and secondary school ‗Zygmunt Mineyko‘ was 

established in Athens (Ahmed & Georgiou, 2010). Since 1978, a day Libyan-Arabic school has 

operated in Athens while in 1997, the ‗Katipunan Philippines Cultural Academy‘, the only day 

Filipino School in Athens, was set up (Kouvousi, 2010).  
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official Greek state to support such initiatives and include the delivery of 

mother tongue courses in the regular schools (for the significance of mother 

tongue development, see section 2.2).  

 

Table 2.5 presents the distribution of GAL pupils across a range of areas in 

Greece, thus demonstrating that they have been placed in junior secondary 

schools throughout the country. However, their largest concentration is in Attica 

and Central Macedonia, which are the biggest urban and economic centres in 

Greece and hence, the city of Thessaloniki was chosen as the research site for 

this study. This would suggest that a centralised policy might not be effective 

for each area and hence, different educational policies would need to be 

designed for each taking account of the GAL population number and 

characteristics (for further discussion, see subsection 2.3.3).  

 

 Years/ 

Area 

2005-

2006 

2006-

2007 

2007-

2008 

2008-

2009 

2009-

2010 

2010-

2011 

2011-

2012 

East 

Macedonia  

and Thrace  

526 828 649 604 693 693 634 

Attica 14,223 14,036 13,054 12,629 14,575 12,444 14,393 

North 

Aegean 

335 398 392 414 494 487 522 

West 

Greece 

1,112 1,259 1,226 1,452 1,545 1,637 1,677 

West 

Macedonia 

389 493 478 406 484 535 518 

Epirus 747 795 760 744 877 789 826 

Thessaly 1,279 1,527 1,550 1,478 1,751 1,753 1,871 

Ionian 

Islands 

880 921 836 756 1,066 1,027 1,135 

Central 

Macedonia 

3,680 4,033 4,128 4,209 5,089 4,868 4,818 

Crete 1,403 1,583 1,668 1,647 2,142 2,104 2,169 

South 

Aegean 

1,014 1,315 1,191 1,062 1,391 1,235 1,435 

Peloponnesu

s  

1,728 1,844 1,827 1,698 2,388 2,324 2,314 

Central 

Greece 

1,311 1,575 1,587 1,614 1,800 1,802 1,828 

Table 2.5: The distribution of GAL pupils in Greece in 2005-2012 
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It can be seen then that the monolingual and monocultural character of the 

Greek public school has been changed as GAL pupils have become an 

important part of the regular classroom (Damanakis, 2000). This has created a 

need for the Greek educational system to address systematically the GAL 

dimension to meet the needs of the linguistically and culturally diverse 

population so as to deliver equal educational and social opportunities to all 

pupils regardless of their background. It is necessary then to examine in depth 

the current educational policies regarding minority education established by the 

Greek Ministry of Education and Religious Affairs as well as the national 

curriculum, in order to gain insights into how the educational system has 

attempted to cope with these new characteristics of public schools.  

 

 

2.2. Greek educational policies on minority education 

 

Over the last two decades, the Greek Ministry of Education and Religious 

Affairs has attempted to address issues associated with the rising number of 

GAL pupils entering the education system and to accommodate their needs by 

establishing a range of national policies
8
. In the 1970s, when a large number of 

immigrant and repatriated (παιηλλνζηνύληεο) pupils entered Greek schools, the 

ministry established a number of different laws
9
 which, according to Damanakis 

(2000) and Kesidou (2008), aimed to assimilate GAL pupils into the host 

society. Damanakis (2000) explains that these laws saw GAL pupils as learners 

of the Modern Greek language
10

 who were expected to learn Greek as quickly 

as possible and were not allowed to employ their mother tongue inside or 

outside class. According to these laws, this would enable GAL pupils to 

participate in the traditional national curriculum and fast become Greek-

                                                 
8
 In Greece, the Greek Ministry of Education and Religious Affairs decides the educational 

policies which are common for all the schools, and each is expected to adjust them to local 

circumstances without having the authority to change them or to establish new ones. 
9
 The Greek educational policy established a) Royal and Presidential ordinances (Β.Γ. 585/72, 

Π.Γ. 417/77, Π.Γ578/77, Π.Γ. 117/78, Π.Γ. 257/78, Π.Γ. 155/78); b) the Law 1404/ 1983, article 

45 (ΦΔΚ 173/24-11-1983), article 2 of the Law 1894/ 1990 (ΦΔΚ 110/27-8-1990); c) the Decree 

Τ. 2/378/Γ1/1124/ 1994 (ΦΔΚ 930 η.β‘ 14-12-94). 
10

 From now on, when I refer to the Greek language, I mean Modern Greek, following Holton, 

Mackridge, and Philippaki-Warburton (1997), and not Ancient Greek, which is also being taught 

in secondary education schools. 
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language-speakers. However, as research has revealed (see Damanakis, 2000), 

this policy had negative consequences for GAL pupils on the grounds that they 

did not develop Greek adequately and hence, had difficulties in participating 

effectively in the national curriculum. This led the ministry to replace this 

policy with one which has aimed at eliminating diversity and difference to 

provide equal opportunities to all pupils and equal access to the mainstream 

curriculum (Kesidou, 2008). In the following subsections, I describe in detail 

the official Greek educational policies for minority education seeking to 

promote GAL pupils‘ integration into the Greek education system. 

 

2.2.1. Description and critique of ‘cross-cultural schools’  

 

In 1996, the ministry presented a new policy regarding minority education, i.e. 

the Law 2413/1996 entitled ‗Greek Education Abroad, Intercultural Education 

and Other Provisions‘, which is the most recent law related to minority 

education, through which it established ‗cross-cultural schools‘ (Γηαπνιηηηζκηθά 

ζρνιεία) in the Greek education system. The ministry highlights that it took the 

European ‗cross-cultural schools‘ as a model for organising these schools. The 

aim of these schools, which still exist, is to ―educate young people with special 

educational, social, cultural or educational characteristics‖ (Law 2413, 1996, 

my translation). According to this law, a public school can be called ‗cross-

cultural‘ when 45% of its population is repatriated or ‗foreign‘
11

 pupils. Ιn these 

schools, GAL and GMT pupils engage in a common national curriculum, which 

is the same as other public schools with the only difference being that in these 

schools GAL pupils have the opportunity to participate in special classes, where 

linguistic and academic support are delivered in both Greek and their mother 

tongue. 

 

Although the establishment of this type of school reveals the good intentions of 

the ministry to provide quality minority education, in reality, a number of 

studies (e.g. Damanakis, 2000; PPMI, 2013) indicate that such education has 

not helped GAL pupils to interact socially with GMT pupils or achieve high 

                                                 
11

 This is the term used in formal education documents for GAL pupils, thus indicating that the 

aim of the policies is to integrate the ‗foreign‘ into the Greek culture.  
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academic and linguistic performance. PPMI (2013) and Damanakis (2000) state 

that these schools have highlighted the diversity and particularity of GAL 

pupils, leading to their segregation and marginalisation by the host Greek 

society. This can be evidenced from the behaviour of GMT pupils‘ parents, who 

avoid placing their children in these schools as they believe that the academic 

level is lower than in regular schools (Gropas & Triandafyllidou, 2005; 

Markou, 2010; Palaiologou & Faas, 2012). It can be also seen from the 

increased concentration of GAL pupils in such schools (Nikolaou, 2000) and 

from the practice of treating these pupils as learners with ‗special‘ learning 

needs (Damanakis, 2000). The failure of these schools has been also 

demonstrated by the high dropout rates of GAL pupils. For example, during the 

academic year 2010-2011, overall, 13% of GAL pupils of cross-cultural schools 

dropped out. Such schools have been also unable to provide GAL pupils with 

additional language support in Greek as well as their mother tongue 

(Dimitrakopoulos, 2004; PPMI, 2013). Gogonas (2009) reports that ―mother 

tongue teaching has so far been implemented only in a limited number of 

{cross-cultural} schools in the country on an experimental basis‖ (p.99). 

 

The inadequate teacher preparation, teachers‘ teaching practices and the lack of 

teaching materials related to minority education are indicators of the 

inappropriateness of these schools (Mitakidou et al., 2009; PPMI, 2013). 

Despite teachers being expected to adjust national policies to their school 

contexts, PPMI (2013) found that the majority of teachers in these schools are 

without special training and they tend to adopt teaching practices and materials 

used in monocultural schools. Moreover, Mitakidou et al. (2009) notice that 

teachers tend to lower their expectations and hence their demands, under the 

false assumption that this approach is beneficial for GAL pupils. However, 

Cummins (2000) highlights that teachers‘ low expectations have a negative 

impact on pupils‘ performance in the sense that such expectations can result in 

their failing to give support appropriate for additional language (AL) pupils to 

deal with curriculum demands. Finally, few cross-cultural schools have 

operated as such in the last years. Dimitrakopoulos (2004) states that ―although 

most inner city schools in the main urban centres of Athens and Thessalonica 

have by far exceeded this ratio they have not been designated as intercultural to 
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avoid the increased operational costs, despite protests by both parents and 

educators‖ (p.19). For example, only six cross-cultural junior secondary schools 

existed and yet 28,680 GAL pupils entered this level in 2008-2009, which 

clearly indicates that there has been a shortfall. 

 

2.2.2. Description and critique of integration and support classes  

 

In 1999, with the Presidential Decree Φ10/20/Γ1/708 (1999), the ministry 

established ‗integration class I and II‘ (Σάμεηο Τπνδνρήο Ι θαη ΙΙ) and ‗support 

class‘ (Φξνληηζηεξηαθά ηκήκαηα) to assist GAL pupils who have been placed in 

mainstream classrooms with both language and curriculum subjects. These 

classes last for one to two years and they are conducted in primary and 

secondary regular schools only when teacher associations agree upon their 

necessity for their school. Their aim is the effective education of repatriated and 

foreign pupils so as to integrate them smoothly into the Greek educational 

system (Decree Φ10`/20`/Γ1`/708, 1999). The goal of ‗integration class I‘ is to 

provide intensive Greek language courses so that newly arrived GAL pupils can 

develop the basic Greek language knowledge and skills to be able to participate 

in regular classes as quickly as possible, thereby being integrated into the Greek 

educational system (Damanakis, 2000; Mitakidou et al., 2009). GAL pupils are 

withdrawn from regular classes for 18 to 22 hours per week so that they can be 

taught Greek (14 hours), mathematics (4 hours) and some elements from other 

subjects (4 hours). In the remaining hours, they attend courses like foreign 

languages, ICT, physical education, art and home economics in regular classes.  

 

‗Integration class II‘ is for GAL pupils who have acquired a sufficient level of 

interactive language skills, but still have difficulties in grasping and using the 

academic language of curriculum subjects (Decree Φ10`/20`/Γ1`/708, 1999). 

According to this Decree, teachers at this level aim to facilitate the attainment 

of academic formal language skills in order for pupils to participate in 

classroom tasks and grasp subject content. There is also the possibility that their 

mother tongue and culture can be taught for four hours per week. On the other 

hand, ‗support class‘ aims at supporting GAL pupils who have linguistic and 

academic difficulties and are unable to cope with the demands of the school 
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curriculum (Decree Φ10`/20`/Γ1`/708, 1999). The teachers of these classes try 

to help them understand the curriculum content and assist them with their 

homework. These classes operate after school hours, lasting for up to 10 hours 

per week and they are for GAL pupils who have not had the opportunity to 

attend the integration classes as well as those who even after attending the 

integration classes still have linguistic and academic difficulties.  

 

Despite the efforts of the Greek Ministry of Education and Religious Affairs to 

provide linguistic and academic support to GAL pupils in regular schools, the 

integration and support classes have been seen as ineffective in preparing these 

pupils for the mainstream classroom (Tourtouras, 2004; Xatzidaki, 2000). This 

has been evidenced by the fact that most of GAL pupils have either been found 

to fall behind their GMT peers or have left their particular school (PPMI, 2013; 

Tourtouras, 2004). In essence, these classes have the characteristics of 

withdrawal classes being run in parallel with regular ones inside the school, 

with the aim of providing extra language support (for a discussion, see Leung & 

Franson, 2001b) since GAL pupils are withdrawn from the mainstream 

classroom for a certain amount of time. These classes have been criticised in the 

literature for withdrawing AL pupils in such a way as promote their 

stigmatisation and marginalisation and for considering them as a problem and 

as something different when compared to ‗ordinary‘ mother-tongue (MT) pupils 

(Davison, 2001b).  

 

Tzevelekou et al. (2013) also mention that those who attend integration classes 

and usually remain there for a minimum amount of time have generally only 

been able to develop interactive informal language skills. This has been shown 

by the difficulty of these pupils to progress above the B1 level of the Common 

European Framework of Reference for Languages (CEFR). However, the 

development of such skills tends not to be sufficient to assist AL pupils to cope 

with curriculum language demands (Cummins, 1996; 2000, for further 

discussion see subsection 4.3.2). Furthermore, the curriculum of these classes, 

in contrast to integration class II, focuses only on the transmission of Greek 

language knowledge and skills and there is no connection between these and 

meaningful subject curriculum content. This has been a serious obstacle to AL 
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pupils developing language proficiency according to a number of scholars (e.g. 

Genesee, 1994; Gibbons, 2009). This is discussed in detail in Chapter 4. 

 

Another reason for the lack of effectiveness of this type of support is that the 

majority of teachers are inexperienced, have not had the appropriate training 

and are usually temporarily employed in these classes (Mpatsalia & Sella-Mazi, 

2000; PPMI, 2013; Tsoleridou, 2000, 2001). Moreover, the selection of teachers 

to deliver these classes is random, despite the fact that general teacher 

qualifications have been specified in the Decree for eligibility (Mitakidou et al., 

2009). This means they almost certainly do not satisfy the following 

requirements: a) being specialised in the teaching of Greek as a second/foreign 

language, b) having a good knowledge of a foreign language, preferably one of 

the pupils‘ mother tongues, c) participating in relevant in-service programmes, 

and d) having prior experience in dealing with this kind of class (Decree 

Φ10`/20`/Γ1`/708, 1999: 8682, my translation). In addition, no specific 

curriculum or materials have been defined and the teachers are responsible for 

adapting regular school materials to GAL pupils‘ needs. However, as mentioned 

above, they are usually inexperienced and do not have the skills to develop an 

appropriate curriculum or materials that take into account their pupils‘ needs. 

 

Finally, the employment and development of GAL pupils‘ mother tongue and 

culture have not been promoted, even though this decree makes a reference to 

the importance of such development (Palaiologou & Faas, 2012; Xatzidaki, 

2000). This might be explained by the linguistic mismatch hypothesis that tends 

to be embraced in withdrawal classes (see Cummins, 1996). Advocates of this 

hypothesis usually assert that pupils present academic difficulties when 

attempting to switch between the additional and their mother tongue during the 

curriculum instruction due to the dissimilarity between the two languages. So, it 

is assumed that only the host language is required to be both the target and the 

language of instruction (Cummins, 1984, 1996). However, neglecting the 

development of mother tongue can have a negative impact on academic 

performance (see subsection 2.3.1). Cummins (1996, 2000) highlights that the 

development of an adequate level of mother tongue can facilitate the acquisition 

of proficiency in an additional language. He mentions that the acquisition of 
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one language can contribute to the development of a deeper conceptual and 

linguistic proficiency, which results in the development of language and literacy 

skills in any other language (interdependence theory). This means that the 

continuous development of linguistic and academic skills in the mother tongue 

is beneficial, despite the host language being the dominant language of society 

and the school.  

 

It is also important to bear in mind that there have been insufficient integration 

and support classes. For example, in 2006-2007 there were only 34 ‗integration 

classes I and II‘ for secondary education, although in the same academic year, 

there were 37,584 immigrant pupils in Greek secondary schools (IPODE, 

2007). The OECD (2012) also stresses that GAL pupils with low Greek 

language skills are unlikely to be offered places in such classes. Moreover, 

GMT pupils who have academic difficulties have been also placed in support 

classes, and most teachers tend to experience difficulties in focusing on both 

GMT and GAL pupils‘ needs (Mitakidou et al., 2009). Finally, Mitakidou et al. 

(2009) state that schools have preferred to establish integration rather than 

support classes to ensure GAL pupils‘ quick integration into mainstream 

classrooms.  

 

2.2.3. European-funded projects 

 

From 1996 and onwards, the Greek ministry allowed the design and the 

realisation of a number of European projects related to the integration of 

repatriated, foreign and Roma pupils into the Greek educational system (see 

Appendix 3). These projects were mainly funded by the EPEAEK (EU 

Community Support Framework funding) and the Greek government, and were 

conducted by Greek public universities. The participation has not been 

compulsory but the decision to do so rested with head-teachers and individual 

teachers rather than being rolled out across all schools. Here, I describe the 

aims, actions and the impact of the projects that only targeted the GAL 

population in regular junior secondary schools (see Table 2.6). The outcomes of 

the other projects are beyond the scope of this investigation.  
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Project School years Organisation 

Δθπαίδεπζε Παιηλλνζηνύλησλ θαη 

αιινδαπώλ καζεηώλ [Education of 

repatriated and foreigner pupils] 

(http://www.keda.gr/programs.php) 

1997-2000 National and 

Kapodistrian 

University of Athens 

Δθπαίδεπζε Παιηλλνζηνύλησλ θαη 

αιινδαπώλ καζεηώλ [Education of 

repatriated and foreigner pupils] 

(http://www.keda.gr/programs.php) 

2002-2004 National and 

Kapodistrian 

University of Athens 

Έληαμε παηδηώλ παιηλλνζηνύλησλ θαη 

αιινδαπώλ ζην ζρνιείν γηα ηε 

Γεπηεξνβάζκηα εθπαίδεπζε 

(Γπκλάζην) [Integration of 

Repatriated and Foreign Students in 

Secondary Education (Gymnasium)] 

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

2006-2008 Aristotle University 

of Thessaloniki 

Δθπαίδεπζε αιινδαπώλ θαη 

παιηλλνζηνύλησλ καζεηώλ 

[Educating foreigner and repatriated 

pupils] 

(http://www.diapolis.auth.gr/index.ph

p) 

2010-2014 Aristotle University 

of Thessaloniki 

Table 2.6: European-funded projects in lower secondary schools 

 

The project ‗Education of repatriated and foreigner pupils‘ aimed at 

investigating the situation in Greek public primary and secondary schools where 

GAL pupils with low Greek language-level had been placed. This would help 

with the identification and implementation of interventional practices that 

would improve the learning of all pupils and facilitate GAL pupils‘ integration 

to the Greek school. The following activities were completed: 

 

 Foundation of 120 classes that supported GAL development outside the 

mainstream classroom;  

http://www.keda.gr/programs.php
http://www.keda.gr/programs.php
http://eppas.web.auth.gr/
http://www.diapolis.auth.gr/index.php
http://www.diapolis.auth.gr/index.php
http://www.diapolis.auth.gr/index.php
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 Production of teaching materials and Greek language assessment tests 

for integration classes;  

 Provision of psychological support to GAL pupils and their families; 

 Involvement of GAL pupils‘ parents at school; 

 Organisation of in-service training for mainstream teachers and head 

teachers in topics related to xenophobia, intercultural education, 

language teaching approaches, learning difficulties and psychosocial 

issues; 

 Establishment of a network for issues related to intercultural education. 

  

3,275 foreign and repatriated pupils studying in primary and secondary schools 

attended the support classes while 8,000 GAL pupils seem to have benefited 

from their participation in other actions or through their teachers‘ training. 

Despite the extensiveness of the project, the scientific coordinator declared that 

the lack of support from the official state and the lack of willingness of Greek 

society and parents to accept actions targeting GAL pupils obstructed its 

implementation in a number of schools (www.keda.gr/programs.php).  

 

The same project was extended for 33 months with another scientific 

coordinator and had the same aims. However, it also included actions for GMT 

pupils because Greek parents did not allow their children to be in a school that 

had a project only for GAL pupils. The same actions were undertaken in 

addition to the production of new teaching materials for mainstream 

classrooms, the support of GAL pupils within the mainstream classroom and the 

establishment of centres that would support teachers. In this phase, 18,000 

foreign and repatriated pupils attended the support classes in 600 regular 

schools across the whole country while it is believed that 48,565 GAL pupils 

benefited from the other actions. 750 hours of teacher training in total were 

provided, and 19 textbooks were produced for secondary school pupils that 

could be used in both support and mainstream classes (see 

www.keda.gr/epam/high_material_presentation.html).  

 

http://www.keda.gr/programs.php
http://www.keda.gr/epam/high_material_presentation.html
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According to the scientific coordinator, GAL pupils and their parents expressed 

their satisfaction regarding project‘s actions and the support given to them. 

However, Spinthourakis & Katsillis‘ (2003) report on the teacher preparedness 

for intercultural education shows that few primary school teachers had the 

opportunity to attend the teacher training sessions or to become informed about 

its actions. This was also confirmed by an independent company (REMAKO, 

2005), which seems to offer the only official evaluation published for both 

phases of the project. According to this company, the project was not 

widespread and systematic, and did not influence educational policies on the 

grounds that the project‘s actions have not been implemented in all school 

settings. It also did not offer any mother-tongue courses and did not encourage 

the use of pupils‘ mother tongue in any educational intervention.  

  

The project ‗Integration of Repatriated and Foreign Students in Secondary 

Education (Gymnasium)‘ aimed to reduce the dropout level of foreign and 

repatriated pupils through a number of interventions so that all could have equal 

educational opportunities. Its purposes were to help GAL pupils to learn the 

Greek language, to offer support to teachers and GAL pupils within the 

mainstream classroom, and to get mainstream teachers to develop their 

knowledge and skills so as to be able to educate these pupils effectively. The 

activities involved were as follows:  

 

 Analysis of GAL pupils‘ linguistic needs and development of a tool for 

linguistic need analysis;  

 Establishment of support classes for GAL development outside the 

mainstream classroom; 

 Founding of summer courses for pre-upper secondary school education 

offering language lessons and guidance counselling; 

 Implementation of innovative teaching approaches (e.g. co-teaching) 

and of intercultural teaching approaches in the mainstream classroom; 

 Provision of counselling and psychosocial support for GAL pupils 

(teacher training on counselling, identifying the pupils‘ psychosocial 

problems and pedagogical interventions in classrooms); 
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 Design and implementation of actions for intercultural communication 

between parents, schools and pupils in 57 schools; 

 93 training programmes for teachers and administration executives in 

topics related to intercultural education, social relationships in classes, 

managing mainstream schools as well as GAL teaching in mainstream 

and support classrooms; 

 Evaluation of the teaching materials produced by other projects; 

 10 one-day conferences related to intercultural and GAL education 

(eppas.web.auth.gr/news/imeridesok.html).  

 

In 2006, 70 junior secondary schools participated in the project while in 2007-

2008 the number of schools reached 260. In 2006-2007, 2,600 pupils attended 

language support classes outside the mainstream classroom whereas in 2007-

2008, the number rose significantly to 3,751. Ten in-service teachers engaged in 

co-teaching and in implementing innovative teaching approaches while eight 

others after intensive training supported GAL pupils with psychosocial 

problems. Furthermore, 1,900 mainstream teachers across a range of curriculum 

subjects as well as head teachers and education executives participated in the 

training programmes. Two teaching guides (Mavroskoufis, 2008; Xochellis, 

2008) were published referring to intercultural education and to teaching 

approaches that could be applied in mainstream classrooms.  

 

Although this project has not been assessed yet (http://www.epasi.eu/$-project-

study.cfm?PID=109), it seems that a number of junior secondary schools and 

teachers were engaged in different actions. This shows that the project might 

have influenced teachers‘ teaching approaches and beliefs towards GAL pupils 

(for impact on one participant teacher in the current research, see Chapter 6). 

However, it has the same limitation as the previous mentioned project and 

focused only on junior secondary schools ignoring the presence of GAL pupils 

in senior secondary schools.  

 

The last project conducted for the education of GAL pupils was the ‗Educating 

foreigner and repatriated pupils‘ which aimed to support primary and secondary 

http://www.epasi.eu/$-project-study.cfm?PID=109
http://www.epasi.eu/$-project-study.cfm?PID=109
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public schools with over ten percent of GAL pupils to reduce dropout levels. 

The project was geared towards helping GAL pupils improve their academic 

performance, giving them the same educational opportunities as GMT pupils 

and integrating them into society. The following activities were realised: 

 

 Assessment and support of ‗integration classes I and II‘ running in 

public mainstream schools; 

 Design and implementation of a pilot curriculum for teaching GAL in 

integration classes taking account of teachers‘ needs and GAL pupils‘ 

language proficiency;  

 Update of the placement test ―Let‘s speak Greek I, II, and III‖; 

 Establishment of new Greek-language support classes outside the 

mainstream classroom in 124 primary and secondary schools throughout 

Greece;  

 Establishment of a summer course for pre-junior and senior school 

education to avoid dropouts in 30 schools; 

 Forty-six 15-hour seminars for newly qualified GAL teachers who 

would teach in the new-established Greek-language support classes; 

 Implementation of activities that promote intercultural communication 

and respect for the other‘s culture and identity inside and outside the 

regular school (e.g. ―Guide for Dramatization Activities and anti-racist 

material‖); 

 271 intra-school teacher training sessions, 179 teacher seminars and 34 

seminars for administration executives in topics related to GAL teaching 

approaches as well as assessment in mainstream classrooms, 

intercultural education, learning difficulties and intercultural 

communication; 

 Design, implementation and assessment of mother-tongue classes 

(Albanian and Russian) in the regular school outside the mainstream 

classroom and the design of online materials; 

 Establishment of programmes of psychological support for GAL pupils 

and their families and realisation of 910 conferences (total duration 



 

46 

 

1,948 hours) on the psychological support for immigrant parents in 53 

schools; 

 Involvement of GAL pupils‘ parents in the regular school and building 

connections between school and family (e.g. translation of educational 

policies into four mother-tongues to give access to parents);  

 Organisation of field visits for promoting cultural awareness and respect 

of diversity, e.g. ten classes from eight schools of all educational levels 

from Attica and central Macedonia participated in educational visits to 

museums. 

 

During the school year 2010-2011 (www.diapolis.auth.gr/index.php/2013-10-

17-09-04-52), 167 primary and secondary schools participated in the project. 

The new-established Greek-language support classes were attended by 

approximately 2,257 GAL pupils while the summer courses by 334 pupils. Co-

teaching and class observations occurred in 14 primary and secondary schools 

in which ‗integration classes‘ operated. In 2011-2013, 38 GAL pupils 

participated in the Russian as a mother tongue class in a primary school. From 

2010 to 2014, 15,921 mainstream teachers and administration executives and 

989 teachers who taught in ‗integration classes‘ took part in training 

programmes. 51 integration class teachers and 132 GAL specialists participated 

in two 4-hour seminars in Athens and Thessaloniki concerning the update of the 

placement tests ―Let‘s speak Greek I, II, and III‖.  

 

Some of the problems faced during the project were also listed 

(www.diapolis.auth.gr/index.php/2013-10-17-09-04-52). GAL pupils had 

difficulty in comprehending the language of questionnaires and GAL pupils‘ 

parents were reluctant to participate in project actions and become involved in 

the school community. A number of GMT parents as well as teachers did not 

accept the implementation of innovative actions in schools and teachers were 

not eager to teach in the Greek language support classes in areas close to the 

border (South Aegean, East Macedonia, and Thrace). Frequently, in-service 

teachers were not able to engage in extra-curricular activities, in intra-school 

teacher trainings or provide feedback because of other obligations. The majority 

http://www.diapolis.auth.gr/index.php/2013-10-17-09-04-52
http://www.diapolis.auth.gr/index.php/2013-10-17-09-04-52
http://www.diapolis.auth.gr/index.php/2013-10-17-09-04-52
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participating in the teacher training programmes were primary school teachers, 

and rarely teachers from the same school showed an interest in these seminars 

(Kesidou, 2012).  

 

Although no external assessment has been published for this project, it is 

noticeable that more actions were implemented than in the other projects and 

more teachers and GAL pupils seem to have taken part. This could indicate that 

it had an impact on teachers‘ actual teaching practices (for its impact on the 

participant teachers in the present research, see Chapters 6-9). However, the 

numbers are still low considering the number of GAL pupils in public schools, 

and innovative actions occurred in few mainstream schools. In the internal 

assessment report (www.diapolis.auth.gr/index.php/2013-10-17-09-04-52), it is 

clear that the projects‘ actions have not had an impact on the educational system 

and most of the actions took place in Athens or Thessaloniki making it hard for 

teachers and GAL pupils from other areas to participate.  

 

2.2.4. Brief comments 

 

The Greek Ministry of Education and Religious Affairs has established two 

national policies on minority education, which are common for all schools, for 

providing educational support to GAL pupils. These policies seem to comply 

with one part of EU requirements concerning the development of the host 

country‘s language (see Little, 2010b). However, the above discussion shows 

that there is growing evidence that these policies have not been appropriate for 

supporting GAL pupils. These policies mainly promote the development of 

language skills without a systematic connection to curriculum demands, are not 

effectively resourced, do not suggest any differentiated curriculum or teaching 

materials, promote segregation and marginalisation, and the teachers who are 

responsible for such classes have not had the appropriate training.  

 

There is also a lack of implementation of these policies in schools (Palaiologou, 

2012; Palaiologou & Faas, 2012; PPMI, 2013). As mentioned above, few 

integration and support classes have been launched over the last few years 

considering the number of GAL pupils. This could be due to the unwillingness 

http://www.diapolis.auth.gr/index.php/2013-10-17-09-04-52
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of teacher associations to organise such classes in their school or the difficulty 

of schools applying in practice general policies that do not comply with the 

local socio-economic needs of schools (Palaiologou, 2012). The financial crisis 

has also had an impact on the support provided to these pupils as the ministry 

has reduced the number of teachers and of integration and support classes 

(Palaiologou, 2012; PPMI, 2013).  

 

Although there has been an attempt to support GAL pupils‘ academic and 

language development through European-funded projects, it is clear that these 

projects were mainly implemented in the two main urban centres (Athens and 

Thessaloniki) and the participation of mainstream secondary teachers and 

schools was low. This indicates that few mainstream teachers could have 

benefitted from the projects‘ actions and that most of the schools and teachers 

did not consider that it was necessary to take part in the projects. It is also 

noticeable that the projects did not have an impact on the official educational 

policies. The curricula and teaching materials produced by the projects were not 

incorporated into the educational system, the Greek-language support and 

mother-tongue classes did not continue running after the end of the projects, the 

teacher training materials were not exploited to prepare teachers for classroom 

reality and no support was provided to mainstream teachers and GAL pupils.  

 

The inappropriateness and ineffectiveness of these policies is also shown by the 

high level of dropout and the low academic and linguistic levels of GAL pupils 

in regular schools. According to PPMI (2013), 40% leave school early, and 

according to the OECD (2010a, 2010b, 2010c, 2012), they have worse reading, 

maths and science performance than GMT pupils in the Programme for 

International Student Assessment (PISA) 2000, 2006 and 2009 reports. 

Agathopoulou (2013) also shows that in ‗integration classes‘, GAL pupils 

usually face difficulties in producing written language and exploiting complex 

language phenomena. These difficulties can affect their academic performance 

in mainstream classrooms. Generally, the OECD (2012) concludes that GMT 

pupils outperformed GAL ones who belong either to the first- or second-

generation, and GAL pupils are far less likely to be top performers than their 

counterparts. These facts provide evidence that the Greek education system has 
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not addressed systematically GAL pupils‘ learning needs and that there is still 

the need to do so. 

 

 

2.3. GAL teaching in the mainstream classroom 

 

Despite the fact that the majority of GAL pupils have been placed by default in 

mainstream classrooms without having the chance to participate in integration, 

support classes or cross-cultural schools, no educational policy has been 

established that could provide teachers with suggestions on how to support 

these pupils in these classrooms (PPMI, 2013). So, GAL pupils integrated in an 

age-appropriate classroom have been expected to follow the current national 

curriculum without having academic and language support. Bearing this in 

mind, the aim of this section is to give an analytic account of the policy 

underlying mainstreaming adopted in Greek classrooms and of how GAL has 

been currently conceptualised in the standard national curriculum that all pupils 

in Greek public schools have to follow. My intention is not to criticise the 

educational policy of mainstreaming in the Greek education system but to 

characterise this policy with the aid of international literature.  

 

In subsection 2.3.1, following the framework proposed by Leung (2007) (see 

figure 2.1) and thus accepting the multidimensional character of additional 

language policies, I first describe the current GAL policy in the mainstream 

classroom and then I refer to alternative policies from other contexts. It is 

crucial to stress that policies and practices that have been adopted in other 

countries cannot be applied uncritically to Greek schools without considering 

school and social settings, as well as pupils‘ needs and characteristics (see 

Appel, 1988; Leung, 2007). In subsection 2.3.2, I analyse the aims, the 

methodology and the teaching materials of the subject Greek to demonstrate the 

extent to which GAL has been integrated into the syllabus of this curriculum 

subject. Finally, in subsection 2.3.3, I discuss the combination of different 

curriculum provision as a possible way for addressing GAL dimension in 

mainstream classrooms.  
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2.3.1. Policy stance underlying Greek mainstream classrooms  

 

In Greek mainstream classes, a policy stance promoting the development of the 

host language has been adopted. Greek is the medium and the target of 

instruction, whereas GAL pupils‘ mother tongue development has been ignored 

(Eurydice, 2010; Koiliari, 2005; Palaiologou, 2012), despite its importance 

having been recognised in the official policy documents (see section 2.2). 

Mother tongue instruction is possible outside the mainstream classroom for up 

to four hours per week with funding provided by the government but it is not 

Figure 2.1: Dimension of EAL policy and practice (Leung, 2007: 263) 
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compulsory and a minimum of seven pupils is required (Eurydice, 2004; Law 

2910, 2001). Chatzidaki and Maligkoudi (2013) state that this measure has not 

been applied in practice and there are only isolated examples of mother tongue 

instruction in a few schools. The ministry justifies the lack of these classes by 

the fact that immigrant parents have shown limited interest (Mitakidou et al., 

2007). Even though the European-funded projects - except for the project 

‗Educating foreigner and repatriated pupils‘ (see subsection 2.2.3) - make a 

reference to mother tongue development, they did not organise any lessons and 

did not seem to consider it an important factor for GAL pupils‘ academic and 

linguistic achievement in the mainstream classroom (see Skourtou et al., 2004). 

No reference has been made concerning this issue either in the national 

curriculum, and so, it can be seen that priority has been given to the 

development of Greek. This shows that monolingualism in Greek is being 

promoted while bilingualism has been considered an undesired outcome (see 

also Skourtou et al., 2004; Spinthourakis & Karakatsanis, 2011).  

 

Many reviews of the academic outcomes of curricula adopting this stance, 

which can be regarded as submersion programmes (see subsection 4.1.1), have 

highlighted their negative results in terms of pupils‘ academic achievement 

(Cummins, 1984, 1996, 2000; Cummins & Swain, 1986). Cummins (1996, 

2000) notices that many pupils participating in such programmes have 

experienced academic failure and have only achieved low levels of literacy in 

both languages. He argues that one of the causes of these outcomes is that more 

emphasis has been placed on developing the additional language than on the 

attainment of mother tongue and literacy-related skills in both languages (see 

subsection 2.2.2). Seen in this light, it could be the case that the low academic 

and language achievement of GAL pupils (see subsection 2.2.4) is due to the 

non-promotion of their mother tongue development. 

 

As a reaction to the negative outcome of this stance, an alternative policy 

perspective has been adopted in a range of countries, where the maintenance 

and development of language and literacy skills in the mother tongue has been 

encouraged in conjunction with these skills in the host language (Cummins, 

1984; Cummins & Swain, 1986; Skutnabb-Kangas & Cummins, 1988). This 
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stance has been seen as one of the most effective ways of educating AL pupils 

(Cummins, 1996, 2000; Cummins & Swain, 1986; Skutnabb-Kangas & 

Cummins, 1988). Pupils usually present high linguistic and academic 

performance participating in programmes where they get to learn and develop 

their mother tongue, in contrast to pupils who are forced to replace their mother 

tongue with the host language (Cummins & Swain, 1986). 

 

Three models of bilingual programmes have mainly related to the education of 

AL pupils in mainstream schooling, i.e. transitional/early exit bilingual 

education, developmental/maintenance bilingual education and two-way 

bilingual education/dual language instruction (for a description, see Cummins, 

1984, 2000; Jong & Field, 2010). The last two models have been considered by 

researchers, such as Thomas and Collier (1997), as effective for empowering 

these pupils to be successful in the mainstream classroom, because of the high 

language and academic proficiency attained by all the pupils participating in 

them. However, not all bilingual programmes have contributed to pupils‘ 

academic and language enrichment. For instance, when the mother tongue is 

used as a means for facilitating communication and subject content grasping, 

like in transitional/early exit bilingual programmes, pupils tend to experience 

language problems when entering mainstream classrooms (Cummins, 1984). 

For this reason, Cummins (1984) stresses that pupils‘ needs, status and 

characteristics, the use of the mother tongue as well as social, political and 

psychological factors which affect their academic and linguistic achievement, 

need to be taken into account when shaping a bilingual programme for a 

particular school context and for particular pupils, if positive outcomes are to be 

achieved. 

 

However, bilingual programmes cannot be developed in all contexts, especially 

in schools where AL pupils have more than one mother tongue (Appel, 1988; 

Jong & Field, 2010), which resonates with the Greek situation. Under such 

circumstances, the policy stance of encouraging host language development 

could be adopted without neglecting the importance of pupils‘ mother tongue 

development. Leung (2007) explains that different desired learning outcomes, 

language education assumptions and mainstream curriculum provision could be 
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put in place following both policy stances in the sense that policies and 

practices are usually interconnected and are not mutually exclusive (see figure 

2.1). For example, in Australia, although monolingualism and host language 

development are encouraged, bi/multilingualism and mother tongue 

development have been deemed worthwhile (Davison, 2001a; Leung, 2007). 

The mother tongue instruction in the mainstream classroom is discussed in 

detail in section 11.3. 

 

Seen in this light, despite the adoption of a policy stance encouraging 

monolingualism in Greece, different curriculum provision and pedagogic 

practices could be adopted, whereby mother tongue could be exploited to 

enhance pupils‘ progress (see Chapter 11). In addition to including mother-

tongue instruction, the regular school needs to address the additional language 

dimension in a systematic way so that equal access, participation and 

opportunities for high performance could be provided for all pupils irrespective 

of their linguistic and cultural background (Mohan et al., 2001; PPMI, 2013). 

Moving on from policy considerations, in the following subsection, I discuss 

how GAL has been conceptualised in the national curriculum. 

 

2.3.2. Conceptualisation of GAL through curriculum subjects in the 

mainstream classroom 

 

The lack of a dedicated curriculum or teaching materials for GAL highlights 

that GAL has not been considered a distinct curriculum subject in the Greek 

educational system (for the distinctiveness of GAL, see subsection 2.3.3). The 

ministry has assumed that GAL pupils would be able to develop GAL, reach the 

academic level of their peers and continue their conceptual development by 

participating in the Greek-medium national curriculum whose goals, content 

and activities are common for all pupils (Skourtou, 2002). Seen in this light, it 

has conceptualised GAL as a teaching and learning issue that can be addressed 

within the age appropriate classrooms and within the teaching of all curriculum 

subjects.  
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This conceptualisation of GAL can be seen when reviewing the aims, content 

and assessment criteria for different subject areas. There is no reference to GAL 

pupils and the focus of curriculum subjects, such as maths and science, is on 

facilitating the learning of subject concepts (Pedagogical Institute, 1997, 

2003b). This implies that the GAL pupils‘ participation in the current 

curriculum subjects is seen as adequate for GAL development. Only the 

syllabus of subject Greek (Γιώζζα) refers to GAL pupils (Pedagogical Institute, 

2003a) and hence, I have chosen to investigate mainstream classrooms where 

this subject is being taught. This is a core subject area of the standard national 

curriculum of Greek secondary schools (see Eurydice, 2010), in much the same 

way as the subject English is for the British National Curriculum, which aims at 

Greek as a mother tongue development (Katsarou, 2009; Pedagogical Institute, 

2003a). In the rest of this subsection, the syllabus is analysed with the aim being 

to conceptualise its underlying principles and educational philosophy as well as 

how GAL dimension has been integrated into this subject area.  

 

The Greek education system is centralised, with the Greek Ministry of 

Education and Religious Affairs being responsible for developing the public 

national curriculum, the syllabus for every subject, as well as teaching 

materials, which are the same for all public schools (Katsarou, 2009; UNESCO-

IBE, 2012). In school settings, teachers are expected to apply this syllabus in 

their classrooms without making important changes to its aims, content and 

materials. In reality, they tend to follow the national curriculum without 

adaptations as they are required to complete a defined syllabus by the end of 

every school year in order for pupils to be ready for their exams. Nevertheless, 

they have flexibility in the choice of teaching approaches, despite the fact that 

the curriculum proposes suitable approaches for each subject.  

 

The syllabus of the subject Greek comprises two parts (see Appendix 4 for the 

syllabus of the subject Greek translated into English). The first part presents the 

Cross-Thematic Curriculum Framework, which introduces an inter-disciplinary 

approach to learning (Eurydice, 2009; UNESCO-IBE, 2012). It includes the 

general goals, key content principles, objectives (knowledge, skills, standpoints 

and values) and indicative cross-thematic concepts, e.g. communication, 
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culture, time, that need to underpin all years. The general goals of this subject 

are to provide pupils with opportunities to: 

 

 Acquire knowledge of the Greek language as a means of communication 

between the members of their community, in order to develop mentally and 

emotionally. 

 Realise the significance of language for their participation in social life, either 

as senders or receivers of information and also as free and democratic citizens 

with a critical and responsible attitude towards public affairs.  

 Be able to recognise the structural and grammatical elements of Modern Greek 

at clause and text level, in order to be able to identify and explain possible 

errors.  

 Appreciate the significance of language as the fundamental vehicle of 

expression and culture of every nation.  

 Appreciate their cultural heritage, a basic component and vehicle of which is 

language, showing also respect for the language and the cultural values of 

other peoples.  

 Realise that interaction among nations has an influence on their languages. 

(Pedagogical Institute 2003a: 47, my translation) 

 

These goals address the knowledge and skills that all the pupils are expected to 

develop, and there is no separate reference to GAL pupils. So it is assumed that 

all the pupils have the same educational and language needs and characteristics 

as well as being at the same stage of language development. The content and 

general objectives outline the reading and listening comprehension skills, 

speaking and writing, grammar points and pragmatics that pupils need to 

acquire (see Appendix 4). This indicates that this subject is geared towards 

helping all pupils gain language knowledge and all the language skills in both 

interactive informal and academic formal language.  

 

The second part describes the specific objectives, the goals, main themes and 

sample teaching activities for each year, as well as the teaching methodology, 

teaching materials and assessment criteria that are same for all years. The 

specific objectives are similar to the general goals discussed in the first part 

with some additions (see Appendix 4). An examination of these objectives 

reveals that the syllabus mainly focuses on the needs of GMT pupils and 

mentions GAL pupils only once. 

 

In terms of pupils who do not have Greek as their first/ mother tongue (foreign and 

repatriated), the familiarisation and learning of Greek can be achieved by using 
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Greek in real situations inside and outside school, however, it is important to respect 

the first/ mother tongue of these pupils.  

(Pedagogical Institute, 2003a: 49, my translation)  

 

This objective is abstract and general, and there is no mention to the differences 

between learning GAL and Greek as a mother tongue. It is expected that GAL 

pupils will develop competence in Greek through the exposure to language in 

real situations. Also, although the importance of respecting the mother tongue is 

recognised, no mention is made regarding its use and development in the 

classroom or even on how teachers should respect the pupils‘ mother tongue 

(for the importance of mother tongue development, see subsection 2.2.2).  

 

The aims, content and sample teaching activities for each year are also outlined 

with 27 units being expected to be taught throughout the three years of junior 

secondary school. Katsarou (2009) mentions that the structure and the content 

of this subsection ―give the impression of a rather goal-centred and closed 

curriculum, since specific goals dictate the specific content to be taught, and 

teaching activities are recommended to ease the task‖ (p. 57). In particular, 

pupils are expected to become knowledgeable about the oral and written use of 

different text types (genres), like narrative and description, and to be able to 

comprehend and produce texts that are syntactically and accurate. For example, 

in Year 2, pupils are expected to: a) understand the arguments of a speaker and 

judge his/her conclusions, b) monitor discussions and evaluate the quality and 

effectiveness of arguments used by speakers, and c) develop spoken or written 

texts using arguments in topics that contain abstractions (Pedagogical Institute, 

2003a: 57, my translation).  

 

Pupils are also expected to develop knowledge about the structure and use of 

language points so that they can attain spoken and written language and grasp 

how to employ them correctly in extended written language. This can be 

illustrated by the following goal for Year 3:  

 

Pupils need to become familiar with time conjunctions (words and expressions) and 

whether the conjunctions indicate that an action occurs previously to, 

simultaneously with, or after the action of the main clause.  

(Pedagogical Institute, 2003a: 59, my translation)  
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The content supporting the goals seems to be derived from the index of a 

grammar book (Katsarou, 2009) in the sense that it outlines the language 

features that pupils need to learn, e.g. Adverbs, Linking words, Subject and 

Paragraph, while the suggested activities mainly promote grammar practice. For 

example, for the above-mentioned goal, the content is ‗time clauses‘ and the 

suggested activities are: pupils need to study narrative texts and recognise the 

time relationships expressed in time clauses along with other adverbial clauses, 

and produce a narrative text using a range of time clauses (Pedagogical 

Institute, 2003a: 59, my translation). No mention has been made about GAL 

pupils implying that the goals, content and sample teaching activities are 

appropriate for all learners irrespective of their linguistic backgrounds and 

needs.  

 

The teaching approaches that have been proposed in this syllabus are 

communicative language teaching, text-based, and interdisciplinary approach 

(Pedagogical Institute, 2003a). It would appear that these are considered 

suitable for all the pupils, given there is no mention of differentiation in the 

syllabus. According to the syllabus, communicative language teaching can 

facilitate the development of pupils‘ interactive informal language use and can 

help them amend their language for different purposes, while an 

interdisciplinary approach can enable them to recognise the links between a 

range of themes (Pedagogical Institute, 2003a). Eurydice (2004) reports that the 

interdisciplinary approach to learning has been included in the syllabus so that 

teachers could incorporate an intercultural perspective into their lessons.  

 

According to the syllabus, a text-based approach can help pupils develop their 

reading comprehension skills, become aware of the characteristics of text types 

and recognise the functions of language features (Pedagogical Institute, 2003a). 

This explains why the textbooks, which are in accordance with the syllabus 

(ibid), include a variety of texts from social and academic life used as carrier 

content
12

. By way of illustration, in Unit 8 of Year 1, entitled ‗Sports and 

                                                 
12

 Dudley-Evans & Jo St John (1998) distinguish the notion of ‗carrier content‘ from ‗real 

content‘. The former refers to the content that teachers tend to use to show how language is used 

in a particular context, as their aim is to teach language points or skills and not to help learners 
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Olympics: Watch and Participate‘ [Αζιεηηζκόο θαη Οιπκπηαθνί Αγώλεο: 

Παξαθνινπζώ θαη ζπκκεηέρσ], texts related to the Olympics and sports are 

included. From these texts, pupils are expected to grasp the characteristics of 

the narrative genre, to produce narrative texts and to gain knowledge of how to 

use simple sentences and sentence connectors correctly, but not to learn the text 

content itself (Aggelakos et al., 2005).  

 

The only reference to the teaching of GAL pupils is the following:  

 

Individual teaching, repetitive exercises or other activities to resolve problems in 

writing and reading comprehension are necessary. In this way, in junior secondary 

school individual pupils who have problems in using basic skills can be helped. In 

this category, foreign and repatriated pupils who have not developed adequate 

Greek language and writing must be included. During such courses, language 

activities must be based on pupils‘ levels - and the specific problems that they face - 

and on whether they are related to writing problems or problems in using language 

in communicative contexts.  
(Pedagogical Institute, 2003a: 62, my translation) 

 

In this passage, it is apparent that GAL pupils have been included in the 

category of pupils who have language and especially writing problems, and so 

their inadequate development of Greek is recognised. Nevertheless, no 

pedagogical strategies for GAL teaching have been proposed in this syllabus. It 

appears to be assumed that GLTs should adopt the same pedagogical 

approaches to teach the subject Greek to all pupils but are responsible for 

adapting their teaching activities taking into account GAL pupils‘ level and 

language problems. This would make classroom activities accessible to GAL 

pupils and facilitate GAL pupils‘ apprehension of the subject Greek content.  

 

The same assumption of no differentiation between GAL pupils and their 

counterparts is apparent when it comes to assessment in the focal subject. The 

assessment can occur through tests, exams, writing activities, homework or 

participation in classroom talk and is ongoing (Pedagogical Institute, 2003a). It 

aims to provide feedback on pupils and teacher‘s performance in terms of 

                                                                                                                                     
understand the content. On the other hand, the latter refers to the content that learners have to 

understand and consolidate. So, in the focal classrooms, the ‗real content‘ is language points or 

skills while the ‗carrier content‘ is the texts that the focal teachers used to teach these points or 

skills. 



 

59 

 

identifying the strengths and weaknesses of the learning and teaching. The 

assessment criteria focus on pupils‘ ability to produce academic written and 

spoken texts that are accurate, coherent and appropriate for different 

communicative purposes (see Appendix 4). Their ability to comprehend both 

written and spoken texts as well as to respond appropriately is also assessed. An 

example of these criteria is: pupils‘ ability to comprehend different types of 

spoken language use from a wide range of senders (to be able to answer 

comprehension questions, to produce language that is based on the speech 

hearing, and so on) (Pedagogical Institute, 2003a: 63). No mention is made of 

GAL pupils, and so it can be inferred that they are assessed by a method 

primarily designed to assess the Greek (as a mother tongue) performance of 

GMT pupils.  

 

To summarise, given the characteristics of the syllabus of subject Greek, it 

would appear that GAL teaching and learning can be achieved through the 

engagement with the subject Greek. The syllabus aims, content and assessment 

criteria have remained unchanged despite the presence of GAL pupils in 

mainstream classrooms, and no detailed aims and teaching specifications for 

GAL development have been provided. It is implicitly assumed that the 

language learning process is the same for all pupils irrespective of their 

language needs, level and backgrounds, and so GAL learners are treated as if 

they are GMT learners. It is also clear that GLTs are encouraged to adopt 

teaching strategies to support GAL pupils in learning the subject Greek (as a 

mother tongue) and not in GAL learning. So, it seems that GAL development 

has been considered as taking place through exposure to and participation in the 

classroom activities without explicit GAL teaching. In general, the distinctive 

nature of GAL teaching in the mainstream classroom seems not to have been 

recognised, and GAL learning tends not to be promoted alongside subject 

content learning.  

 

2.3.3. Reconsideration of the conceptualisation of GAL  

 

The adoption of the above mentioned GAL conceptualisation can be explained 

by the intention of the Greek education policy to avoid the marginalisation and 
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assimilation of GAL pupils. Kesidou (2008) and Damanakis (2000) explain that 

the ministry aimed to deliver equal educational and social opportunities by 

integrating GAL pupils into age appropriate classrooms and expecting them to 

follow the same curriculum as GMT ones. However, Leung (2005b) contends 

that ―mainstreaming of ESL [English as a second language] students is a 

necessary step toward genuine educational integration, but in itself it is not 

sufficient to promote effective language and curriculum learning‖ (p. 95). In 

this subsection, I discuss the need for the current national curriculum to be 

reformed due not only to the low academic and linguistic performance of GAL 

pupils and the high levels of dropouts (see section 2.2) but also to its 

characteristics discussed in the previous subsection.  

 

The absence of differentiation of the curriculum for GAL and GMT pupils can 

lead to unequal educational opportunities for the former and to their 

assimilation (see Davison, 2001b; Leung, 2001a, 2005b). Leung and Franson 

(2001c) point out that AL pupils tend to have dissimilar linguistic and academic 

needs, learning styles, educational backgrounds as well as proficiency levels 

when compared to MT pupils and to other AL pupils. This shows that they 

usually have different language and academic demands and so the same 

curriculum for all of them will probably not address their needs adequately (see 

Leung, 2005b).  

 

No official educational policy or framework regarding GAL assessment has 

been provided (PPMI, 2013; Tzevelekou et al., 2013). There have been scant 

attempts to develop such a framework adapting the CEFR level descriptors (e.g. 

Tzevelekou et al., 2013). However, the CEFR have not been designed for 

additional language assessment (Little, 2010a) and in any case the developed 

frameworks have not been integrated into the national curriculum. So, it can be 

assumed that the assessment criteria of the subject Greek discussed in the 

previous subsection can define both GMT and GAL pupils‘ language 

proficiency. However, the adoption of the same assessment criteria is 

problematic on the grounds that this practice blurs the distinction between MT 

and AL development and assumes that MT development is the norm (Leung & 

Franson, 2001a; Monaghan, 2010). So, it is crucial that any assessment should 
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be tailored to AL pupils‘ personal progress as well as their needs and 

weaknesses. This will contribute to giving pupils the personalised assistance so 

that they can improve their academic and language performance.  

 

In addition, even though there is a reference to the need to respect GAL pupils‘ 

culture and language, the curriculum content and teaching materials tend not to 

promote this assertion (Polivaka, 2010; Vorvi & Daniilidou, 2010). As 

Cummins (1984) states when teachers are not aware of classroom strategies that 

respect the diverse linguistic and cultural background of LM pupils, they tend to 

promote the majority population‘s language and culture at the expense of their 

mother tongue and culture. These actions affect their school achievement and 

personal development negatively. This highlights the need to incorporate this 

dimension into the curriculum and teacher education (for further discussion, see 

subsection 3.2.1 and section 4.0). 

 

There is the assumption underpinning the syllabus that GAL pupils‘ academic 

and linguistic needs could be addressed effectively when classroom activities 

become accessible to GAL pupils. However, the understanding of the 

curriculum content and the participation in classroom activities have been seen 

as only one part of additional language teaching (Davison, 2001c; Gibbons, 

1991; Harper et al., 2010). As discussed in section 4.1, there is a need for 

explicit additional language teaching so that AL pupils can develop language 

alongside curriculum content.  

 

Aligning to these perspectives, without addressing GAL teaching as a specific 

language teaching and learning issue, GAL pupils would have difficulties in 

attaining language skills needed for dealing with academic and language 

curriculum demands, and their needs would be ignored. So the mainstream 

classroom can be considered a potential environment for teaching an additional 

language if accompanied by a policy that integrates the host language as an 

additional one within the curriculum in systematic and principled ways 

(Gibbons, 2009; Leung, 2001a, 2005b; Leung & Franson, 2001c).  
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A differentiated curriculum with specific aims, content and assessment criteria 

as well as a pedagogy will be helpful for AL pupils‘ academic and linguistic 

development (Leung, 2005b; PPMI, 2013). This curriculum would aim at 

additional language development in conjunction with subject content 

development, and would also consider and respect AL pupils‘ different 

educational backgrounds, age and stages of language development. In this way, 

AL pupils would have the opportunity to enhance their subject content 

knowledge and skills as well as the host language throughout the schooling 

process (for such curricula, see section 11.3). However, this does not mean that 

there is a fixed curriculum framework for GAL. Leung (2005b) contends that 

pupils‘ needs, policy and classroom settings should be taken into account when 

deciding how an additional language should be addressed in the mainstream 

curriculum. Seen in this light, sometimes a combination of different types of 

curriculum provision (see Chapter 4) may contribute to raising GAL pupils‘ 

academic and linguistic attainment (for examples, see section 11.3).  

 

 

2.4. The role and education of Greek language teachers  

 

Despite the fact that the knowledge and expertise of GLTs cannot be the same 

as specialist GAL teachers (see Harper et al., 2010), as there are no specialist 

GAL teachers present in mainstream classrooms, GLTs are expected to teach 

Greek (as a mother tongue) to all the pupils, including GAL ones in such 

classrooms. This is evident from analysing the university curriculum content. 

Only the Greek Language University Schools that prepare GLTs at 

undergraduate level to acquire a qualified teacher status have included any 

courses on additional language teaching and as will become apparent below, 

these are small in number. Other subject areas, such as maths, physics etc. offer 

no instruction on how to teach Greek through the curriculum content 

(Karagianni, 2010; Liakopoulou, 2006).  

 

Almost all the courses of the seven Schools of Greek Language and Literature 

have been aimed at getting GLTs to develop theoretical knowledge of Ancient, 

Medieval and Modern Greek language and literature, history and Latin. 
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Xochellis (1991) points out that these schools invariably provide theoretical 

rather than pedagogical content knowledge (see subsection 3.2.2) as they 

consider that GLT trainees need to become experts on subject matter 

knowledge. However, from 1996 onwards, at undergraduate level, four of the 

seven schools delivered a small number of courses in applied linguistics and 

second language acquisition (SLA), with the aim being to transmit theoretical 

knowledge about these areas. Nevertheless, no course has been delivered for 

how GAL can be addressed in real classroom settings or for the development of 

pedagogic content knowledge. Moreover, these courses have been optional and 

provided only by the linguistic departments
13

, consequently just being attended 

by linguistic students interested in GAL teaching. In fact, in the academic year 

2009-2010, each of the four schools had only one course related to GAL 

through the department of linguistics. In recent years, from my analysis of 

university curricula, these courses have not increased in number and their 

delivery has not been consistent, thus suggesting that only teacher educators 

with a particular interest in this subject have introduced these courses into the 

university curricula.  

 

Over the same period, at the postgraduate level in the linguistics departments, 

only two of the seven aforementioned schools provided courses related to 

applied linguistics and SLA, which did not focus on GAL teaching exclusively. 

For example, in 2009-2010, the School of the National and Kapodistrian 

University of Athens offered 14 courses relevant to GAL teaching only because 

the linguistic department offered a master programme related to the teaching of 

Greek as a foreign language. On the other hand, the equivalent School of the 

Aristotle University of Thessaloniki provided only two courses, both of which 

were optional (Karagianni, 2010). However, not many GLT trainees have 

attended such programmes as they do not form part of the compulsory 

curriculum for qualified teacher status, and, as mentioned above, GAL teaching 

has not been considered a curriculum subject (ibid). So, very few GLT trainees 

have availed themselves of the opportunity to attend these courses at 

                                                 
13

 The Greek Language Schools are divided into three departments: Classic, Modern Greek and 

Linguistics. Students are required to choose the department of their interest after one or two years 

of a common curriculum.  
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undergraduate or postgraduate level and the Schools of Greek Language and 

Literature by their scant provision have demonstrated that they do not consider 

this subject essential for preparing GLTs for school reality. 

 

The in-service seminars designed to help GLTs teach GAL in secondary 

schools were mainly part of the EU projects ‗Integration of Repatriated and 

Foreign Students in Secondary Education (Gymnasium)]‘ and ‗Education of 

foreigner and repatriated pupils‘ (see subsection 2.2.3). The aim of the seminars 

was to inform GLTs about GAL teaching strategies that can be used in either 

integration or mainstream classrooms (Karagianni, 2010). However, they 

provided no theoretical knowledge about GAL, and did not give those attending 

the opportunity to reflect on their practice. The seminars organised by the 

second project covered general pedagogic principles and practices that can be 

used by both primary and secondary school teachers in integration or 

mainstream classrooms. Attendance at these seminars was voluntary as they 

were not organised by the Ministry of Education and Religious Affairs, and so 

few GLTs participated in them, for the most part those interested in GAL 

teaching (Karagianni, 2010, see also subsection 2.2.3). Seen in this light, both 

initial and in-service teacher education have not considered GAL as a salient 

subject for equipping GLTs to meet the demands of the educational reality 

despite the necessity of preparing them for the multilingual and multicultural 

classroom. 

  

The Greek Ministry of Education and Religious Affairs seems not to believe 

that it is necessary for GLTs to have knowledge and skills for GAL teaching. It 

has not specified the knowledge and skills that GLTs should have to be 

employed in public schools, and so for ascertaining them, the syllabus and 

themes of teacher national examinations through which teachers are recruited to 

public schools need to be investigated. These examinations are conducted by 

the Supreme Council for Civil Personnel Selection (ASEP) that first recruits 

teachers and then places them in schools after considering staffing needs. 

Through analysing the questions of the last national examination for GLTs in 

2009, it is apparent that the highest emphasis was given to subject matter 

knowledge and not to general pedagogical knowledge or pedagogical content 
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knowledge (see Shulman, 1987). In addition, GAL teaching has not been 

considered an essential knowledge or skill for GLTs to acquire, given that no 

mention was made of it in the examination themes and syllabus.  

 

To sum up, it can be seen that GLTs have neither the appropriate teacher 

preparation nor the support of the Greek educational system in order to be able 

to address GAL in mainstream classrooms. Nevertheless, Fenstermacher 

(1994), Johnson (1996a) and Richards (2008) point out that although in-service 

teachers often lack training in a particular area, they still regularly bring their 

practical knowledge (see section 3.1.1) and beliefs to bear when having to 

address something they have not been specifically instructed about. Given this 

situation as well as the lack of prior research, I consider it would prove 

beneficial to investigate how GLTs teach GAL and what their underlying 

knowledge and beliefs are that influence their decisions and practices.  
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Chapter 3  

Teacher Professional Knowledge Base and Expertise 

 

3.0. Introduction 

 

In recent years, there has been an increasing body of literature that 

conceptualises language teachers as professional (e.g. Leung, 2009; Richards, 

2008; TESOL, 2010). Leung (2009) argues that teacher professionalism has two 

parts. One is ―sponsored professionalism‖ and is defined by ministries of 

education, regulatory bodies, teacher education and development and so on. 

This aspect pertains to specifying the professional knowledge base that teachers 

need to develop as well as the standards for language teaching that teachers 

need to meet to be allowed to teach in actual classrooms. The other part of 

professionalism is ―independent professionalism‖, whereby teachers take the 

responsibility for being informed professionals who have the knowledge and 

expertise to interpret and reflect on their teaching practices, beliefs, educational 

contexts as well as on sponsored professionalism. Both parts of teacher 

professionalism are important for teachers to be able to plan and conduct 

lessons that are appropriate for a specific learner population and for a specific 

educational context, as well as to promote learners‘ language and subject-

content development (Leung, 2009). 

 

The current research, which focuses on the teaching practices of GLTs working 

in Greek mainstream classrooms where pupils with diverse cultural and 

linguistic backgrounds have been placed, aims to provide recommendations in 

Chapter 11 for the preparation of GLTs for GAL teaching. Hence, in the 

literature review that follows, I sketch out the types of knowledge and expertise 

that can constitute the professional knowledge base that language teachers who 

are required to teach an additional language in mainstream classroom settings 

should develop. Section 3.1 discusses the complex relationship between theory 

and practice with the aim of highlighting the importance of combining a range 

of types of knowledge and expertise to language teaching. In section 3.2, 

drawing on relevant literature (e.g. Burns & Richards, 2009; Leung, 2012; 
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Richards, 2008), I present an account of what is generally agreed to be the areas 

of teacher professional knowledge that language teachers should develop during 

their pre-service and in-service education.  

 

 

3.1. Language teacher professional repertoire - theory and practice 

 

Over the last two decades, both theory and practice have been seen as salient 

aspects of the professional knowledge base of language teaching. On the one 

hand, theoretical knowledge about language, language learning and language 

teaching can inform and contribute to the improvement of teachers‘ teaching 

decisions and practices (Bartels, 2005; Tarone & Allwright, 2005). On the other 

hand, practical knowledge arising from experience can equip teachers with the 

skills to cope with the complexity of teaching (Elbaz, 1983; Freeman & 

Johnson, 1998). This debate is covered in subsection 3.1.1. Researchers and 

practitioners in language teaching (e.g. Borg, 2006; Breen et al., 2001; Woods, 

1996) have also remarked that theoretical knowledge, teachers‘ learning and 

teaching experiences as well as their beliefs tend to have an impact on their 

decision making and practice, a view presented in subsection 3.1.2. Seen in this 

light, teacher professional knowledge base should draw on the theoretical 

knowledge and knowledge derived from teaching practice as well as being 

influenced by teachers‘ beliefs.  

 

3.1.1. The relationship between theoretical and practical knowledge 

 

Wallace (1991) describes three approaches - the craft, the applied science and 

the reflective model - to teacher education and development that foster different 

kinds of teacher knowledge. The craft model assumes that language teachers 

can teach effectively in any context and in all situations, by acquiring a set of 

teaching skills and practices that emerge from the teaching practice of more 

experienced and expert teachers. Language teaching is conceptualised as a 

process in which teachers, as mechanical operators, can apply existing language 

teaching skills and practices in practice (Crandall, 2000; Freeman, 2002; 

Freeman & Johnson, 1998). This model mainly emphasises the development of 
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practical knowledge or knowledge-how. This kind of knowledge grows out of 

teachers‘ teaching experience and practice, which give them the capacity to 

combine different types of knowledge so as to interpret a situation, make 

decisions and cope with practical problems in particular classroom settings 

(Calderhead, 1996; Elbaz, 1981, 1983; Fenstermacher, 1994). A problem with 

teacher education and development following this model is that teachers may 

develop specific teaching practices and strategies that may not be informed by 

theory and that may not be adapted in certain contexts (Crandall, 2000; 

Freeman, 2002; Freeman & Johnson, 1998). Another problem is that it seems 

not to promote change or the introduction of new ideas. New teachers are 

expected to follow the teaching practices that more experienced teachers tend to 

adopt in their classrooms (ibid).  

 

The applied science model is underpinned by the assumption that supplying 

teachers with theoretical/disciplinary knowledge about language, language 

learning and language teaching that usually arises from university-related 

research will lead to effective teaching practices. In this model, language 

teaching is viewed as process in which teachers can make use of the 

disciplinary knowledge to which they are exposed during their teacher 

education and development of their practice (Borg, 2006; Fenstermacher, 1994). 

On the one hand, this model may be considered flexible in that it provides 

teachers with the opportunity to adapt disciplinary knowledge to different 

contexts. For example, Communicative Language Teaching recommends 

general principles that teachers may have the opportunity to adapt in classroom 

settings.  

 

On the other hand, the applied science model may not give teachers the 

flexibility in adapting such knowledge so as to take into account classroom 

settings when promoting tightly defined approaches. There are a number of 

teaching approaches and methods, like the audio-lingual method, natural 

approach and total physical response, which describe specific procedures and 

techniques that teachers can follow in the teaching process in any classroom 

context (Celce-Murcia, 2001b). Richards and Rodgers (2001) attempt to 

describe these approaches by first introducing theories about the nature of 
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language and language learning and then specifying the elements of language 

teaching design and practices in language teaching as derived from the theory. 

Their description implies that teaching practices are closely related to theories 

and may aid teachers in applying theory in practice (Kiely, 2000).  

 

In practice, however, a significant number of teachers tend to experience 

difficulties in transferring theoretical knowledge to the environment of the real 

classroom (Fenstermacher, 1994; Johnson, 1996, 2009; Richards, 2008). Schön 

(1983) contends that theoretical knowledge is abstract and decontextualised and 

so professionals often struggle to adapt it for different situations and contexts. 

Johnson (1996a) also states that ―… theory often fails to inform practice 

because the problems that arise in practice are generally neither caused by nor 

the result of teachers‘ lack of knowledge about theory‖ (p. 766). In her opinion, 

―this being the case, one cannot assume that theory does, or can ever, fully and 

completely inform practice‖ (Johnson, 1996a: 766). In fact, teachers tend to 

make adaptations and to combine the principles of the teaching approaches 

discussed in related literature to meet the needs of pupils and to attend to 

classroom situations (Andon, 2009; Andon & Eckerth, 2009; Bartels, 2005). For 

example, Andon (2009) in a study of how four experienced EFL teachers 

applied a task-based approach in their lessons, reports that even though they had 

acquired a theoretical knowledge of this approach, in practice they did not adopt 

a single approach but a mixture of principles from different language teaching 

approaches. 

 

This does not mean that theoretical knowledge should be not integrated into the 

teacher professional knowledge base. The complex relationship between theory 

and practice has led some researchers (e.g. Elbaz, 1981; Freeman, 2002; Schön, 

1983) to favour practical knowledge arising from the activity of teaching itself 

over theoretical knowledge. Fenstermacher (1994) asserts that practical 

knowledge can mainly assist teachers in understanding how to adapt their 

teaching to a particular situation in a way that makes language teaching 

understandable to pupils. This would help them cope with the complexity of 

language teaching. However, theoretical knowledge generated within applied 

linguistics can also contribute to the facilitation of language teaching when it is 
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related to classroom reality (Bartels, 2005; Fenstermacher, 1994). Indeed, it can 

inform teachers‘ decisions and practices, challenge their beliefs emerging from 

their prior experiences and allow them to interpret and improve their teaching 

practice (ibid).  

 

Seen in this light, there is no issue regarding the promotion of theoretical or 

practical knowledge, but rather, the problem lies in the tendency to promote one 

type of teacher knowledge over the other. Teachers cannot address adequately 

the complexity of the teaching process by simply applying in practice the 

theories about language, language learning and teaching or by using practical 

knowledge as a sole source of planning and teaching (Burns & Richards, 2009; 

Ditfurth & Legutke, 2006; Freeman, 1989). A combination of these types of 

knowledge can help teachers find solutions for the complexity of teaching and 

adapt their teaching to a particular teaching situation. Shulman (1987) asserts 

that teachers should develop theoretical knowledge for the content of teaching, 

but also should know how to make this content understandable and learnable to 

pupils so as to enhance their language learning.  

 

Wallace‘s (1991) reflective model also acknowledges the importance of 

knowledge combination and indicates ways in which teachers can draw on 

different kinds to design and deliver their lessons. This model mainly 

emphasises the development of critical reflection and research skills with the 

aim of preparing teachers to become informed independent professionals (for a 

discussion, see subsection 3.2.4). Teachers who adopt a reflective practice 

approach would be in a position to decide on teaching practices taking account 

of contextual factors, to update and to modify their cognition and practices 

where appropriate (Calderhead & Gates, 1993; Fenstermacher, 1994; Leung, 

2012b). 

 

3.1.2. Teacher cognition as a central part of teacher professional repertoire 

 

Another issue with the applied science and the craft models is that they tend to 

ignore how teachers conceptualise the whole process of teaching and how their 

conceptualisations influence their teaching decisions and actions. Teachers are 
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no longer viewed as passive transmitters of knowledge without opinion, but 

rather as active and thinking decision-makers who construct their teaching 

based on their beliefs, thoughts and knowledge (Borg, 2003; Calderhead & 

Gates, 1993). This notion as well as the development of cognitive psychology 

have led to the development of teacher cognition research (Borg, 2006; 

Calderhead, 1996). Such research seeks to grasp the complex ways language 

teachers think about language, teaching, learning, contexts, curricula, materials, 

instructional activities and self as well as the way they conceptualise research-

based theoretical knowledge and their practices. It also aims to investigate how 

these conceptualisations have an impact on teachers‘ teaching decisions and 

practices (Borg, 2006; Freeman & Johnson, 1998; Woods, 1996).  

 

Borg (2003, 2006) has put forward a framework that identifies the key elements 

and processes involved in language teacher cognition (see figure 3.1). Within 

this framework, theoretical knowledge, which teachers can develop from their 

professional development, their attendance at conferences, workshop, seminars 

and their readings, is not the only knowledge that guides and influences 

teachers‘ decisions and practices. Teachers‘ decisions and practices may be 

heavily influenced by their practical knowledge, developed during their 

teaching experience in particular contexts (Fenstermacher, 1994; Meijer et al., 

1999). For example, in his research investigating how nine experienced ESL 

teachers working in three adult education institutes had approached 

instructional decision-making, Smith (1996) concludes that teachers‘ decision-

making tended to be based on their beliefs and practical knowledge, despite the 

fact that they were aware of the theoretical ideas related to language, language 

learning and teaching.  

 

Teachers‘ decisions and practices may be also affected by their beliefs that, in 

turn, have an impact on how they make sense of their experiences, of teaching 

situations and of theoretical knowledge (Breen et al., 2001; Graves, 2009). In 

his case studies of what affected eight teachers‘ teaching plans, decisions and 

practices, Woods (1996) notices that participant teachers interpreted differently 

theoretical knowledge supplied through teacher education as well as their 

teaching practice. This occurred because of their different beliefs in terms of 
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language, learning and teaching. These beliefs are usually tacit, and so teachers 

tend to struggle to identify or evaluate them. They most likely emerge from 

teachers‘ own experiences as learners, as student teachers and as teachers, as 

well as being influenced by the theoretical knowledge that they receive from 

their professional development, from informal discussions with colleagues or 

from the curriculum and teaching materials. For example, language teachers 

tend to enter teacher education programmes having developed some beliefs 

about what language means, how learners acquire a language and how a 

language can be taught, which have been shaped by the way their own teachers 

conducted their lessons (Freeman & Richards, 1996). This phenomenon, named 

the ―apprenticeship of observation‖ by Lortie (1975), has a strong impact on 

how teachers conceptualise theoretical knowledge provided in teacher education 

and how they design and deliver their lessons (Borg, 2006; Johnson, 1994b). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Contextual factors, such as particular teaching situations, actual classroom 

culture, learners‘ actions, educational policy, prescribed curricula and time 

constraints, also play an important role in shaping teachers‘ practices. For 

instance, teachers may change their practices during a lesson, and they may not 

always act in accordance with their cognition, because of different contextual 

Figure 3.1: Elements and process in teacher cognition (Borg, 2006: 283) 
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factors (Breen et al., 2001; Burns, 1996; Richards, 1996). Johnson (1996b) 

describes a case study of a teacher who started a lesson with specific principles 

in mind, but who had to modify her practices during the lesson because of her 

difficulty in covering all the required materials, dealing with students‘ questions 

and keeping to time. Teachers may also design teaching practices that are not 

related to their cognition but are imposed by educational policies or curricula 

(Leung, 2012b).  

 

3.1.3. Brief comments 

 

Teachers tend to combine different types of knowledge from different 

interrelated sources during planning and carrying out their teaching practices. 

Taking into account the above discussion, it seems that the professional 

knowledge base of language teaching should make teachers capable of 

developing theoretical knowledge relevant to classroom practice; researching 

their own contexts, interpreting their beliefs and understanding how these 

impact on their practice; of learning from their experience and adapting existing 

knowledge to different contexts. Teacher education also needs to make it easy 

for teachers to understand how to combine the different types of knowledge to 

teach a language in particular classroom settings. In the following section, 

drawing on a large number of studies that have investigated language teacher 

education in recent years, I portray the professional knowledge base that 

teachers can develop to be able to teach an additional language in particular 

classroom settings.  

 

 

3.2. The professional knowledge base of additional language teachers 

 

The professional knowledge base of language teachers is not something stable, 

but rather, tends to change over time depending on the trends in language 

learning and teaching (Katz & Snow, 2009; Leung, 2012b; Richards, 2008). 

Leung (2012b: 14) notices that ―the current conceptualisation of additional 

language teachers‘ professional knowledge and expertise‖ is influenced by the 

principles of Communicative Language Teaching, which in the recent years has 
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been seen as an effective language teaching approach. Also, in the period during 

which grammar-translation was seen as the most effective language teaching 

approach, teacher education focused on enabling teachers to develop grammar 

knowledge and translation skills (Burns & Richards, 2009). Thus, while 

defining the teacher knowledge base, teacher education should take into account 

language teaching and learning principles.  

 

However, teachers are expected to work in a variety of classroom contexts and 

educational systems and so they are expected to adapt their knowledge and 

expertise to cope with changing contextual demands (EUCIM-TE, 2010; Leung, 

2012b). For instance, mainstream teachers who are expected to teach a subject 

in a mainstream classroom with both MT and AL learners will need to have 

some knowledge of how to support both language and content development of 

the latter type of learners. This knowledge may be not necessary for additional 

language teachers who teach in reception classes because only AL learners 

attend and their main aim is to promote the development of additional language. 

EUCIM-TE (2010) also states that the suggested European Core Curriculum for 

Mainstreamed Second Language Teacher Education needs to be adapted to 

national or local contexts. Teachers‘ professional knowledge base, then, should 

be shaped by the context in which teachers are expected to teach an additional 

language, the pupil population and the local education systems. 

 

As discussed above, teacher cognition arising from prior learning experiences 

before entering teacher education tend to have a strong impact on how teachers 

learn to teach (Borg, 2006, 2009; Johnson, 2009; Lortie, 1975). Borg (2006) 

claims that some research has suggested that teachers‘ beliefs are often difficult 

to change, which may hinder their ability to accept new knowledge and enhance 

their expertise. The knowledge base then should enable teachers to identify and 

interpret their beliefs so that they can develop new knowledge and expertise 

(Borg, 2006, 2009; Graves, 2009; Richards, 2008). 

 

Second language researchers (e.g. Carrasquillo & Rodrguez, 2002; Garcia, 

1996; Graves, 2009; Leung, 2012b; Lucas & Villegas, 2011; Lucas et al., 2008), 

organisations (e.g. TESOL, 2010), EU projects (e.g. http://www.eucim-te.eu) 

http://www.eucim-te.eu/
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and governments (e.g. the Australian Curriculum, Assessment and Reporting 

Authority-ACARA, 2014) have attempted to define the types of knowledge and 

expertise that teachers need to master so as to demonstrate their competence in 

teaching an additional language in a variety of settings. Specifically, they have 

advised that the professional knowledge base should include disciplinary 

knowledge, pedagogic content knowledge, knowledge of learners, school and 

society and critical reflection skills. These types of knowledge and expertise 

vary according to context but share certain common characteristics. In this 

section, I discuss current conceptualisations of the areas of knowledge that 

teachers working with AL pupils in national school systems are likely to need. 

 

3.2.1. Disciplinary knowledge 

 

Disciplinary knowledge is an essential component of the teacher professional 

knowledge base of both initial and in-service teacher education. As mentioned 

above, even though teachers tend to have difficulties in translating this type of 

knowledge into teaching practice, when it is connected with the school reality 

and learners‘ needs, it can shape their practices and can facilitate their planning 

of their teaching aims, content and assessment criteria in ways that incorporate 

an additional language dimension (Bartels, 2005). This knowledge is not static 

but is likely to change over time, being influenced by current theories of 

additional language learning (Leung, 2012b).  

 

Disciplinary knowledge emerges from a range of related fields (e.g. applied 

linguistics, sociolinguistics and literacy studies) and comprises different areas 

of professional knowledge (EUCIM-TE, 2010; Graves, 2009; Leung, 2012b). 

One aspect of disciplinary knowledge is knowledge about language, i.e. 

knowledge about structure (phonetics, phonology, morphology, syntax) and 

language functions (Leung, 2012b; Richards, 2008; TESOL, 2010). Lucas and 

Villegas (2011) advocate that all language teachers should develop this 

knowledge, even the native speakers of a language subject (e.g. English), who 

tend to have an implicit knowledge of the language and consequently may have 

difficulty in explaining specific language features to AL learners. EUCIM-TE 

(2010) also argues that teachers need to be aware of how language is used in 
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different subjects. This knowledge would help them identify the language 

demands of classroom activities and content materials, penetrate learners‘ 

language difficulties and teach language features and uses explicitly through 

subject areas (ACARA, 2014; TESOL, 2010). 

 

Another aspect of disciplinary knowledge is that about theories of additional 

language learning and teaching (ACARA, 2014; Leung, 2012b; Lucas & 

Villegas, 2011). This knowledge can refer to factors affecting AL learners‘ 

language progress, the interconnection between additional language and mother 

tongue skills, as well as ways of assessing these learners‘ language proficiency 

(ACARA, 2014; TESOL, 2010). Carrasquillo and Rodrguez (2002) and 

EUCIM-TE (2010) also highlight that teachers need to be aware of teaching 

principles that can promote both subject-content and additional language 

development (see Chapter 4). With this knowledge, teachers would be able to 

understand the process of additional language development, design and deliver 

lessons that would contribute to learners‘ language and subject-content 

development in mainstream classrooms (Carrasquillo & Rodrguez, 2002; 

EUCIM-TE, 2010).  

 

Disciplinary knowledge may also include information about intercultural 

education (EUCIM-TE, 2010; Lucas & Villegas, 2011; TESOL, 2010). 

Cummins (2000) states that when teachers aim to promote the host population‘s 

language and culture, they tend not to exploit the linguistic and cultural 

backgrounds of AL pupils. This usually makes pupils feel that their culture and 

mother tongue are inferior to that of the host population, and so they tend not to 

improve their performance when facing academic difficulties. Sometimes they 

prefer to abandon school to protect their own identity (Cummins, 2000). So, 

Cummins (2000) argues that it is crucial for teachers to draw on pupils‘ 

linguistic and cultural resources, accept and respect their diverse background 

(see subsection 2.2.1). This acceptance assists learners in feeling that they are 

equal members of the host culture, being comfortable with their own identity 

and culture as well as becoming motivated to achieve high academic 

performance. So, being aware of intercultural education can lead to teachers 

accepting and valuing linguistic and cultural diversity, creating a supporting 
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environment, preventing miscommunications that tend to interfere with pupil 

learning, integrating learners‘ culture into their lessons and addressing bias and 

stereotypes. Of course, teachers tend to combine these different aspects of 

disciplinary knowledge. They usually choose those that can facilitate the 

planning and delivery of classroom activities that are appropriate for their 

classroom contexts, meet learners‘ background and needs, address curriculum 

demands and facilitate learners‘ subject-content and language development 

(Leung, 2012b). 

 

3.2.2. Pedagogic content knowledge 

 

As discussed in section 3.1, besides acquiring disciplinary knowledge, teachers 

have the responsibility to make new subject content understandable and 

learnable using a range of teaching strategies acknowledging a range of 

contextual factors. Leung (2012b) highlights that no single teaching strategy is 

appropriate for all learners and all contexts, especially in classrooms with 

diverse learner populations. For instance, teachers might choose to teach 

language features explicitly in a classroom where they acknowledge that 

learners struggle to grasp these features through focus on form (see Chapter 4). 

This can be related to Shulman‘s (1987) notion of ―pedagogical content 

knowledge‖, whereby according to him, this knowledge ―represents the 

blending of content and pedagogy into an understanding of how particular 

topics, problems, or issues are organized, represented, and adapted to the 

diverse interests and abilities of learners, and presented for instruction‖ (1987: 

8). From this perspective, teachers need to be in a position to convert 

disciplinary knowledge into teaching practices so as to be able to offer 

specialised support to learners with particular needs at a particular moment in a 

particular context. This support would aid learners in coping with curriculum 

language demands, comprehend new subject content and in becoming proficient 

in the target language.  

 

In her review of the teacher professional knowledge base, Graves (2009) 

stresses the need for teachers, in addition to know teaching strategies and 

activities, to choose teaching strategies and activities that cater for learners‘ 
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needs and background as well as classroom settings. For instance, in cases 

where AL learners are not familiar with language production activities, they are 

likely not to participate in such activities, and so teachers would have to choose 

different tasks for them. According to Leung (2012b), teachers can develop 

pedagogic content knowledge when they are exposed to the theory and practice 

of other professionals. This exposure can inform teachers how other teachers 

usually select teaching strategies and activities suitable for teaching different 

topics to different learners. He also advises that this knowledge can be 

developed when teachers experiment with a range of teaching practices in real 

classroom settings and constantly evaluate the classroom reality. Through such 

experience, teachers would be in a position to understand how to teach new 

subject content and language using strategies and activities that will encourage 

a particular learner population to grasp this content in particular settings and at 

a particular moment in time. However, as pointed out in the next subsection, 

teachers may not be capable of providing such teaching in contexts where they 

need to follow a prescribed curriculum and specific educational policies. 

 

3.2.3. Contextual knowledge 

 

As discussed in the previous subsection, no single approach is effective for all 

classrooms and all learners. Teachers need to be in a position to adapt their 

teaching strategies and activities to plan and carry out lessons suitable for 

particular classroom settings. From this perspective, teachers need to be aware 

of the needs, abilities and background experience of all the learners, especially 

in mainstream classrooms where AL learners are not usually a homogenous 

group (EUCIM-TE, 2010). Cummins (1996, 2000) indicates that the connection 

between new information and learners‘ background knowledge could foster the 

learning of the target language. For example, if learners have prior experience 

and knowledge of how to write formal letters in their mother tongue, it will be 

easier for them to gain an understanding of how to write such letters in the 

target language. Carrasquillo and Rodrguez (2002) also mention that by 

knowing learners‘ prior experience, language level and background knowledge, 

teachers can identify the potential difficulties that AL learners may experience 

while participating in classroom activities. This would enable teachers to adopt 
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strategies and activities appropriate to learners‘ needs so that all can become 

involved in classroom activities.  

 

Teachers‘ teaching decisions and practices are usually influenced not only by 

their cognition, but also by the current curricula, teaching materials and 

educational policies (Borg, 2006). Teachers are sometimes expected to follow 

curriculum guidelines and teaching materials during the planning and delivery 

of their lessons, despite the fact that the underlying principles may not be in 

accord with their own cognition. Seen in this light, teachers should be informed 

about these curriculum documents and educational policies (EUCIM-TE, 2010; 

Lucas & Villegas, 2011). Lucas and Grinberg (2008) state that with this 

knowledge, teachers would be able to detect the expectations and demands of 

curriculum and teaching materials, thus being able to acknowledge the potential 

language difficulties that AL pupils may have while using these materials. 

Leung (2012b) also points out that teachers would become capable of 

ascertaining deficiencies in the curriculum and policies. This would assist them 

in adopting teaching practices that can facilitate learners‘ access to the 

curriculum, design new materials or adapt their lesson aims, subject content 

expectations and materials. This would make it possible for AL learners to 

achieve high language proficiency and academic attainment.  

 

3.2.4. Reflexivity  

 

The relationship between teacher cognition and their teaching practices (see 

section 3.1) has led a large body of literature to argue that teachers should make 

their cognition explicit by expressing, explaining and questioning the 

underlying beliefs and conceptions of their own practice (e.g. Calderhead, 1996; 

Eraut, 1992; Leung, 2009, 2012b). However, Tsui (2003) emphasises that 

teachers tend to find it hard to make their cognition explicit, even though it 

influences their teaching decisions and practices, since it tends to be implicit 

(see also section 3.1). In order to make cognition explicit, an increasing amount 

of literature has favoured the development of skills of critical reflection as well 

as skills of classroom research (e.g. Burns, 1996; Calderhead, 1996; Eraut, 

1992). This can be achieved when teachers are engaged in self-monitoring 
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activities, reflection on critical incidents, classroom research, teacher support 

groups and action research during their teacher education and experience (for an 

extended description, see Richards & Farrell, 2005).  

 

Such an approach would allow teachers to understand how to transform 

knowledge to practice, how to interpret their practice and classroom events, 

how to analyse, interpret, change and improve their teaching practices and how 

to modify their beliefs around accepting new knowledge and ideas (Calderhead, 

1996; Eraut, 1994; Tsui, 2003). Schön (1983) insists that critical reflection in 

and on their practice can assist professionals in interpreting it and their 

underlying beliefs and in acquiring new knowledge. This can contribute to the 

resolving of problems, and as a result, to improving their practice. Eraut (1994) 

contends that through critical reflection and research, teachers will become able 

to understand how they can exploit disciplinary knowledge in the actual 

classroom. Johnson (1996a) also mentions that this way of thinking about their 

work would aid teachers in analysing classroom settings and in carrying out the 

process of discovering what works in particular contexts so as to adjust existing 

knowledge and their teaching to particular teaching situations. 

 

Leung (2009, 2012b) postulates that the development of critical reflection 

would enable teachers to examine educational policies and school practices. As 

mentioned in the previous subsection, teachers are responsible for tailoring their 

lessons to their learners‘ needs and abilities. So, they need to be in a position to 

modify educational policies and school practices that do not meet AL learners‘ 

needs. For example, in Greece, teachers could design new materials and adopt 

teaching practices other than those proposed by the national curriculum to 

support the learning of GAL pupils. Leung (2009) also proposes that these 

thinking skills would allow teachers to examine carefully and critically the 

assumptions of disciplinary knowledge provided at the university level. For 

example, the disciplinary knowledge of language teaching may be context-free 

or may not be related to teachers‘ views, and so teachers may need to update 

and modify this knowledge.  
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3.3. Brief comments 

 

From the above discussion, it is clear that teacher education should prepare 

teachers as independent professionals who besides developing disciplinary 

knowledge would be able to construct their own knowledge base, decide on 

which teaching practices would work best and improve their teaching by 

reflecting upon and analysing their own cognition and practices as well as 

educational settings (see table 3.1). This view will be underlying the 

recommendations that I make in Chapter 11 regarding the professional 

knowledge base that GLTs need to develop to be able to teach GAL in 

mainstream classrooms. These recommendations are built on the findings of my 

research, which endeavours to grasp the cognition underlying the focal 

teachers‘ teaching decisions and practices. 

 

1. Disciplinary knowledge  

a) Knowledge about language  

b) Theories of additional language learning and teaching 

c) Knowledge about intercultural education 

2. Pedagogic content knowledge  

a) Situated teaching practices for AL teaching alongside subject content 

teaching  

3. Contextual knowledge 

a) Analysis of classroom reality 

b) Analysis of learners‘ needs, characteristics and backgrounds 

c) Analysis of the educational policies and the national curriculum 

4. Reflexivity 

a) Making teacher cognition explicit  

b) Evaluation of the educational policies and the national curriculum  

Table 3.1: Professional knowledge base for mainstream teachers  
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Chapter 4 

Principles of Additional Language Teaching for Mainstream 

Classrooms 

 

4.0. Introduction 

 

There is a need for an interdisciplinary approach to the education of AL pupils 

in mainstream classrooms so that educational systems could support their 

academic and linguistic development effectively (May, 2011; PPMI, 2013). The 

EU drawing on international literature has identified four main areas for 

effective support for AL pupils, i.e. linguistic support, academic support, 

parental and community involvement, and intercultural education (OECD, 

2010a; PPMI, 2013). In fact, the EU has argued that it is important for AL 

pupils to develop the language of the host country to be able to participate in the 

national curriculum and so, there is a need for constant linguistic support 

outside and inside the mainstream classroom (Nusche, 2009, see also section 

2.3). At the same time, it has highlighted the need for academic support 

alongside linguistic support so that the academic abilities and difficulties of AL 

learners could be identified and targeted assistance could be given (OECD, 

2010a; PPMI, 2013). It has also contended that parental and community 

involvement as well as the acceptance and incorporation of their culture and 

language in the school life are crucial for motivating AL learners to learn and 

stay at school (Heckmann, 2008, for the benefits of intercultural education, see 

subsection 3.2.1). This multi-dimensional support would result in educational 

systems being designed based on social and educational contexts as well as 

learners‘ needs and characteristics. It would also equip teachers to modify their 

practice so as to be able to address ―the specific needs of any given learning/ 

teaching setting‖ (Dewey & Leung, 2010: 10).  

 

For reasons of scope, in this study, I focus on the linguistic support given in 

mainstream classrooms which is a salient determinant of academic achievement 

whilst not ignoring the need for other kinds of support. The OECD (2012) 

reports that AL pupils who have less exposure to the schooling language tend to 
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present lower reading performance than MT pupils or AL pupils with high 

exposure. As mentioned in Chapter 2, in Greek contexts, the majority of GAL 

pupils have been placed in mainstream classrooms where they have not usually 

received GAL teaching support. The Greek Ministry of Education and 

Religious Affairs assumes that the participation in subject-content classrooms 

without explicit GAL teaching is sufficient for language development and 

subject content mastery. However, additional language teaching needs to be 

included alongside subject content teaching in mainstream classrooms to 

facilitate AL pupils‘ language and cognitive development (Leung & Creese, 

2010; Mohan et al., 2001; Vollmer, 2006). Seen in this light, in this chapter, I 

seek to discuss how language and content integration can be brought into being 

in mainstream classes by drawing on a relevant literature. 

 

For this review, I draw key ideas from two strands dealing with language 

teaching to identify models of language and content integration as well as 

general instructional principles because of their relevance to the context of the 

present study. The first strand pertains to minority language teaching and 

includes studies conducted in ethno-linguistically diverse situations (Cummins, 

1996, 2000; Leung & Creese, 2010; PPMI, 2013). I focus on such studies as I 

am interested in the models and instructional principles that can be used for 

fostering language and content development in mainstream classrooms where 

pupils from diverse cultural and linguistic environment have been placed 

together. The second strand covers foreign/second language teaching and refers 

to the literature conducted in foreign/second language classes, such as English 

or French classes in Greek schools (e.g. Ellis, 2003, 2008; Richards, 2006; 

Richards & Rodgers, 2001; Seedhouse, 1997). My interest is directed to these 

studies as they discuss the principles of language teaching in language classes. 

Despite the contextual difference between these two stands, they share analytic 

and interpretive sensibilities regarding language learning and teaching. 

 

This chapter is divided into six sections. In section 4.1, I describe five models 

of additional language pedagogy that represent different orientations in terms of 

how additional language and content teaching can be integrated into mainstream 

classrooms. From these models, a set of instructional principles and illustrative 
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practices arise which could contribute to the inclusion of additional language 

instruction in subject-focused mainstream classrooms. In sections 4.2 to 4.5, I 

outline these general instructional principles that may inform teachers‘ 

instructional practices rather than specific language teaching approaches. As 

discussed in Chapter 3, teachers tend not to adopt specific teaching approaches, 

but rather, select different teaching principles appropriate to suit particular 

classroom settings. To conclude this chapter, in section 4.6, I introduce the 

analytic framework influenced by the discussed theoretical orientations and 

used for characterising the classroom practices of the focal teachers in Chapters 

6-10. 

 

 

4.1. Models of integrated content and language instruction 

 

A number of definitions for integrated content and language instruction have 

been proposed. These have emanated from a variety of models that clearly vary 

because of the different conceptualisations of content, emphases on language or 

content and uses in different contexts. Among others, Crandall et al. (1987), 

Met (1999) as well as Davison and Williams (2001) attempt to categorise those 

models that can be implemented in foreign language classes, immersion 

programmes, bilingual programmes as well as mainstream classes from 

elementary through to tertiary levels to show their common and diverse 

features. For this study, I follow the descriptive framework of Davison and 

Williams as a basis for showing the range of possibilities in integrated language 

and content instruction. They mainly categorise the models that can be used in 

mainstream classrooms, unlike the other categorisations.  

 

Davison and Williams (2001) conceptualise this kind of instruction as ―a cline 

ranging from contextual language teaching to language-conscious content 

teaching‖ (p. 60) and indicate the distinctions between these models in terms of 

curriculum focus, underlying theories, teaching materials, curriculum function, 

programme type and teacher roles. At the two ends, the models either 

concentrate exclusively on language or content (see subsection 4.1.1), and in the 

middle, there are those attempting to integrate content and language in some 
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way or another (see subsections 4.1.2 to 4.1.4). The decisions about the type of 

integrated language and content instruction tend to be based on ―conceptual, 

linguistic and cultural challenges of the content area curriculum‖ (Harper et al., 

2010: 76) and learners‘ learning needs (Leung & Franson, 2001c). By way of 

illustration, Leung and Franson (2001c) propose that beginners need to develop 

quickly both interactive and academic language skills. So, they may be required 

to attend additional language support programmes promoting language 

development and using subject content only as a basis for such development. Of 

course, Leung (2007) stresses that in real education settings, these models are 

not mutually exclusive in the sense that sometimes they overlap. 

 

4.1.1. The two extremes: Exclusive focus on language and on content  

 

At the one end of the continuum, the curriculum focus is on host language 

teaching without any assistance with subject content development. Under these 

circumstances, the curriculum aim is for learners to master the grammar 

structures and vocabulary of the host language without connecting them with 

the language used in curriculum subject areas (Gibbons, 2009; Leung & 

Franson, 2001c). Leung (2007) reports that this kind of curriculum tends to be 

applied by additional language specialists in withdrawal classes, the target of 

which is to support AL pupils with the attainment of basic language knowledge 

and skills before entering the mainstream classroom.  

 

At the other end of the continuum, the curriculum focus is on content teaching 

with little or no dedicated and explicit assistance with language development. 

According to Davison and Williams (2001), this model tends to be adopted in 

mainstream classrooms without language sensitivity. For example, it underlines 

mainstream classes delivered by subject teachers in which the lesson is geared 

towards pupils gaining subject knowledge with no consideration of AL pupils‘ 

needs or language objectives. Immersion and submersion programmes are also 

representative of this model (Met, 1999). Immersion programmes mainly 

trigger the development of two languages through subject-content teaching but 

without explicit language teaching (for a description, see Cummins, 1984; 

Skutnabb-Kangas & Cummins, 1988). On the other hand, submersion 
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programmes, in which the school curriculum is common for all pupils without 

any differentiation in its content or its pedagogy and AL pupils do not usually 

receive any academic and language support, promote exclusively subject 

content development (Creese, 2005; Cummins, 1984, 2000; Skutnabb-Kangas, 

1988).  

 

These extreme views tend not to be helpful for preparing AL learners to deal 

with the cognitive and language demands of the mainstream classroom 

(Skutnabb-Kangas & Cummins, 1988). Regarding the first model, Cummins 

(1994) posits that learners should not delay content learning while improving 

their language as this may affect their academic performance and thus hold back 

their becoming academically and cognitively on a par with their native-speaking 

peers (see also subsection 4.3.2). For example, in Germany where linguistic 

support is provided but academic support is less important, it has been noticed 

that this practice has had negative effects on AL learners‘ educational 

performance (PPMI, 2013). In Norway, 20% of AL pupils attending language 

support classes never join the mainstream classroom and in Switzerland, AL 

pupils participating in such classes usually have difficulty following the 

mainstream curriculum (Nusche, 2009).  

 

Regarding the second model, Swain (1988) points out that exposure to subject 

content without explicit language teaching does not promote language and 

cognitive development. As mentioned in sections 4.3 and 4.4, an additional 

language can be learned effectively when it is used as a way of communicating 

meaning in a range of contexts rather than as an end itself. PPMI (2013) 

mentions that most of the EU countries tend not to support the language 

development of AL pupils alongside subject content development consistently. 

This usually makes AL pupils‘ transition from one education level to another 

difficult and hence, it negatively affects their academic performance (OECD, 

2010a).  

 

AL learners, however, need to build up higher-order thinking skills, such as 

analysing, synthesising and evaluating, with the appropriate language, whilst at 

the same time mastering subject content to overcome the cognitive and 
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academic requirements of the school curriculum (Creese, 2005; PPMI, 2013; 

Snow et al., 1989). So, other models need to be adopted aiming to foster content 

and language integration. In Davison and Williams‘ (2001) framework, three 

models, i.e. a) contextualising language teaching, b) simultaneous language and 

content teaching, and c) language-conscious content teaching, focus on both 

language and content in different ways and lie between the two poles of the 

continuum. 

 

4.1.2. ‘Contextualised language teaching’  

 

Although there are many disadvantages of language support outside the 

mainstream classroom (see Karsten, 2006), Christensen and Stanat (2007) 

reveal that such support can be effective when the language development is 

promoted through mainstream curriculum themes rather than through everyday 

topics. Davison and Williams (2001) call this model ―contextualised language 

teaching‖ and has been mainly applied in support language classes occurring in 

parallel with the mainstream classroom. In such classes, teachers tend to place 

the emphasis on host language development but using subject content as a 

vehicle for language teaching. In contrast to extreme language-oriented classes 

described in subsection 4.1.1, teachers‘ main aim is to assist AL learners not 

only to develop language points and vocabulary, but also to use these points and 

vocabulary for different academic and communicative purposes (for the 

importance of teaching language functions, see subsection 4.3.2). In these 

classes, teachers tend to conceptualise subject content as an avenue for getting 

pupils to become aware of the relationship between language function and 

structures as well as for meaningful and purposeful language use (Harper et al., 

2010; Met, 1999).  

 

In Sweden, the ―Swedish as a Second language‖ curriculum applied in 

preparatory classes has been aligned with the mainstream curriculum by 

including key subject concepts. This has been seen as an effective linguistic 

support on the grounds that AL learners tend to present good academic 

achievement in PISA reports (Christensen & Stanat, 2007; PPMI, 2013). 

Davison and Williams (2001) also categorise the topic approach adopted in 
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Australian contexts in this model. This approach has the purpose of helping 

pupils to develop language knowledge and the ability to employ it appropriately 

for different purposes. This can be achieved by encouraging them to express 

their opinions and ideas about different subject concepts (for an extended 

description, see Davison, 2001a).  

 

4.1.3. ‘Simultaneous language and content teaching’ 

 

Another model of integrated language and content instruction, which Leung 

(2007) also calls trans-curriculum language approach, has the goal of both 

subject content mastery and language development. Davison and Williams 

(2001) state that it can be adopted in either mainstream classes or additional 

language ones, where teachers aim at supporting both pupils‘ content 

understanding and language development. However, mainstream subject and/or 

additional language teachers may have difficulties in applying it in practice. For 

example, in her ethnographic research in secondary schools in London, Creese 

(2005; 2010) notices that subject teachers may not have suitable knowledge and 

skills for detecting language features in their subject area that need to be taught 

to AL learners or may be reluctant to amend their teaching to cater for these 

learners‘ needs. On the other hand, because of a lack of subject knowledge, as 

Ashworth (2001) points out, additional language teachers may not be able to 

promote learners‘ development of the language skills required by the 

curriculum subjects without the support of subject teachers. Seen in this light, it 

would appear that collaboration between teachers tasked with different roles in 

children‘s learning, as well as related teacher training are crucial for this model 

to be applied in practice. This can be confirmed by the positive outcome of such 

practices regarding AL pupils‘ performance in Sweden (Christensen & Stanat, 

2007).  

 

The Cognitive Academic Language Learning Approach (CALLA) proposed by 

Chamot and O‘Malley (1987) can be included in this model. Through its 

application, the aim is to prepare intermediate or advanced AL pupils who have 

already become competent in interactive informal language use to make a 

transition from additional language classes to mainstream ones. According to 
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proponents of this approach, this transition can occur when pupils obtain the 

academic language skills that are essential for participating in the mainstream 

classroom. This model recommends that teachers design their lessons geared 

towards language development by taking topics from the subject content of the 

mainstream curriculum. This can assist pupils in acknowledging how language 

is employed in different academic contexts, enhancing their language skills and 

gaining understanding of language functions, structures and subject-specific 

vocabulary. It can also give learners opportunities to use language actively for 

academic purposes (Chamot & O'Malley, 1987). Under CALLA, teachers also 

need to support pupils in becoming aware of learning strategies that can 

facilitate their comprehension, learning and the grasping of how to handle new 

concepts. However, besides the development of academic formal skills, the 

development of interactive informal language needs to be promoted in 

mainstream classrooms in order for learners to reach high-level language 

proficiency (for a related discussion, see subsection 4.3.2). 

 

Snow, Met and Genesee (1989; 1992) also propose a conceptual framework for 

integrating language and content objectives, that can be applied in mainstream 

or support language classes, for enabling pupils to learn language and content 

simultaneously. They express the view that teachers need to include ―content-

obligatory language objectives‖ in their lessons to promote AL learners‘ 

development of the subject-specific language needed to master subject content. 

These objectives can be structural (e.g. specific words and structures) or 

functional (e.g. requiring information, evaluating) and need to be linked with 

the concepts expressed in the subject content. By way of illustration, pupils 

need to know the vocabulary used in maths to grasp mathematical concepts and 

produce related language. Teachers also need to include ―content-compatible 

language objectives‖ for learners to acquire language knowledge and skills that 

are not related to subject-specific language, but can have an effect on their 

language performance. These objectives are mainly derived from either 

additional language curricula or pupils‘ language assessments, and content is 

used as a vehicle for meaningful and purposeful language practice. For instance, 

history teachers could teach the past tense in their lessons so that pupils can 

gain knowledge of how it can be used in history texts and hence, can produce 
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texts using this tense. Despite its positive elements, Davison and Williams 

(2001) remark that its proponents have not considered time constraints and the 

difficulty of collaboration between additional language and subject-content 

teachers. Leung (2007) also points out that this model is not subject specific (for 

a discussion, see Davison & Williams, 2001; Leung, 2007). 

 

In the European contexts, another approach inspired by the Canadian immersion 

education has launched called Content and Language Integrated Learning 

(CLIL). European Commission has promoted this approach with the aim of 

encouraging Europeans to communicate effectively in two community 

languages in addition to their mother tongue (Coyle, 2007, 2008; de Graaff et 

al., 2007). In EU mainstream schools following this approach, curriculum 

subjects are taught in an additional language in a context where their mother 

tongue is strong, and the focus of instruction is on both language and content 

mastery (Eurydice, 2006). According to Coyle (2007, 2008), this would make 

learners capable of using additional languages effectively and appropriately 

whilst mastering subject content. There is no single model of CLIL and thus 

CLIL is seen as an umbrella term (Coyle, 2007; Eurydice, 2006). It has been 

applied differently in different EU countries, based on the variety of contexts, 

education stage, learner characteristics, subject content and teacher types (for a 

discussion on these models, see Cenoz et al., 2013; de Graaff et al., 2007; 

Eurydice, 2006; Pérez-Cañado, 2011). Coyle (2007) states that there are mainly 

two types of CLIL programmes, i.e. language-driven and subject-driven, on the 

grounds that a balance between language and content teaching is hard to 

achieve. Although these programmes can be used as an example of integrating 

language and content in mainstream classrooms, in most of EU countries, the 

target languages are foreign languages showing that CLIL has mainly targeted 

MT rather AL pupils (Eurydice, 2006). In the next subsection, I describe 

another model that encourages the integration of language and content, giving 

emphasis to the teaching of academic content.  
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4.1.4. ‘Language-conscious content teaching’ 

 

Although this last model called ―language-conscious content teaching‖ or 

―language-sensitive content instruction‖ (Crandall, 1992) emphasises academic 

subject mastery, it endeavours to facilitate pupils‘ subject content 

comprehension by using an array of teaching strategies. Davison and Williams 

(2001) claim that it has been mainly implemented in mainstream classes 

including an additional language dimension. In such classes, teachers tend to 

focus on subject specific vocabulary, discourses and registers to support pupils‘ 

grasping of subject concepts, whilst at the same time seeking their acquisition 

of the target language (Harper et al., 2010; Leung, 2007).  

 

An example of this model is sheltered instruction, which has been developed for 

both primary and secondary education in USA, and in which teachers have 

attempted to adapt subject content taking account of pupils‘ level and needs 

(Crandall, 1992; Crandall, 2012). Another example is the English national 

curriculum in which subject teachers are advised to use different strategies to 

facilitate AL pupils‘ participation in mainstream classroom activities (Leung, 

2007). Based on the systemic functional linguistics perspective, Mohan (1986, 

2001) also recommends a teaching approach that encourages teachers to 

identify and explain knowledge structures underlying curriculum content. For 

him, this approach can enable pupils to become able to grasp this content, to 

enhance their thinking skills and at the same time to develop their language 

during subject-content classes. However, the subject content understanding has 

been shown not to lead to language accuracy and appropriateness development. 

So there is a need for explicit language teaching (for extensive discussion, see 

section 4.3).  

 

4.1.5. Brief comments 

 

There is a range of models for integrating content and language development in 

mainstream education and the choice of the effective model is mainly based on 

educational and classroom contexts. Sometimes, a combination of these models 

might be more effective rather than the implementation of a single one. For 



 

92 

 

example, as mentioned in section 11.3, in Denmark, different models have been 

applied according to the AL learners‘ language level. Despite the differences 

between these models, a set of instructional principles and representative 

practices relevant to them can be applied in mainstream classrooms for 

contributing to language development in conjunction with content mastery in a 

range of ways. It is important to bear in mind that because of the complexity of 

teaching, no single approach can be suitable for all classroom contexts and for 

all pupils (see Chapter 3). So, teachers need to extend their professional 

knowledge by making themselves aware of a variety of principles and 

illustrative practices. The principles discussed in detail in the rest of the chapter 

are not mutually exclusive in the sense that often they overlap in classroom 

delivery.  

 

 

4.2. Making classroom language and content materials understandable 

 

Several studies on language development have argued that exposure to input 

(spoken and written language), which needs to be meaning-focused and 

comprehensible rather than extensive (Harklau, 1994), can facilitate language 

development (e.g. Cummins, 1996, 2000; Ellis, 2008; Krashen, 1982; Leung, 

1996). This idea was initially expressed by Krashen (1982), who contends that 

learners can acquire an additional language by only comprehending the input 

that they are exposed to, which should contain language features that are a 

slightly beyond learners‘ present level of proficiency. Such exposure will assist 

them to absorb and employ new language features and functions without the 

need for explicit language teaching (Krashen, 1982). This assumption tends to 

underpin Canadian immersion programmes (see subsection 4.1.1). Allen et al. 

(1990), investigating these programmes, found that through the exposure to 

such input without considering language features during classroom interactions, 

learners were able to master content, whilst at the same time improving some 

aspects of their language proficiency, such as comprehension skills. 

 

However, other researchers have provided evidence that the exclusive exposure 

to input may be an obstacle to children mastering aspects of language 
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proficiency comprehensively (e.g. Harklau, 1994; Long, 1991; Mohan, 2001; 

Swain, 2005). VanPatten (1990) maintains that there is a possibility that 

learners comprehend input without focusing on or remembering its 

morphosyntax. Swain (1988, 1995; 1996) also claims that when teacher input is 

limited in complexity and functionality, it can prevent learners from producing 

language accurately and appropriately (see also section 4.4). Nevertheless, even 

though input comprehension cannot lead to language learning as such, 

according to Long (1985) and Pica et al. (1987), it can contribute to 

encouraging learners‘ participation in classroom interactions, which may result 

in language development (see section 4.5). In the subsequent subsections, I 

discuss different pedagogic practices that have been recommended by a range 

of educators (e.g. Chaudron, 1988; Cummins, 1992b, 1996, 2000; Leung, 1996; 

Long, 1985) and that can be used to render input comprehension in mainstream 

classrooms. 

 

4.2.1. Providing contextual support 

 

Contextual support has been seen as an effective practice for engendering 

comprehension of classroom language and content materials in mainstream 

classrooms (Cummins, 1996; Harris & Leung, 2007; Leung, 1996). Cummins 

(1992b, 1996, 2000) presents a framework in an attempt to explain the linguistic 

and cognitive demands of a range of social and education situations as well as 

the variety of contextual support that can be used to assist pupils in expressing 

and receiving meaning (see figure 4.1).  

 

 

 

 

 

 

Figure 4.1: Range of contextual support and degree of cognitive demands 

(Cummins, 1992b, 1996, 2000) 
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Based on this framework, he argues that learners are able to comprehend 

meaning when they are engaged in cognitively undemanding and context-

embedded situations. These situations tend to occur during everyday 

communication when people can negotiate and perceive meaning through 

contextual support, for under such circumstances interactive informal language 

tends to be used and little cognitive involvement is required. On the other hand, 

learners can present difficulties in grasping meaning when they are expected to 

participate in cognitively demanding and context-reduced situations. In these 

situations, learners have to rely only on linguistic cues to comprehend meaning, 

academic formal language tends to be used and active cognitive involvement is 

required. According to Cummins, this happens because of the conceptual 

difference of BICS and CALP
14

 and the existence or absence of contextual 

support to understand meaning. From this perspective, in order that learners can 

cope with their difficulties, he maintains that teachers not only need to engage 

them in cognitively demanding tasks to continue their cognitive development, 

but also to apply instructional strategies that provide them with contextual 

support. This support will facilitate pupils‘ comprehension of academic 

language used in classrooms as well as coping with cognitive curriculum 

requirements (Cummins, 1992b, 1996, 2000). This view has been sustained by 

many researchers (e.g. Palincsar & Schleppegrell, 2014; Wong Fillmore, 2014). 

In a study conducted by Palincsar & Schleppegrell (2014), it was shown that 

AL learners were able to read and comprehend complex science texts as well as 

to write arguments using evidence from the texts when they had the appropriate 

instructional support.  

 

Cummins (1996) refers to two types of instructional strategies that can promote 

or hinder academic language understanding, i.e. ―attributes of the individual‖ 

and ―aspects of input that facilitate or impede comprehension‖ (p. 60). 

Regarding the first type, learners‘ prior knowledge in their mother tongue, their 

experience, their interests and culture can be used during classroom activities 

                                                 
14

 Cummins (1992a, 1996, 2000) proposes that language proficiency can be divided into Basic 

Interpersonal Communicative Skills (BICS), which are acquired over a short period, and 

Cognitive Academic Language Proficiency (CALP) that is acquired later. Cummins (2008) 

clarifies that BICS/CALP is just a conceptual distinction used to emphasise the need for 

providing explicit teaching of academic language skills. 
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for bringing forth their comprehension of new concepts. He also points out that 

using visuals and realia or using clear language, which contains syntactic and 

semantic redundancy can also render comprehension (for a range of contextual 

support strategies, see Cummins, 1992b, 1996, 2000).  

 

In contrast to Cummins, Leung (1996, 2012a) states that in order for contextual 

support to be effective for learners, it is necessary for teachers always to take 

account of pupils‘ background knowledge. If learners do not have background 

knowledge to make sense of contextual support, this type of support will not 

have an effect on learners‘ comprehension, despite the fact that some teachers 

may consider this practice effective for language learning. In addition, Leung 

(2012a; 2014b) maintains that learners may need contextual support to gain an 

understanding of not only academic formal language, as Cummins suggests, but 

also of interactive informal language. Leung (2012a) shows by analysing 

classroom interactions between a teacher and a pupil in a mainstream classroom 

setting that even when the teacher used everyday language to give an 

explanation for a maths concept, the pupil had difficulty in attaining the 

meaning. He concludes that language use in classroom interactions can take 

different forms that learners may not be familiar with owing to the limitations 

of their prior learning.  

 

Based on this critique of Cummins (1992b, 1996, 2000), Leung (1996: 29-30) 

proposes five aspects that need to be taken into consideration when contextual 

support is included in mainstream classrooms so that learners can grasp 

academic formal and interactive informal classroom language as well as 

comprehend content materials.  

 

 ―Learners’ background knowledge about the learning tasks”: refers to 

the importance of connecting background knowledge with the learning 

tasks and of using the learner‘s mother tongue to show the relevance of 

the new to the prior understanding.  

 ―Use of drama, visual/ audio material and realia‖: pertains to how 

pictures, maps, charts, videos, real objects and/or graphics can be used 

by teachers to explain concepts. For example, Mohan (2001) proposes 

that diagrams can be used to explain the knowledge structures to help 

learners understand the content of different texts.  
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 ―Use of language in the classroom‖: places emphasis on the importance 

of teacher-pupil interaction through which learners will understand 

meaning.  

 ―Learning styles and personal preferences‖ aspect refers to the need to 

take into account of learners‘ learning styles and personal preferences 

that have an influence on how they engage in and understand a 

particular task.  

 ―Classroom environment and school culture‖: pertains to how teachers 

and other learners‘ perceptions of learners‘ ―abilities, achievements and 

personal worth‖ (p. 30) affect their participation in classroom activities.  

 

Of course, he emphasises that these aspects are interconnected, and therefore all 

of them should be considered during the planning of contextual support. These 

studies outline the critical role of contextual support for input comprehension in 

conjunction with the need to take in account contextual factors.  

 

4.2.2. Teacher speech modifications  

 

Besides providing contextual support, speech modifications tend to promote 

teacher talk comprehension (Gass & Varonis, 1985; Long, 1985; Wong-

Fillmore, 1985). Harklau‘s (1994) investigation of language use in mainstream 

and additional language classrooms indicates that the absence of such 

modification hinders pupils‘ comprehension of teacher talk. He found that the 

vast majority of mainstream teachers did not modify their speech, but continued 

speaking as if they were addressing native speakers of English. In these classes, 

AL pupils found it difficult to perceive what their teachers were saying, whilst 

in additional language classes, where teachers adjusted their speech while 

interacting with them with the aim of making it comprehensible, this was not 

reported as being the case. 

 

Several studies on speech modifications have revealed that not all types of 

modified input assist comprehension (e.g. Ellis, 2003; Gibbons, 1998; Long, 

1983). Long (1983; 1985) notices that when native speakers used ―foreigner 

talk‖, meaning that they simplified their speech by using shorter utterances, 

simple syntactic structures and high frequency words, without taking any notice 

of what was happening during interactions, non-native speakers struggled to 

comprehend their language. On the other hand, he illustrates that when speech 
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modifications occurred during interactions and emerged out of comprehension 

difficulties they were beneficial for non-native speakers to perceive the meaning 

of their interlocutors‘ talk. Similarly, Pica et al. (1987) remark that 

―interactionally modified input‖ fosters non-native speakers to comprehend 

input better than when it was pre-planned. Chaudron (1988: 45) summarises and 

explains teacher speech modifications occurring during teacher-pupil 

interactions that can facilitate the comprehension of teacher talk in the 

classroom:  

 

 Repetition: an exact repeating of a previous string of speech (either 

partial or full, and either a self- or other-repetition), 

 Expansion: a partial or full repetition which modifies some portion 

of a previous string of speech by adding syntactic or semantic 

information, 

 Clarification request: a request for further information from an 

interlocutor about a previous utterance, 

 Comprehension check: the speaker‘s query of the interlocutor(s) as 

to whether or not they have understood the previous speaker 

utterance(s), 

 Confirmation check: the speaker‘s query as to whether or not the 

speaker‘s (expressed) understanding of the interlocutor‘s meaning is 

correct, 

 Repair: an attempt by a speaker to alter or rectify a previous 

utterance which was in some way lacking in clarity or correctness 

(either self- or other-directed), 

 Model: a type of prompt by a speaker (usually a teacher) intended 

to elicit an exact imitation or to serve as an exemplary response to 

an elicitation  

 

Overall, Gibbons (2006) stresses that the quality rather than the quantity of 

speech modifications facilitates comprehension. This means that it is important 

for teachers to select carefully how to make spoken or written language 

comprehensible taking account of classroom context and learner backgrounds. 

 

 

4.3. Explicit language teaching alongside meaning-focused activities in 

mainstream classrooms  

 

Some researchers (e.g. Allwright, 1976; Prabhu, 1987) have asserted that the 

involvement in meaning-focused activities in which learners have the potential 
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to employ language for communicating concepts and ideas is an important 

dimension of language development. Others (e.g. Long, 1991; Seedhouse, 1997; 

Swain, 1996) have emphasised the need for including explicit teaching of 

language features in the context of such activities to get learners to use language 

not only fluently but also appropriately and accurately. In the first subsection, I 

discuss the importance of incorporating language-focused activities alongside 

meaning-focused ones and in subsection 4.3.2, I present the possible objectives 

of such instruction. In subsections 4.3.3 to 4.3.4, I put forward instructional 

principles and practices that can be used during explicit language teaching in 

mainstream classrooms and comment on their limitations. 

 

4.3.1. Language-focused activities within meaning-focused instruction 

 

An additional language can be learned when it is exploited as a way of 

communicating meaning in a range of contexts, whereby learners can present 

high levels of fluency and communicative competence (Littlewood, 2011; 

Savignon, 2005). Nunan (2004) argues that creative and real language use in 

classrooms can foster language acquisition in the sense that learners can exploit 

―their emerging language skills and resources in an integrated way‖ (p.20). 

Leung (2005b) supports that involvement in language-using activities would 

enhance learners‘ participation in classroom interaction which, as discussed in 

section 4.5, can promote language development. Allwright (1976) also noticed 

that a heterogeneous group of students who were involved in communicative 

activities the aim of which was to solve communicative problems were more 

capable of producing unpredictable language and were more motivated than 

those undertaking lessons where the focus was solely on language points.  

 

Littlewood (2004) puts forward a five-category framework which categorises 

the classroom activities in terms of their communicativeness (see figure 4.2). 

For him, communicative activities emphasise meaning and promote ‗authentic‘ 

communication in which learners are able to use unpredictable language to 

communicate meaning in real-life or quasi real-life situations. Similarly, despite 

the different definitions of tasks (see Ellis, 2000; Ellis, 2003), there is a general 

consensus that tasks are communicative activities in which learners tend to be 
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involved in ―meaningful, goal-oriented communication to solve problems, 

complete projects, and reach decisions‖ (Pica, 2008: 71) using real-life or quasi 

real-life language (Ellis, 2003). Creative role-play, discussions, exchanges of 

opinions and ideas regarding a range of everyday topics, problem-solving 

activities are a good illustration of communicative activities (Littlewood, 2004; 

Richards, 2006). 

 

 

 

Adopting this principle but going a step forward, proponents of the ‗strong‘ 

version of communicative language teaching claim that language is learned 

through communicative language use without teachers paying specific attention 

to language features (Howatt, 1984; Prabhu, 1987). Similarly, Krashen (1982) 

argues that explicit language teaching does not assist language development, 

but on the contrary, can actually interfere with the natural developmental 

process. He also points out that error corrections can discourage learners from 

using language and may interrupt communication. It would be apparent that 

natural language use and interaction has been considered sufficient for learners 

to absorb language points and enhance their language skills without any 

planned grammar instruction or incidental error correction.  

 

By contrast, a number of other scholars (e.g. Grim, 2008; Mohan, 2001; Spada 

& Lightbown, 1993) have pointed out that although the involvement in 

meaning-focused activities without explicit teaching of language use may assist 

Figure 4.2: From focus on forms to focus on meaning (Littlewood, 2004) 
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learners to acquire some language features, it may prevent them from 

developing all aspects of language proficiency. Having investigated classroom 

extracts, Seedhouse (1997) discovered that exclusive concentration on meaning 

can lead to the production of fragmentary one-word answers as teachers placed 

emphasis on pupils being engaged in communication rather than producing 

accurate contributions. He also elicited that when learners‘ language errors were 

not corrected, since teachers‘ aim was solely to engage them in communication, 

they made errors that they could not repair, which hindered their achieving 

language accuracy. After researching the learning outcomes of Canadian 

immersion programmes, Swain (1985, 1988, 1993) also reported that learners 

presented morphological and syntactic errors and their language use did not 

contain sociolinguistic and discourse competence. For instance, immersion 

students had difficulty in using the French politeness marker vous, as subject 

teachers did not make a distinction between its polite and plural use.  

 

Such findings have highlighted the benefit of integrating explicit language 

teaching with meaning-focused instruction (Doughty & Williams, 1998; Long, 

1991; Long & Robinson, 1998). Allen et al. (1990) support the view that 

explicit language teaching can lead learners to employ language accurately, 

coherently and appropriately, thereby achieving high levels of language 

proficiency. Similarly, Lightbown and Spada (1990) having analysed classroom 

observations of four intensive ESL classes in Quebec, found that language 

learners who were engaged with explicit language instruction through meaning-

based instruction, developed accuracy, fluency and communicative skills. In a 

study which set out to investigate the effects of explicit instruction of self-

referential pronouns on learners‘ writing, Abbuhl (2012) also observed that 

learners in the instruction group were more capable of writing an essay using 

the taught rhetorical targets than those in the non-instruction group.  

 

Of course, this does not mean that language features should be taught out of 

context and without reference to the different functions or in separate language 

classrooms without a connection to subject content (see subsection 4.3.3). On 

the contrary, the proponents of this principle (e.g. Doughty & Williams, 1998; 

Long, 1991, 2015) contend that language features need to be explained when 
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teachers realise that pupils have had a difficulty in using them accurately and 

appropriately during meaning-focused activities. Ellis (1997, 2006) also 

highlights that a range of factors need to be taken into account when the content 

of focus-on-form instruction is decided and that not all language points need to 

be explicitly taught. The evidence presented in this section suggests that 

language teaching needs to be conducted through activities which focus on 

meaning rather than on the language itself. In the subsequent subsection, I 

consider the elements on which teachers may focus during explicit language 

instruction. 

 

4.3.2. The objectives of explicit language instruction 

 

There is a consensus among many additional language researchers that learners 

need to attain communicative competence of both academic formal and 

interactive informal language so as to enhance fluency, accuracy, coherence and 

appropriateness (e.g. Allen et al., 1990; Leung, 2010a; Scarcella, 2003). 

Halliday (1975) introduces the term ―language function‖ to stress the 

relationship between language form and meaning as a reaction to the view of 

language as an autonomous and ―abstract system whose meanings reside in the 

forms themselves rather than in the uses to which they are put‖ (Hall, 2002: 9). 

Halliday (1975) maintains that in real life, people use language features to 

express ideas and concepts as well as to communicate with others rather than 

talking about language itself. They also exploit them to express meaning in 

terms of the purpose of communication and the emphasis that they want to 

provide (Halliday, 1975). 

 

Hymes (1972) also supports the perspective that in order to acquire 

communicative skills, learners need not only to have language knowledge, but 

also to know how to use it appropriately for different purposes. He uses the 

notion of ―communicative competence‖ to refer to the knowledge and ability 

that learners are expected to obtain to be able to communicate with others using 

the language features appropriately in authentic and meaningful contexts. 

Canale and Swain (Canale, 1983, 1984; Canale & Swain, 1980) adopt and adapt 
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the Hymesian ideas to additional language teaching, proposing that 

communicative competence consists of the following components:  

 

1) Grammatical competence: this refers to the importance for learners to 

develop ―knowledge of lexical items and of rules of morphology, syntax, 

sentence-grammar semantics, and phonology‖ to understand and express 

meaning accurately (Canale & Swain, 1980: 29).  

 

2) Sociolinguistic competence: this refers to ―sociocultural rules of use‖ that 

learners need to know to understand and produce appropriate language 

within sociocultural contexts.  

 

3) Discourse competence: this refers to the importance for learners to know 

the characteristics of every text type and be able to combine grammatical 

forms and meanings so as to produce coherent and cohesive texts. 

 

 4) Strategic competence: this refers to the ―verbal and nonverbal 

communication strategies‖ that learners need to develop to cope with 

breakdowns in communication. 

 

From this perspective, they conclude that language teaching should pursue the 

development of not only language knowledge, but also functions, the 

characteristics of text types and the fostering of communicative strategies. 

Leung (2010a) notices that this framework has influenced the conceptualisation 

of communicative competence in additional language curricula, materials and 

pedagogy and has been considered an essential objective of explicit language 

instruction. However, one major drawback of this framework is that it ignores 

the necessity of preparing learners to understand how to adapt their language 

use to a range of communication contexts (for a discussion, see section 4.5).  

 

Furthermore, several studies have shown that learners need to develop two 

types of language use (Leung, 2012a; Scarcella, 2003). Language use in terms 

of subject content tends to differ from that outside the classroom, with each 

requiring different language use and knowledge (Chamot & O'Malley, 1987; 

Cummins, 1992b; Snow et al., 1989). For this reason, Mohan (2001) advises 

that learners need to become aware of the subject-specific language knowledge 

and use underpinning each type of subject content in order not only to 

understand it but also to reproduce it. As mentioned in subsection 4.2.1, 

Cummins (1992b, 1996, 2000) also emphasises the longer period that learners 
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need to enhance academic language skills when compared to those required for 

everyday communication with the aim of justifying the importance of explicit 

academic formal language teaching.  

 

In addition to the teaching of academic formal language, interactive informal 

language teaching in mainstream classrooms is salient (Davison & Williams, 

2001; Leung, 2012a; Scarcella, 2003). Scarcella (2003) points out that pupils 

may develop some aspects of interactive informal language late and those of 

academic formal language earlier. Davison and Williams (2001) also declare 

that the exclusive focus on the development of academic language may lead to 

the development of ―language trapped in specific content‖ (p. 66), and as a 

result pupils will not be able to employ language in everyday social 

communications. This indicates that learners may need to become proficient in 

both language types to become capable of dealing with communicative and 

subject-content demands inside and outside classroom.  

 

Scarcella (2003) attempts to combine the significance of developing 

communicative competence with the need to promote the attainment of both 

academic formal and interactive informal language. She proposes a framework 

which describes the linguistic components (phonological, lexical, grammatical, 

sociolinguistic and discourse component) of both types of language that 

teachers can include in their instruction from primary to secondary education 

(see Appendix 5). For example, the grammatical components of everyday 

language could include ―knowledge of syntax or of simple punctuation‖ while 

those of academic language could entail ―knowledge of grammatical content-

occurrence restrictions governing words‖ (Scarcella, 2003: 12). Despite the 

detailed description of the key features of both types of language, this 

framework is not subject-specific, i.e. it does not entail the registers of all 

curriculum subjects, does not consider the proficiency language level of 

learners and is not age or level appropriate. As Scarcella (2003) explains, it 

provides a general understanding of the components of both types of language, 

and so learners‘ needs, language problems and subject content demands need to 

be taken into account when this framework is applied in classroom settings. 

Two important themes emerge from the studies discussed above: language 
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objectives incorporated into the mainstream curriculum need to a) address both 

academic formal and interactive informal language use and b) promote the 

development of all of the aspects of communicative competence. These 

objectives should be adapted to learners‘ language level, needs as well as class 

level. In the following subsections, I describe the teaching practices that can be 

adopted during explicit language teaching, commenting on their advantages and 

disadvantages.  

 

4.3.3. Traditional approaches to language teaching  

 

Richards (2006) remarks that when teachers adopt traditional approaches to 

language teaching, also called focus on forms (Long, 1991), this often involves 

giving grammar rules, explaining vocabulary and elucidating the forms of 

discrete language features (in terms nouns, verbs, adjectives, etc.) one at a time 

without referring to their appropriateness, thus presenting them out of context. 

A well-known model emerging from a traditional approach, i.e. the audio-

lingual approach (for a description, see Richards & Rodgers, 2001), and used in 

language classes is the three-stage sequence PPP model (Present-Practice-

Produce). The purpose of this model is to get pupils to learn and practice 

specific language features one at a time so that they can use them outside the 

classroom environment. In this model, language features are preselected and 

presented deductively or inductively
15

. Learners are engaged in controlled 

practices activities and then participate in production activities in which they 

can grasp the opportunity to talk about different topics or in role-play assuming 

that they can transfer grammar rules ―into communicative use in appropriate 

contexts‖ (Kumaravadivelu, 2006: 107). 

 

As discussed above, explicit language teaching is a determinant factor for 

additional language development, but the exclusive focus on forms in either 

mainstream classrooms or separate language ones has not triggered pupils to 

                                                 
15

 In deductive instruction, the teacher initially presents the grammar rule of a single language 

feature and then gives examples to explain it (DeKeyser, 1995; Ellis, 2001; Ellis, 2006; Richards, 

2006). On the other hand, in inductive instruction, learners are first exposed to a set of examples 

containing language features and are expected to identify the grammar rule by analysing the 

examples (ibid).  
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employ language for academic and communicative purposes in real-life 

situations (Doughty & Williams, 1998; Littlewood, 2011; Long, 1991). For 

instance, Norris and Ortega (2000), after reviewing 49 studies in which teachers 

focused exclusively on language points in isolation of context and expected 

pupils to produce linguistically correct forms without the purpose of 

communication, observed that learners failed to use language points 

spontaneously and fluently in real-life communication. Lyster (2007) also 

reveals that in a mother tongue class in which the teacher emphasised the forms 

of words without referring to their meanings or different functions, AL learners 

had difficulties in utilising this knowledge in other subject-content classrooms. 

Based on similar research findings, Long (1991) expresses the opinion that 

language features need to be taught in the context of meaning-focused activities 

through so-called focus-on-form instruction.  

 

4.3.4. Focus-on-form instruction  

 

As discussed in subsection 4.3.1, numerous studies (e.g. Grim, 2008; Long, 

2015; Nassaji, 2000) have revealed the effectiveness of drawing learners‘ 

attention to language features in context while participating in meaning-focused 

activities. In the second and immersion language literature, two alternative 

types of focus-on-form instruction have been proposed to indicate how this can 

be delivered in conjunction with focus on meaning or communication (Doughty 

& Williams, 1998; Ellis, 2001; Lyster, 2007).  

 

The first type, planned or proactive focus on form, entails meaning-focused 

instruction in which teachers preselect the language features, the explanations 

as well as related activities according to their judgment regarding which 

language features are difficult rather than learners‘ actual language difficulties 

(Ellis, 2001; Ellis et al., 2001; Lyster, 2007). It can happen through ‗enriched 

input‘, meaning that teachers tend to modify input to include plentiful examples 

of the target language feature so that learners can notice form in the context of 

meaning-focused activities and it can be realised through ‗input flood‘ or ‗input 

enhancement‘ practices (for a description, see Doughty & Williams, 1998; Ellis, 

2001). Planned focus on form can also occur through ‗focused communicative 



 

106 

 

tasks‘, which have mainly been adopted in task-based teaching, during which 

teachers turn learners‘ attention to specific language features while 

communicating content (for a description, see Ellis, 2003).  

 

Another type of such instruction is incidental or reactive, which is related to 

Swain‘s Output Hypothesis (1985, 1993; 1995 and for a description of this 

hypothesis, see section 3.4). This refers to the need for providing feedback on 

learner language errors and for turning pupils‘ attention to form during 

language use. Under this arrangement, teachers tend not to predetermine the 

language features that they will teach as in planned focus on form, but rather, 

focus on features that learners have not used accurately or appropriately during 

lessons (Ammar & Spada, 2006; Ellis et al., 2002; Long & Robinson, 1998). 

Teachers may inform learners about their errors and give the correct answer, 

explain it by using mainly metalinguistic information or attempt to elicit the 

correct form from the learners (Ellis, 2001). They may also correct the errors by 

reformulating learners‘ replies (recast) and requesting clarification or repetition 

so as to assist them in identifying and maybe correcting their errors. A number 

of studies have reported that feedback which does not give the correct forms, 

but leaves pupils to repair their errors, is more effective than when the correct 

answer is given (for these studies, see Lyster, 2011). Regardless of the type of 

feedback, Allen et al. (1990) argue that it needs to be given systematically if it 

is to contribute to pupils‘ language development.  

 

Both types of focus-on-form instruction have been considered effective, despite 

their disadvantages (for a critique on both types, see Ammar & Spada, 2006; 

Doughty & Williams, 1998; Ellis et al., 2002). There is also the assumption that 

focus on form can be useful to some extent, for some language points, for some 

learners and at some time periods during language learning (for a discussion, 

see DeKeyser, 1998; Ellis, 2006). For this reason, DeKeyser (1995) proposes 

that teachers need to decide which type or combination is appropriate for their 

classrooms, by taking account of learner age, proficiency level, educational 

background, educational context as well as the complexity of the language 

features. Together these studies provide important insights into the benefits of 

explicit language teaching in mainstream classrooms where the main focus is on 
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meaning and into how such teaching could enhance language attainment 

alongside content mastery.  

 

 

4.4. Creating opportunities for producing extensive spoken and written 

language  

 

Data from several sources have revealed that learners‘ language production is 

among the most important factors for additional language development (Lyster, 

2007; Richards, 2006; Swain, 1993, 1995, 2005). Noticing that teachers gave 

pupils minimal opportunities to produce extensive language in immersion 

classes, Swain (1985, 1993) assumed that this was a key reason for their 

restricted language use and numerous language errors. This led her to 

emphasise the necessity of involving them in language production (speaking 

and writing) activities, a view that has been embraced by several additional and 

second language researchers (e.g. Ellis, 2008; Genesee, 1994; Gibbons, 2009; 

Harklau, 1994). In this section, first, I explain the role of comprehensible output 

for language development (subsection 4.4.1), and then I describe practices that 

teachers can adopt to encourage extensive language production during whole-

class and collaborative activities in mainstream classrooms (subsection 4.4.2).  

 

4.4.1. The role of comprehensible output  

 

Meaningful and purposeful language use (output) in mainstream classrooms 

appears to foster additional language development in terms of fluency, accuracy 

and appropriateness (Allen et al., 1990; Izumi et al., 1999; Richards, 2006; 

Swain, 1985, 1988, 1993, 1995). Swain (1993) mentions that language use can 

provide learners with opportunities to practise their linguistic resources using 

them effortlessly for discussing a range of topics for real purposes. Richards 

(2006) also states that it can support the development of communicative skills 

as well as the production of unpredictable language. After reviewing studies 

conducted in classrooms organising mainly communicative activities, Ellis 

(1997) highlights that such classrooms succeed in promoting the attainment of 

pupils‘ communicative abilities as well as their discourse and strategic 
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competence. From this perspective, it would appear that language use could be 

a means for greater fluency and for the development of communicative 

efficiency. 

 

Swain (1993), however, contends that output that includes grammatical and 

sociolinguistic errors can still foster meaning communication. This observation 

led her to put forward the Output Hypothesis referring to three functions of 

comprehensible output, i.e. ‗hypothesis-testing‘, ‗metalinguistic (reflective)‘ 

and ‗noticing/ triggering‘. Swain (1985, 1995, 2005) proposes that output 

emerging during interactions will assist learners to become aware of and resolve 

their language problems, to automatise existing language knowledge, to test 

new language expressions in terms of how they can be used in context, to 

develop discourse skills and to infuse metalinguistic awareness. In this way, for 

her, learners can be triggered to go beyond their comfort zone to get across their 

message accurately, coherently and appropriately while discussing subject 

concepts with others (Swain, 1985, 1995, 2005). Seen in this light, she claims 

that output can promote the enhancement of not only fluency but also 

grammatical and sociolinguistic competence. 

 

The aspects of this hypothesis have been tested by several studies (e.g. Izumi et 

al., 1999; Mackey, 2002; Swain & Lapkin, 1995). Swain and Lapkin‘s (1995) 

study on the noticing function of output indicated that in a French immersion 

programme, learners were able to notice their language problems in their 

writing and attempted to correct them during thinking aloud sessions. Mackey 

(2002) provided evidence of the hypothesis-testing function of output. She 

revealed that after receiving the teacher‘s feedback, a learner was testing 

different pronunciations of the word ‗suite‘ to find the correct one. Swain 

(1998) found out that collaborative talks about language can enhance accuracy. 

After the researcher and the teacher modelled metalinguistic talks, the students 

were encouraged to reconstruct a given text working in pairs and to engage in 

such talks when a language problem arose. In the post-test which focused on 

language points discussed in pairs, the learners who were able to solve the 

problems correctly presented higher results than those who could not.  
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Nevertheless, not all kinds of output can fulfil the functions suggested by Swain 

(1985, 1995, 2005). Harklau (1994) illustrates that the use of a range of 

language features and complex utterances that are grammatically and 

sociolinguistically appropriate and coherent can enhance learners‘ ability to 

produce such language inside and outside the classroom. Spada and Fröhlich 

(1995) also point out that unpredictability tends to motivate learners to 

communicate with others. So, there seems to be some empirical evidence to 

suggest that output, under some conditions (see subsection 4.4.2), may promote 

language development.  

 

4.4.2. Language production in whole-class and in collaborative activities 

 

Research, such as that conducted by Pica and Doughty (1985b), has shown that 

there is a difference between language production opportunities that teachers 

usually give during whole-class and collaborative activities. In whole-class 

activities in which teachers tend to control classroom talk, many teachers take a 

great deal of class time to introduce and explain content concepts without 

leaving sufficient time for learners to produce spoken or written language 

(Allen et al., 1990; Harklau, 1994; Leung, 1993). In their ethnographic research, 

Allen et al. (1990) observed that during such activities, learners had minimal 

opportunities for extensive language use or they used simplified language in 

terms of syntax, vocabulary and grammar.  

 

In a great part of classroom talk during such activities, teachers have the 

tendency to ask numerous questions that influence the length of language use 

(Creese, 2010; Faruji, 2011; Fröhlich et al., 1985; Wardman, 2012). When 

investigating the communication features that promote extended language 

production, Allen et al. (1990) became aware that in immersion classes, subject 

teachers mainly asked ‗display requests‘ the answer to which they already 

knew. These requests resulted in ‗relatively predictable‘ and ‗minimal‘ answers 

from learners consisting of one clause or sentence. Similarly, in mother tongue 

language classes in which teachers aimed to check learners‘ language 

knowledge, they often asked ‗display requests‘ about particular language points 

that also led to ‗restricted‘ pupil language use (Allen et al., 1990). In her 
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ethnographic study in a secondary mainstream classroom, Creese (2010) also 

observed that subject teachers‘ display questions mainly resulted in one-word 

answers.  

 

On the other hand, there is evidence that open-ended questions that do not aim 

at examining learner language and content knowledge, but rather, at getting 

them to discuss different ideas extensively tend to engender the use of 

unpredictable and complex language (Allen et al., 1990; Chaudron, 1988; 

Creese, 2010; Faruji, 2011). Allen et al. (1990) found that when teachers made 

‗information requests‘ the answer to which they did not know in advance, the 

pupils produced ‗sustained speech‘, which was ‗unrestricted‘ and ‗relatively 

unpredictable‘. Learners regularly produced extended talk with utterances 

longer than one sentence and discussed a range of topics exploiting language 

resources not specified by the teachers. After reviewing a number of studies on 

the use of questions in second language classrooms, Chaudron (1988) also 

observed that questions about their experience or their opinion and beliefs often 

triggered learners to produce more complex and extended spoken and written 

language. Nevertheless, Lyster (2007) and Chaudron (1988) maintain that both 

display and information requests can be combined in a classroom for language 

use depending on the lesson aims and learner needs. 

 

The involvement in collaborative activities has been also found to facilitate the 

production of extended and contingent language (Allen et al., 1990; Long & 

Porter, 1985; Pica & Doughty, 1985a). Long and Porter (1985) point out that in 

such activities, learners tend to have more time to practise language and so can 

produce more extended language when compared to answering teacher 

questions as no one is controlling the talk. They also propose that through such 

activities the quality of learner language use can be improved. Learners can 

draw upon a range of linguistic resources to engage in conversations with their 

peers, adapt their language according to the context and as a result, they can 

increasingly come to understand how to produce appropriate and coherent 

language (Long & Porter, 1985). Lyster (2007) referring to several studies 

conducted in immersion classes concludes that such activities enabled learners 

to pay attention to and discuss their output in terms of language problems, 
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which, according to Swain (1993, 1995), can engender accuracy development. 

However, Leung (2001b) advises that these activities need to be organised 

carefully so as to maximize language production opportunities (for an extended 

discussion, see subsection 4.5.3). Overall, these studies highlight the need to 

encourage learners to produce extensive, complex and unpredictable output 

during teacher-pupil or pupil-pupil interactions. This can enable them to 

develop the grammatical, sociocultural and discourse features required for them 

to cope with academic and communicative demands.  

 

 

4.5. Participation in classroom interaction  

 

Following Vygotskian theory about learning (for a description, see Vygotsky, 

1978, 1986), a considerable amount of literature has supported that learners‘ 

active participation in meaningful interactions with their teachers or peers is 

pivotal to the accomplishment of additional language development in 

classrooms (Allwright, 1984; Hall, 2003; Leung, 1993; Van Lier, 1996). In the 

previous sections, reference to interaction has been made as this entails both 

language comprehension and production, but in this section, I outline the 

instruction practices that can encourage participation involvement in 

interactions in mainstream classrooms. In subsection 4.5.1, I discuss the 

theoretical considerations underpinning the importance of participation in 

interactions and in the subsequent subsections, I present how this can be 

encouraged. Of course, as Johnson (1994a) reports, participation structures need 

to be chosen carefully and can be combined depending on learner 

characteristics and learning needs as well as classroom context so that all the 

learners at different levels can participate in classroom interactions.  

 

4.5.1. The importance of participating in classroom interactions 

 

There is a consensus among additional language researchers that classroom 

interaction can foster the development of communicative competence (Genesee, 

1994; Gibbons, 2009; Mohan et al., 2001). Gibbons (2009) mentions that in 

meaningful interactions, learners can maintain a conversation with teachers and 
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their peers by using linguistic resources to understand meaning and to make 

themselves understood. In fact, in such interactions, learners tend to make their 

language use understandable by adjusting it phonologically, morphologically, 

semantically or syntactically after the interlocutor‘s request for clarification or 

after realising the interlocutor‘s difficulties in understanding. At the same time, 

they attempt to comprehend their interlocutor‘s input by requesting 

clarification. The teachers‘ role is usually to provide scaffolded support taking 

into consideration learners‘ backgrounds mainly by adjusting their speech to 

encourage learners‘ participation in classroom tasks (Hawkins, 2010). Such 

support can also occur during learner-learner interactions in which the more 

capable learners are able to support their peers‘ participation (Leung, 2001b). 

Of course, this support needs to be gradually reduced until learners are able to 

accomplish curriculum tasks without the assistance of teachers or peers 

(Gibbons, 2009). 

 

This process can enable learners to realise how language can be used in 

different contexts, as well as to develop and model new language features 

(Allwright, 1984; Ellis, 1985; Gibbons, 1998). Gibbons (1998) found that in a 

science mainstream classroom, by engaging a AL pupil actively in naturally 

occurring interactions, the teacher facilitated her development of academic 

formal language vocabulary alongside subject-content understanding. Likewise, 

Ellis (1985) maintains that learners are able to incorporate new language points 

in their speech when the teacher embraces speech modifications during 

meaningful negotiations. Dobao (2014) also demonstrated that interaction in 

small groups in which learners had to complete a written task through 

collaborating with their peers engendered vocabulary development.  

 

Leung (2005a, 2013, 2014a) also argues that active participation in interactions 

can enhance the development of communicative capacity. He remarks that the 

components of communicative competence expressed by Canale and Swain 

(Canale, 1983, 1984; Canale & Swain, 1980 and for a description of these 

components, see subsection 3.3.2) represent only one aspect of communicative 

capacity. According to him, communicative competence has been 

conceptualised as a stable phenomenon. It is assumed that by learning to use 
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language knowledge appropriately, accurately and coherently in classroom 

settings, learners will be ready to cope with all the communicative situations 

outside the classroom. However, language can be employed in an unlimited 

number of ways outside the classroom to convey meaning and how it is used 

depends on participants‘ conceptualisation of the context, their purposes and the 

social situations. This means that its usage cannot always be prescribed, 

predictable or established (Leung, 2005a, 2013, 2014a). According to Leung 

(2013), this situation makes it impossible for teachers to cover all the aspects of 

language use occurring outside the classroom, being only able to address the 

most typical ones.  

 

Seen in this light, Leung (2013, 2014a) advises that it is essential for learners to 

comprehend how they can employ their linguistic resources after considering 

situated social practices if they are to communicate appropriately with others. In 

his opinion, this can be achieved when they are encouraged to participate in 

classroom interactions that cannot be predetermined. During such interactions, 

learners would have the chance to exploit their linguistic and sociolinguistic 

resources to communicate with others spontaneously. This would assist learners 

to acknowledge how to adapt their source in unpredictable social contexts, both 

inside and outside the classroom (Leung, 2013, 2014a). This observation led 

him to call for a change to the concept of communicative competence and to 

suggest the incorporation of participation engagement into the notion of 

communicative competence.  

 

In the same vein, Hall (2003) asserts that language development is not an 

internal and individual process in which learners assimilate and internalise 

linguistic components. On the contrary, for her, it is ―a fundamentally social 

process‖ in which ―through repeated participation in these [communicative] 

activities with more capable learners‖ (Hall, 2003: 170) learners would be able 

to develop communicative competence and become capable of adapting their 

language use in different social situations. In view of all that has been discussed 

so far, it seems reasonable to contend that active participation in classroom 

interactions can enhance the development of not only grammatical, 
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sociolinguistic and discourse competence but also the capacity for adapting 

language use to particular communicative contexts.  

 

4.5.2. Whole class participation 

 

Several studies on classroom interactions have demonstrated that in teacher-led 

classrooms, the main participation structure is whole class during which 

teachers interact only with individual class members (Mehan, 1979; Sinclair & 

Coulthard, 1975; Van Lier, 1996). A common pattern of teacher-pupil 

interaction observed in such classrooms is known as initiation-response-follow 

up (IRF) (Sinclair & Coulthard, 1975) or teacher initiation-pupil response-

teacher evaluation (IRE) (Mehan, 1979). During such interactions, the teacher is 

the one who controls the interaction and turn-taking, and initiates classroom talk 

by asking questions related to the lesson topic to either the whole class or 

specific learners. The learners are then required to answer the questions and 

either raise their hand waiting for the teacher to give them the floor, volunteer 

the answer or answer immediately. To conclude the interaction, the teacher 

evaluates the proffered answer by giving positive (e.g. providing positive praise 

or repeating the correct answer) or negative evaluation (e.g. using negative 

statements or giving the correct answer) (Mehan, 1979). After completing such 

a sequence, the teacher usually turns to another learner or to the whole class 

initiating a similar interaction, asking the same or a follow-up question (Hall, 

2003). 

 

This pattern, according to Van Lier (1996), can be useful when teachers‘ 

purpose is to check learners‘ knowledge or understanding, to lead learners to 

predetermined topics and maintain control in the classroom. However, there is 

evidence that it delivers few opportunities for learners to become involved in 

classroom interactions (Bloome et al., 2005; Gibbons, 2009; Mehan, 1979). 

Gibbons (2009) declares that learners tend not to have chances to initiate 

interaction and to participate in extended and substantive discussions with their 

teachers. Van Lier (1996) also expresses the view that this pattern is, by and 

large, absent outside the classroom, as in real-life conversations, participants are 

not mandated to evaluate each the other‘s answers, and so the classroom 
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situation cannot represent true dialogue. Further, despite the fact that by 

addressing questions to the whole class, teachers give all the learners the 

opportunity to participate in talk, this technique is mainly beneficial for 

confident learners. Non talkative or reluctant learners, like AL learners, in most 

cases, lack the confidence to participate in classroom interaction (Harklau, 

1994; Van Lier, 1996).  

 

Many researchers (e.g. Hall, 1995; Nunan, 1987; Nystrand et al., 1997) also 

found that the IRE pattern often restricts the development of communicative 

competence. Nunan (1987) analysing classroom extracts noticed that this 

pattern of interaction did not foster pupils‘ participation in communication that 

could be found outside the classroom. According to him, it does not include 

―content-based topic nominations by learners; student/student interactions; an 

increase in the length and complexity of student turns; the negotiation of 

meaning by students and teacher, with a concomitant increase in the number of 

clarification requests and comprehension checks‖ (Nunan, 1987: 143). In her 

study in a Spanish as a foreign language class, Hall (1995) also discovered that 

learners had limited opportunities to engage in communications in which they 

could use complex language to convey meaning due to the teacher‘s decision to 

adopt the IRE pattern. So, she concluded that the engagement of learners in this 

pattern cannot lead to the development of communicative competence.  

 

On the other hand, there is an argument that when the IRE sequence is recast, it 

can provide ample opportunities for participation (Van Lier, 1996; Wells, 1993; 

Zemel & Koschmann, 2011). This can occur when its third part is turned from 

‗evaluation‘ to ‗feedback‘, and so this change can lead to instructional 

conversations (Walqui, 2006; Wells, 1993). Walqui (2006) describes that in 

such conversations teachers do not assess learners‘ answers against 

predetermined correct ones. On the contrary, they provide the learners with 

several opportunities to answer their questions by guiding them towards the 

answer through conversation. This can be done by embracing a range of 

instructional strategies, such as confirmation check, clarification check (for 

further strategies, see subsection 4.2.2), or by asking them to expand on their 

thinking and comment on others‘ contributions (Walqui, 2006).  
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This view is supported by Nassaji and Wells‘ (2000) study on teacher-whole 

class interactions. In this, they found that when teachers asked for justifications, 

encouraged learners to extend their arguments and to connect ideas rather than 

evaluating their answers, they enhanced learners‘ participation in extended 

conversations. Likewise, based on his study on teacher-small group interactions 

in a multilingual classroom, Dufficy (2005) elicited that when teachers did not 

evaluate pupils‘ responses but supported their contributions, even less-

proficient bilingual children were capable of participating in conversations and 

of understanding complex ideas. Hall (2003) also reviewing a number of studies 

concludes that their findings illustrate the strong connection between the IRF 

pattern and the pupil participation in extended communications. From this 

perspective, it can become apparent that whole-class participation does not 

always restrict learner participation in classroom interactions. On the contrary, 

it can provide pupils with opportunities to engage in conversations, but only in 

cases where learners have the chance to participate in IRF rather than in IRE 

sequences.  

 

4.5.3. Collaborative group activities 

 

Collaborative group activities have been long recognised as an important factor 

for encouraging learner participation in classroom activities (Chaudron, 1988; 

Leung, 2001b; McGroarty, 1992). As mentioned in the previous subsection, for 

the majority of class time teachers tend to engage learners in teacher-learner 

interactions. Even though these can lead to extended discussions, the teachers 

usually initiate and conclude the interaction. So, learners appear to participate in 

interactions that eliminate the authenticity and equilibrium characterising the 

real-life ones in which each participant can initiate the talk, maintain the topic, 

participate equally and negotiate meaning (Cummins, 1996; Leung, 2001b).  

  

Several scholars have recommended the organisation of collaborative group 

activities as a way of creating real-life interactions (Long & Porter, 1985; 

McGroarty, 1992; Swain, 1993). Long and Porter (1985) argue that in these 

activities natural settings of communication can be created. Learners would 

have the opportunity to participate in face-to-face conversations in which they 
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can exchange information and try to get agreement on a topic, as well as to use 

a range of communicative skills. Swain (1993) also comments that learners 

would participate equally in such interactions in contrast to teacher-learner 

interactions. McGroarty (1992) supports that learners would also become 

capable of initiating and regulating the discussion, modifying their output to 

become understandable, accurate and appropriate as well as managing to 

perceive the meaning of their interlocutors‘ language.  

 

However, there is an argument that these activities have to be designed 

carefully after taking account of learners‘ background, needs and language 

level, as well as classroom contexts in order to support pupils‘ effective 

participation (Foster, 1998; Leung, 2001b; Pica & Doughty, 1985b). Foster 

(1998) found that even though working in small groups to complete classroom 

tasks, many pupils did not participate in the interaction and were disinclined to 

begin or follow an interaction. According to her, this may occur due to the 

hesitation of learners to indicate their language weaknesses and the lack of 

clarification on the part of the teachers in terms of the significance of these 

tasks and learner roles. Leung (2001b) also highlights that it may be difficult for 

beginners to participate in extended discussions and their inclusion in group 

work may be frustrated. Pica et al. (1993, in Leung, 2001b) recommend four 

characteristics that could be taken into account for ensuring the participation of 

all the learners in group work activities: role responsibility among participants, 

role requirement, goal orientation and outcome option. In their opinion, 

activities with these characteristics would assist learners to become aware of 

their roles and their responsibilities, the goals that they have to achieve and the 

outcomes that they are expected to arrive at. In view of all that has been 

mentioned so far, one may suppose that collaborative group activities can give 

the context in which learners would have ample opportunities to involve in real-

life interactions inside the classroom, but they must be planned carefully 

according to a range of factors.  
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4.5.4. Individual work participation 

 

Although during individual work participation, learners do not have the 

opportunity to interact with others, it can assist in language learning (Ellis, 

2003; Johnson, 1994a). According to Johnson (1994a), in such situations, 

learners are able to interact with the content by engaging in reading or writing 

activities and to learn how to use different resources to complete tasks. Such 

participation also encourages them to complete activities at their own pace and 

in their own way (Johnson, 1994a). However, not all types of activities are 

suitable for learners working individually, and the necessary resources and 

sufficient time are required to facilitate pupils‘ participation in such activities 

(Johnson, 1994a). Furthermore, Johnson (1994a) claims that sometimes, a 

combination of this participation structure with other formats can be beneficial 

for learners as it can give them individual time to prepare for classroom tasks.  

 

4.5.5. Classroom layout 

 

Classroom layout plays a salient role in encouraging classroom interaction 

(Brown, 2001; Harklau, 1994; Johnson, 1994a). Brown (2001) describes that in 

traditional classes, desks are lined up in rows and chairs face forward such that 

the teachers have direct eye-contact with individual learners; layout that 

promotes teacher-pupil interactions. On the other hand, Harklau (1994) notices 

that when desks are in a semi-circle or U-shape, they can promote both teacher-

pupil and peer-peer interactions, as learners have the opportunity to have eye-

contact with both teacher and their peers. In group-work activities, learners 

often connect their desks in a way that will enable them to have direct contact 

with all the members of their group (Brown, 2001). Overall, there seems to be 

some evidence to indicate that classroom arrangement needs to be decided 

carefully to promote both peer-peer and teacher-learner interactions that show 

awareness of classroom contexts.  
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4.6. Pedagogic principles of additional language teaching - Analytic 

framework 

 

The analytic framework presented here and used for characterising the key 

instructional practices and principles of the focal teachers in Chapters 6 to 9 and 

in a later discussion in Chapter 10, has been derived from the theoretical 

orientations discussed in the above sections and has been also influenced by the 

codes that emerged from the observation and interview data (see Appendices 11 

and 12). The principles presented are not in any particular order nor should 

teachers be expected to apply all of them in their practice. As professionals, 

they would be in a position to adopt principles that suit their learners‘ 

characteristics, their needs, as well as education contexts.  

 

Principles Description 

1. Integrating 

language and 

content objectives 

To what extent and in what ways do the focal teachers 

integrate language and content objectives? To 

characterise the type of language and content 

integration in the focal classrooms, I use Davison and 

Williams‘ (2001) framework. In particular, I examine 

the focus of the curriculum and of the teaching 

materials, as well as lesson aims and activities (see 

section 3.1).  

2. Communicative 

competence in 

both everyday and 

academic 

language 

To what extent do the focal teachers promote the 

development of grammatical and sociolinguistic 

aspects of both academic and everyday language? To 

what extent do they teach explicitly the characteristics 

of text types (genre) that learners are expected to 

produce? To address these questions, I use Scarcella‘s 

(2003) framework that clarifies the key linguistic 

components of everyday and academic language (see 

section 3.3). 

3. Form-focused 

language teaching  

What type of form-focused instruction do the focal 

teachers adopt in their lessons? What kind of strategies 
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do they use to teach language points, what kind of 

activities do they engage learners in, and how do they 

draw their attention to language points? (see section 

3.3) 

4. Focus on 

carrier content 

meaning 

To what extent do the focal teachers organise meaning-

focused activities in which pupils are able to use 

language to communicate in ways that reflect real 

world or real-world-like communication processes? Do 

learners have the opportunity to use unpredictable 

language to complete classroom tasks? To address 

these questions, I use Littlewood‘s (2004) framework 

to classify the classroom activities in terms of their 

communicativeness in the observed lessons (see 

section 3.3).  

5. Promoting 

comprehension of 

classroom 

language and 

content materials  

 

 

 

What kind of input do they expose learners to 

(academic formal language or interactive informal 

language) and how much of this do they put in front of 

them? How do they make classroom language and 

content materials comprehensible to all pupils? What 

types of speech modification do they use to make their 

talk comprehensible? To identify how the focal 

teachers make input comprehensible, I use Cummins 

(1992b, 1996, 2000) and Leung‘s (1996) framework, as 

well as Chaudron‘s (1988) categorisation of teacher 

speech modifications (see section 3.2). 

6. Creating 

opportunities for 

extended language 

production 

To what extent do they provide opportunities for active 

language use during teacher-led and group-work 

activities? What kind of questions do they ask pupils? 

What are the length and the characteristics of pupils‘ 

language use? To address these questions, I use the 

categories discussed in section 3.4 and based on the 

Communicative Orientation of Language Teaching 

(COLT) framework proposed by Allen et al. (1990). 
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7. Promoting 

participation in 

classroom 

interactions 

What kind of participation structures do they organise 

in their lessons? How do the pupils participate in the 

classroom? Who does initiate, terminate and control 

the interaction? What patterns of interactions do they 

use? What kind of feedback do they provide? To 

address these questions, I use IRE and IRF patterns 

(see section 3.5).  

Table 4.1: Analytic framework for focal teachers‘ instructional principles and 

practices 
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Chapter 5 

Research Design and Methodology 

 

5.0. Introduction and research questions 

 

As described in Chapter 2, the deficiencies of the Greek educational system and 

of teacher education and development regarding GAL teaching, as well as the 

lack of research into this phenomenon, led me to question how GAL is actually 

addressed in real classrooms where GLTs are expected to meet the needs of 

both GMT and GAL pupils. An in-depth understanding of language teaching, 

according to Borg (2006) requires examination of not only what teachers do in 

the classroom, but also how they conceptualise their own practices. In addition 

to teachers‘ cognition, as discussed in subsection 3.1.2, contextual factors, such 

as particular teaching situations, actual classroom culture, learners‘ actions, 

educational policy and prescribed curricula, tend to restrict the extent to which 

teachers are able to adopt practices based on their cognition (Borg, 2003, 2006; 

Burns, 1996; Richards, 1996). Aligning to these perspectives, I seek to 

investigate the cognition of GLTs on various aspects of GAL pedagogy as well 

as the various contextual factors that have an impact on their practices. Such an 

investigation can contribute to comprehension of why GLTs embrace certain 

practices during the teaching of GAL in a particular classroom and thereby, can 

give a holistic picture of how GAL is conceptualised and practised. The 

following three questions developed over the course of the research can provide 

awareness of GAL teaching in the four focal mainstream classrooms.  

 

1. How do four Greek language teachers conceptualise the teaching of 

GAL in the regular class?  

2. What actual teaching activities do Greek language teachers use when 

they teach the subject Greek to both GMT pupils and GAL pupils in the 

mainstream classroom? 

3. How do teaching activities and stated principles of these teachers relate 

to additional language teaching principles as found in the literature? 
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In the rest of the Chapter, I give the reasoning behind my methodological 

choices regarding the research paradigm and the research approach. I also 

explain and justify my choices for the methods of data collection and data 

analysis employed to interpret the observed phenomenon of GAL teaching. 

Marshall and Rossman (1989) state that ―researchers should design the study 

according to the research questions they seek to answer‖ (p. 42). In order to 

carry out this research, I selected an interpretive, case study approach from an 

early stage as clarified in the next section.  

 

 

5.1. Researching language teaching through an interpretive, case study 

approach 

 

In the Greek context, most studies that are concerned with the teaching of GAL 

in junior secondary schools have used questionnaires to examine the issues of 

interest (for example, see Sifakis, 2000; Spinthouraki et al., 2001). However, 

even though questionnaires can give a broad insight into what happens in 

similar settings and can uncover themes that need further investigation, they 

cannot account for the complexity of teaching. This can be achieved by 

adopting an interpretive research approach (Erickson, 1986; Freeman & 

Johnson, 1998), and so this was adopted for this study. In this section, I justify 

my choice of an interpretive, case study approach for exploring GAL teaching 

holistically. In subsection 5.1.1, I discuss the fundamental differences between 

the quantitative and qualitative research paradigms so as to explain the 

reasoning behind my choice of adopting an interpretive research approach and 

demonstrate that this can contribute to the exploration of my research questions. 

In subsection 5.1.2, I specify that I chose to carry out a qualitative case study, 

giving its characteristics, advantages and disadvantages, and the reasons that it 

is suitable for addressing the research questions. 

 

5.1.1. Interpretive research approach  

 

In the main, when quantitative and qualitative research paradigms have been 

compared, their differences have been highlighted more than their similarities in 
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favour of different research camps. The distinction between these paradigms is 

grounded in the different ways that the nature of the social world can be 

interpreted, that individuals can acquire knowledge about this world and the 

ways in which individuals can research this world (Guba & Lincoln, 1994). 

However, as Ritchie and Lewis (2003) comment, ―the distinction between 

quantitative and qualitative research is not clear cut as some qualitative 

approaches have sought to emulate natural science models, and not all 

quantitative studies are based on hypothesis testing but can produce purely 

descriptive and inductive statistics‖ (p. 14). The existence of several 

perspectives within each paradigm, which are linked to different beliefs about 

knowledge of the social world and research, has also blurred the distinction 

between them (Bryman, 2008). From this perspective, it would appear that these 

two paradigms represent only general guidance for the conduct of social 

research and researchers tend to adapt these based on their research perceptions.  

 

Many quantitative researchers have treated social phenomena in much the same 

way as natural phenomena, without taking into account the meaning that 

individuals give to social phenomena (Ritchie & Lewis, 2003; Silverman, 

2010). In their opinion, the social world is external to individuals, existing 

independently of the activities and conceptions of individuals. They have 

pointed out that knowledge about the social world has been gained by becoming 

aware of general laws underlying social phenomena and causal relationships 

between variables. Indeed, their overall aim has been to define general laws and 

universal truths to explain social phenomena that are unaffected by the activities 

and decisions of individuals (Ritchie & Lewis, 2003; Silverman, 2010). A good 

illustration of this research is the research into language teaching that in the 

1960s adopted a process-product approach. This approach focused on 

identifying and quantifying the behaviours and activities of teachers that had a 

positive impact on pupil learning (Borg, 2006). The main limitation of this 

approach is that it does not allow for an in depth understanding of what actually 

happens in classrooms.  

 

The majority of qualitative researchers, on the other hand, have argued that 

individuals are continually constructing and reconstructing their social worlds 
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through interacting and interpreting their experiences and actions (Merriam, 

1998; Richards, 2003; Ritchie & Lewis, 2003). Under this lens, individuals are 

not considered passive observers of social reality, who cannot reach or 

influence what is ‗out there‘. Instead, they are seen as being active participants 

in the construction of reality since they are the ones who interpret and give 

meaning to their experiences and actions through interacting with others 

(Bryman, 2008; Burrell & Morgan, 1979; Creswell, 1994). Johnson (2009) also 

states that knowledge tends to emerge from the actions of individuals in a 

particular context and the meanings that individuals give to these actions. This 

has led many qualitative researchers to focus on the actions of individuals 

occurring in particular settings and time, as well as their interpretations of their 

own actions (Denzin & Lincoln, 2000). 

 

Although the use of either quantitative or qualitative paradigms could 

potentially contribute to the investigation into the phenomenon of GAL 

teaching, I adopted an interpretive approach, a perspective that comes within 

the qualitative research paradigm, as the most suitable for this research. 

Spindler and Hammond (2000) argue that this approach has been well suited to 

studies aiming to discover a phenomenon from multiple perspectives. The 

majority of interpretive researchers have not aimed to explain causal 

relationships between some variables of a studied phenomenon. Rather, they 

have endeavoured to explore how participants understand their actions in 

particular settings, how their perceptions of a phenomenon affect their actions 

as well as how context influences the participants‘ actions and interpretations 

(Erickson, 1986; Richards, 2009). Such detailed description can help to capture 

the complexity of a focal phenomenon and thus enhance the stock of 

knowledge. In addition, a significant amount of research has involved adopting 

an interpretive approach to investigate the conceptualisations of language 

teachers and interpretations of their practices in both general (e.g. Elbaz, 1983; 

Shulman, 1987) and language teacher cognition research (e.g. Mangubhai et al., 

2004; Phipps & Borg, 2009; Woods, 1996). From this perspective, this 

approach can shed light on the complexity of GAL teaching in mainstream 

classrooms in the sense that it can encourage the investigation of different 

factors affecting the teaching process, such as teachers‘ cognition underlying 
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their teaching practices, their teaching practices occurring in non-contrived 

settings and the educational context. 

 

Despite the fact that the detailed exploration of a known phenomenon or new 

research areas from multiple perspectives has been seen as an advantage of 

interpretive approaches (Bryman, 2008; Dornyei, 2007), these approaches tend 

to have some limitations. One is grounded in the lack of generalisability as 

sought by quantitative researchers (Dornyei, 2007; Guba & Lincoln, 1994). 

Varghese (2008) and Woods (1996) point out that a significant number of 

qualitative researchers have focused on a small sample and have not been 

oriented towards providing generalised research results for a larger population 

with similar characteristics, as is commonly the case with quantitative 

researchers. They have usually aimed to describe a phenomenon holistically, 

giving readers the opportunity to determine research results or to compare a 

case with other cases (Duff, 2008). This shows that they have conceptualised 

the concept of generalisability differently than quantitative researchers (for 

extended discussion, see subsection 5.1.2).  

 

Another limitation pertains to the involvement of researchers in the conduct of 

research and the absence of statistical methods. Bryman (2008) supports the 

view that ―the investigator him- or herself is the main instrument of data 

collection, so that what is observed and heard and also what the researcher 

decides to concentrate upon is very much a product of his or her predilections‖ 

(p. 391). This led Bryman (2008) to assume that the perceptions and prejudices 

of researchers may have an impact on their methodological choices and so may 

alter the research findings and data interpretation. The ways that I addressed 

these limitations in the current research are discussed in the next subsection in 

which I also explain why I decided to adopt a qualitative case study approach. 

 

5.1.2. Qualitative case study approach 

 

The case study approach related to the qualitative research paradigm is the most 

suitable approach for addressing my research questions because of its 

characteristics. Although there are various definitions describing what a case 
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study entails (Duff, 2008), there are a number of similar characteristics. A case 

study focuses on a particular case, a ‗bounded system‘, with the aim of studying 

a social phenomenon or a case occurring in non-contrived settings over a 

particular time period (Nunan, 1992; van Lier, 2005). It can enable researchers 

to investigate phenomena deeply and holistically by ascertaining the 

perspectives of the participants (Merriam, 1998; Stake, 2005; Yin, 2003). 

Baxter and Jack (2008) suggest that a qualitative case study ―facilitates 

exploration of a phenomenon within its context using a variety of data sources‖ 

and ―… ensures that the issue is not explored through one lens, but rather a 

variety of lenses which allows for multiple facets of the phenomenon to be 

revealed and understood‖ (p. 544). Researchers adopting the case study 

approach can also discover unknown aspects of a phenomenon, or they can 

identify changes occurring in a case by studying it over a long period (Duff, 

2008; Richards, 2011).  

 

Many researchers have adopted case studies to investigate teachers‘ cognition 

and the relationships between this and classroom practices (e.g. Arioğul, 2007; 

Farrell & Lim, 2005). For example, Ho and Toh (2000) used qualitative case 

studies to explore in depth how teacher knowledge and the beliefs of newly-

qualified teachers impacted on their classroom practices during their teaching 

practicum. Aligning to these perspectives, by adopting a qualitative case study, 

I was able to explore the different aspects of GAL teaching, detail the 

contextual factors affecting it as well as uncover the teaching practices of GLTs 

and their conceptualisations of these. This led me to present a holistic picture of 

the complexity of GAL teaching in the mainstream classroom, which could not 

have been discovered by using a quantitative research approach. 

 

Duff (2008) and Richards (2011) explain that the advantages of the case study 

approach are particularly in relation to their characteristics - particularity, 

contextualisation, multiple data sources, multiple perspectives and in-depth 

study. However, limitations of this approach can be also seen, which are similar 

to those of the interpretive approaches discussed in subsection 4.1.1. One 

limitation, according to its critics, is the lack of generalisability (Duff, 2008; 

Yin, 2003). A case study tends to be grounded in the research of a single case 
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rather than in the research of a representative sample from a larger population 

with similar characteristics. Duff (2008) maintains that researchers adopting a 

case study approach have not attempted to generalise their findings as 

quantitative researchers strive to do, but rather to understand how a case 

functions in particular contexts and time. This led Guba and Lincoln (1994) as 

well as Duff (2008) to argue that the notion of transferability is a more 

appropriate term than generalisation in case study research on the grounds that 

readers have the responsibility to connect the findings of a case with other 

cases.  

 

From this perspective, in this study, even though there are several types of case 

studies which differ in terms of their purpose (for a description, see Stake, 

2005; Yin, 2003), I adopted the multiple and descriptive case study approaches. 

The former can facilitate the exploration of the similarities and differences of 

the cases, thus giving the opportunity for comparison, and provide evidence of 

how GAL teaching exists within particular cases. The latter can give an in depth 

account of the context of the cases, the school policy as well as the practices 

and the interpretations of GLTs or other people involved (e.g. the school head 

teacher or the pupils‘ parents). Through such ‗thick‘ description, sufficient 

information can be collected to help readers to conceptualise the phenomenon 

from multiple perspectives and hence, connect the findings to their particular 

situation or others.  

 

Another limitation of case study research is related to the assumption that the 

bias, perceptions and attitudes of researchers may alter the research results. 

Researchers are the ones who select the cases and conduct the process of data 

collection and analysis (Dornyei, 2007), but they tend to have their own 

conceptions and interpretations about their area of research (Erickson, 1986). 

Therefore, as Davis (1995) suggests, ―all studies are in danger of biased 

interpretations‖ (p. 437). In this study, I have presented my background, 

standpoints and preconceptions as well as my relationship with the field of GAL 

teaching and I have reflected constantly on my perceptions in an attempt to 

minimise their impact on the interpretation of the research results. I have also 

adopted playback interviews to discuss the observed teaching practices with the 
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focal GLTs so as to capture their point of view and I have discussed my data 

with other researchers related to my field, as suggested by Woods (1996). 

 

A further possible limitation pertains to the subjectivity of the accounts of the 

participants (Duff, 2008), as they may draw an ideal picture of their actions and 

themselves. Research findings, then, may not reflect their everyday actions and 

a false picture may have been given about the researched phenomenon. 

According to Duff (2008), however, subjectivity may not be a problem as it can 

contribute to a better understanding of a phenomenon. Nevertheless, to 

minimise the negative effects of subjectivity, following Duff (2008) and 

Richards‘ (2011) recommendations, I adopted multiple data collection methods, 

namely semi-structured interviews, playback interviews, where teachers had to 

explain their practices, field notes from observed lessons, as well as other 

documents so as to triangulate my research findings. These methods are 

discussed in the following section.  

 

 

5.2. Data collection methods 

 

This research is connected with language teacher cognition research, as its aim 

is to explore GAL teaching from the point of view of teachers. Borg (2006) 

discusses different categories of data collection methods that have contributed 

to the illustration of teacher cognition. These include self-report instruments for 

illustrating teacher cognition about aspects of language teaching; verbal 

commentaries for persuading teachers to talk about language teaching; 

observation for collecting descriptions of real teaching and context; and 

reflective writing for collecting teachers‘ writing tasks about aspects of 

language teaching. A number of studies that I reviewed have combined non-

participant observations, qualitative interviews with a semi-structured guide and 

document analysis as suitable data collection methods for investigating different 

aspects of language teaching through teacher cognition (e.g. Farrell & Lim, 

2005; Hird et al., 2000; Phipps & Borg, 2009). For example, Phipps and Borg 

(2009) combine non-participant observations and a semi-structured interview 

guide with stimulated recalls to examine the relationship between the beliefs 
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and practices of three English teachers in terms of grammar teaching. Shulman 

(1986) also maintains that teaching cannot be studied by reducing it solely to 

behaviours, observable phenomena or investigations of what people do in the 

classroom. Instead, to gain an understanding of classroom practice, it is 

important to examine how participants construe their worlds and their actions in 

addition to how they explain these to themselves and others.  

 

On the other hand, teachers‘ practices and cognition cannot be penetrated by 

using only interview data. Andon (2009) points out that when conducting only 

interviews ―it was difficult to distinguish between what teachers knew about 

TBLT [Task Based Language Teaching], what they thought about it, and how 

they drew on these aspects of cognition‖ (p. 88). In accordance with these 

perspectives, I chose to combine observations, interviews including 

introspective methods and document analysis to connect teachers‘ 

interpretations of events with the actual ones. Davis (1995) points out that in 

interpretive qualitative studies the majority of researchers tend to adopt 

interviews, observations and other forms of data for ―... gaining an 

understanding of the actors‘ meanings regarding social actions (an emic 

perspective)‖ (p. 433). This combination also allowed for data triangulation, 

which can enhance the validity of the research findings (Allwright, 1983; Duff, 

2008). In the following subsections, I discuss the data collection methods 

adopted in this particular study. 

 

5.2.1. Qualitative observations  

 

For this research, I adopted qualitative observation as a data source to acquire a 

holistic picture of GLTs‘ teaching practices occurring in a particular context. 

Such observation, which takes the form of a conscious and detailed watching of 

participants‘ actions in naturally occurring settings, can help researchers 

describe these actions while they are happening in a particular context without 

looking for predetermined aspects, and reveal the influence of the context on 

these actions (Heigham & Croker, 2009; Merriam, 1998; Richards, 2011). Seen 

in this light, qualitative observation enabled me to present in great detail the 

context where GAL teaching occurred so as to situate teachers‘ teaching 
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practices, and to record GLTs‘ teaching practices and decisions when they were 

endeavouring to teach the subject Greek in mainstream classrooms. 

 

There are several kinds of observations in terms of researcher role and 

observation structure (for a description, see Heigham & Croker, 2009; Merriam, 

1998; Spradley, 1980), but in this research I adopted non-participant 

observation with a semi-structured guide. I chose to conduct a non-participant 

observation, in which I observed the participants silently, trying not to be 

involved fully in the milieu and in any case, I was only granted limited access to 

the classroom. Nevertheless, I endeavoured to develop good relationships with 

the participants to make them feel more comfortable with my presence in their 

classroom, something that Dornyei (2007) recommends. This allowed me to 

acquire an ‗emic‘ perspective of the observed phenomenon that involved the 

teachers discussing different aspects of their lessons. 

 

Of course, I kept in mind that even though I did not participate actively in 

lessons, my presence might have affected the focal teachers‘ teaching decisions 

and practices. Labov (1972), naming this phenomenon ―Observer‘s Paradox‖, 

maintains the stance that the people being observed may change their actions, 

either consciously or unconsciously, in an attempt to act in ways that they 

consider ideal for the situation or that are more acceptable to the researcher. To 

minimise any effects of my attendance on teachers‘ actions, before the initial 

observation I explained to them that I was there to learn from them and not to 

critique their teaching practices, as suggested by Hammersley and Atkinson 

(2007). At the beginning of each class, I was also introduced by the GLTs as a 

research student who was interested in how the subject Greek is taught in their 

classrooms. I hoped that this introduction would make pupils feel comfortable 

with my presence in their class and that they would understand that I was not 

there to judge their actions or performance.  

 

I also used a semi-structured observation guide (see subsection 5.3.3). I went to 

the field having certain broad issues in mind that I wanted to explore emerging 

from both my theoretical and personal considerations and so, such a guide 

enabled me to gather data illustrating these issues. Nevertheless, I remained 
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open to unexpected events or activities and narrowed these broad themes down 

focusing on specific issues arising during the observation that required further 

exploration. So, the predefined broad themes did not prohibit me identifying 

further issues that would help me to explore multiple aspects of GAL teaching.  

 

5.2.2. Qualitative interviews including playback interviews  

 

In addition to qualitative observations, I adopted qualitative research interviews 

as an appropriate means of gaining insights into the teaching practices of GLTs 

from their point of view. Qualitative research interviews tend to help 

researchers to understand the lived world of participants from an ‗emic‘ 

perspective (Charmaz, 2003; Kvale, 1996; Spradley, 1979). This view is also 

supported by Brenner (2006), who states that such interviews seek ―to 

understand informants on their own terms and how they make meaning of their 

own lives, experiences and cognitive processes‖ (p. 357). As mentioned above, 

the inclusion of such interviews in the current research was deemed necessary 

because mere description of observed teaching practices of GLTs cannot 

provide insights into their practices. Such description is unlikely to reveal the 

pedagogical principles underlying their practices (see Borg, 2006; Breen et al., 

2001; Woods, 1996).  

 

These principles, however, are not always consciously accessible and if teachers 

are asked directly about their principles, they may answer ―... according to what 

they would like to believe, or would like to show they believe in the interview 

context‖ (Woods, 1996: 27). Borg (2006) also comments that when teachers are 

asked about their practices in general, they speak about theories of language 

teaching, while when they are asked to explain specific situations, they discuss 

their empirical knowledge, experiences and understandings. I therefore asked 

them to comment on the observed lessons and narrate their experiences so as to 

elicit the principles underlying their actual teaching practices, rather than 

directly asking questions about their principles (see Borg, 1998; Breen et al., 

2001; Woods, 1996). This made their practice from their own perspective the 

subject of the interview data collection.  
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I conducted two types of interviews with the GLTs. First, I carried out 

background interviews aimed at gaining understanding of their perceptions 

about GAL, GAL learning and teaching in general along with their background 

information. I then conducted playback interviews in which I described all the 

teaching activities happening in their lessons. Researchers adopting this 

technique usually show a video or audio-recorded lesson to teachers (Clark & 

Peterson, 1986), but I was not able to do this because the interviews were 

conducted in the staff room or in coffee shops, thus making it difficult for the 

teacher to listen to the recording. Nevertheless, my descriptions helped the 

teachers to remember specific aspects of their lessons and gave them the 

opportunity to describe what they had done as well as explain why they had 

taken certain actions. In order to minimise the limitation of this technique, 

which is with regards to the period of time between the lesson and the 

conduction of the playback interview (Dornyei, 2007), I undertook these 

interviews as soon as possible following the lesson observations so that the 

participants would be able to recall the underlying principles of their practices. 

 

In all the interviews, I used a semi-structured interview guide (see subsection 

5.3.3), in which I predefined a set of key themes that I wanted to discuss with 

the GLTs. When researchers want to discuss particular issues with participants 

about a phenomenon and also want to give them the opportunity to express their 

perspectives of their practices without interruption, they often use a semi-

structured interview guide (Brenner, 2006; Kvale, 1996). From this perspective, 

I made this choice for a number of reasons. Firstly, the use of such an interview 

guide is considered a suitable means for revealing teacher pedagogical 

principles (Borg, 2006; Elbaz, 1991; Woods, 1996). The GLTs had the 

opportunity to express their thoughts about their practices freely without the 

constraints of a specific set of questions. As such, what had happened in a 

lesson was understood from their point of view rather than mine.  

 

Secondly, this guide can contribute to the emergence of unique issues that 

researchers may not have previously considered (Campbell et al., 2004). GAL 

teaching is defined by teachers‘ principles, practices and contextual factors, and 

thus it was difficult for me to consider in advance all of the issues related to 
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GAL teaching. Thirdly, by bearing in mind the key issues prompted on a 

schedule rather than having a set of pre-determined questions, I was able to 

explore important issues for my research derived from either the classroom 

observations or theoretical considerations, whilst still allowing the GLTs to 

explain their practices in their terms (see Brenner, 2006; Dornyei, 2007; 

Heigham & Croker, 2009).  

 

However, one limitation of using an interview guide is the risk that I could have 

directed the GLTs towards the discussion of issues that only interested me (see 

Borg, 2006). In order to avoid this, I was open-minded, accepted different 

aspects developed by the GLTs and used the kind of questions that allowed 

them to present their perspective regarding their practices (for the different 

kinds of questions see Spradley, 1979). For example, I used open-ended 

questions to encourage them to describe in detail their teaching strategies and 

explain why they had adopting them in the lessons that I observed as well as I 

used probes (e.g. ‗uh-huh‘, ‗yes‘) to extend or clarify the teachers‘ answers. 

 

5.2.3. Other data collection methods 

 

Following the recommendations of Heigham and Croker (2009) as well as Yin 

(2011), in order to triangulate my data and provide a ‗thick‘ description of GAL 

teaching, I collected and analysed relevant documents, including the national 

curriculum, teaching materials, lesson plans and student writing samples. For 

instance, Freeman (1991) combined semi-structured open-ended interviews 

with document analysis of participant teachers‘ written work and lesson 

observations to investigate the development of the thinking of four teachers 

during an in-service programme. From this perspective, these types of 

documents can serve to shed light on different stances regarding the observed 

phenomenon.  

 

The documents that I collected became a subject for discussion with the GLTs, 

who expressed their opinion about them and explained their decisions 

underlying their lesson plans. In addition, they illustrated the educational 

policies regarding GAL teaching. For example, curriculum documents and 
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teaching materials led me to identify the extent to which the policies of the 

Greek Ministry of Education and Religious Affairs are reflected in the teaching 

of GAL in mainstream classrooms (see section 2.3). I also asked the teachers 

for their opinions about teaching materials, something that helped me to unpack 

their beliefs about GAL teaching in mainstream classrooms. I had difficulty 

collecting lesson plans because, as Calderhead (1996) highlights, experienced 

teachers tend not to write formal lesson plans systematically. This might also 

have occurred because the design of a lesson plan is not compulsory for 

mainstream teachers in Greece. Only one teacher gave me her lesson plans, 

which enabled me to see the logic behind her lesson preparation and the extent 

to which she adapted her teaching to the needs of all pupils in her lessons. 

Finally, only two teachers gave me student writing samples that could shed light 

on how these teachers conceptualised GAL learning and on how they perceived 

GAL pupils‘ performance.  

 

 

5.3. Research design  

 

In this section, I discuss the way research was conducted during the fieldwork. 

In subsection 5.3.1, I justify the selection of the particular settings, describe the 

obstacles that I encountered during the fieldwork and the characteristics of the 

focal schools. I also explain how I chose the focal GLTs and the changes in the 

research design that I was obligated to make because of issues arising during 

the fieldwork (5.3.2). In subsection 5.3.3, I present the process that I followed 

while collecting my data and my key interests when carrying out the 

observations and interviews. In subsection 5.3.4, I describe the ethical 

principles that I followed.  

 

5.3.1. Sites of data collection  

 

For this research, as mentioned in Chapter 2, junior secondary schools were 

selected as the appropriate school type for two reasons. Firstly, such a school is 

the final compulsory level of the Greek education system, and more GAL pupils 

are placed there than in senior secondary schools. So, it made it easier to find a 
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suitable research cohort. For example, according to statistical data, in 2008-

2009, 28,680 GAL pupils studied in junior secondary schools, while only 9,229 

GAL attended senior ones (IPODE, 2009). Secondly, in this school type there 

has been a rapid increase in subject-specific literacy and academic language. 

This has led to a significant numbers of GAL learners facing difficulties in 

understanding subject-related concepts and in using academic language 

(Koiliari et al., 2001).  

 

To explore the influence of school context and policy on the practices and 

interpretations of teachers, I selected two different schools through the method 

of snowball sampling, which enables researchers to ―...get to know potential 

participants by means of others‘ referrals...‖ (Duff, 2008: 117). This method 

was very useful for my research due to the difficulties that I had in locating 

schools where a significant number of GAL learners were placed, where head 

teachers approved the conducting of the research and teachers were willing to 

participate.  

 

Initially, I contacted the head teachers of three schools, which two 

acquaintances suggested, in Thessaloniki, the second largest city in Greece, and 

in the prefecture of Khalkidhiki, explaining the purpose of my research and the 

proposed data collection methods. The head teacher of the first school, which 

was located in a borough of Thessaloniki, told me that he would accept me in 

his school as long as the GLTs agreed to participate in my research. He did not 

ask for further information about my proposed study or show an interest in my 

research topic. I then approached three GLTs, but two of them did not consider 

it appropriate for me to attend their classes. One explained that she had not 

covered the syllabus and so was now rapidly trying to fill the gaps by focusing 

on grammar exclusively. The other told me that she only had second-generation 

GAL pupils who had writing difficulties and so this sample would not be useful 

for my research. The third GLT was willing to accept me in her class as she was 

interested in GAL teaching and had participated in related seminars (field notes, 

informal discussions, 26/3/12). However, due to the refusal of the majority of 

GLTs and the indifference of the head teacher, I decided not to include this 

school in my sample. 
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In the second school, which was located in Khalkidhiki, despite the head 

teacher giving his consent, only one out of two GLTs admitted that GAL pupils 

had difficulties in coping with the given national curriculum and was willing to 

participate in my research (field notes, informal discussions, 27/3/12). Also, 

only a handful of GAL pupils attended the classes, i.e. each class had one or 

two GAL pupils. This led to me coming to the conclusion that fruitful research 

in this school would not be possible and so I also chose to omit it from my 

investigation. In the third school, also in Khalkidhiki, both the head teacher and 

the GLTs appeared to be reluctant to admit that there was a problem with GAL 

pupils in their school. They reported that all GAL pupils were of second 

generation, and so did not have any language problems. The GLTs believed that 

GAL pupils had difficulties only because of their indifference to study and their 

parents‘ lack of Greek. They also stressed that the ministry had not provided 

them with guidelines on how to teach GAL in their classes, and so they 

conducted their lessons following the given national curriculum without making 

any adaptations (field notes, informal discussions, 28/3/12). From this 

discussion, I did not feel that the school would be a supportive environment for 

my proposed research and so I excluded it from my sample.  

 

After these three unsuccessful attempts, I contacted one of the head researchers 

of the European-funded project ‗Educating foreigner and repatriated pupils‘ 

(see subsection 2.2.3) and she provided me with the details of ten schools 

participating in this programme. In this way, two head teachers accepted me 

into their schools. The others were not willing for their school to participate in 

this research or reported that their GAL pupils did not have any language 

problems.  

 

The two focal schools are representative of city centre schools which typically 

have large numbers of GAL pupils. Both schools are mainstream (ordinary) 

junior secondary in the centre of Thessaloniki and in an area where ethnically 

mixed neighbourhoods of working-class families live. The difficulty pupils had 

had in paying for their school trips, which were around 7 pounds per person, as 

the head teachers and teachers informed me (field notes, informal discussions, 

29/3/12, 25/4/12), and the status of the district where the schools are located, 
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were indications of the pupils‘ low socioeconomic status. Both schools have 

Year 1, Year 2 and Year 3 like all mainstream junior secondary schools in 

Greece. They were housed in buildings in which other schools were located. 

The first school shared a three-storey building with another junior secondary 

school and a senior secondary one, each occupying one floor. The second 

school shared a three-floor building with a senior secondary school, and each 

school was housed in particular classrooms. 

 

In the spring of 2012, the population of the first school was 230 pupils of whom 

138 were GAL pupils, whilst the second had 188 pupils of whom 166 were 

GAL learners. In both schools, the GAL pupils‘ national backgrounds included 

Albanian, Russian, Georgian and Armenian, being first or second-generation 

immigrants. Despite the high proportion of GAL pupils in both schools, no 

educational policy related to GAL teaching had been established, and neither 

integration nor support classes, through which academic and language support 

can be given to GAL pupils in mainstream schools (see section 2.3), were on 

offer in either school. 

 

Nevertheless, following a decision by both head teachers, the schools started to 

participate in European-funded projects. In the school years 2006-2008, the first 

school participated in the project ‗Integration of Repatriated and Foreign 

Students in Secondary Education (Gymnasium)‘ (see subsection 2.2.3). . In the 

school years 2011-2012, both schools participated in the project ‗Educating 

foreigner and repatriated pupils‘ (see subsection 2.2.3). In both schools, 

withdrawal classes were established (GAL learners were withdrawn from 

music, art and gymnastics classes for 15 hours per week) as part of this 

programme to help GAL pupils learn Greek and to support them in the learning 

of all curriculum subject areas. The participation of GAL learners in this class, 

which amounted to 50 in the first school, was optional and parents were 

required to give their permission for their children to attend.  

 

This project also provided head teachers and teachers with the opportunity to 

participate in seminars related to GAL teaching (see subsection 2.2.3). 

However, in the first school the head teacher and most of the teachers did not 
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show any interest in participating in them (field notes, informal discussions, 

29/3/12, 2/4/12). On the other hand, in the second school, the head teacher took 

part in different seminars organised by this programme, because of his interest 

in learning more about intercultural education (field notes, informal discussion 

with the head teacher, 30/3/12). However, only one teacher participated in the 

seminars and showed an interest in learning how to teach GAL, but 

unfortunately he was reluctant to participate in my research (field notes, 

informal discussion, 2/4/12). 

 

5.3.2. Selection of the participant teachers 

 

The research sample consisted of four GLTs who taught the subject Greek in 

the two junior secondary schools, with two of them teaching it in Year 2 and the 

others in Year 3. While designing this research, I sought to recruit teachers of 

Year 1, where students aged 12-13 study, for two reasons. First, this year 

represents the transition from upper primary to junior secondary school where 

pupils are expected to use academic language for the first time as part of the 

next stage of the national curriculum. So, I was interested in seeing how they 

coped with this shift as well as what strategies the teachers employed to support 

them in this change. Second, newly-arrived GAL learners are usually placed in 

these classrooms, even if they are older, due to their insufficient level of Greek. 

However, at the first school, only GLTs from Year 2 (pupils aged 13-14 study) 

and Year 3 (pupils aged 14-15 study) were willing to participate in my research. 

So, I decided to recruit GLTs from these years as well as in the second school 

so that my multiple case studies could be balanced as well as variable, as Stake 

(2005) recommends. 

  

I initially hoped to include two experienced and two less experienced GLTs 

with the aim of determining if experience had any impact on the way in which 

they interpreted the concept of GAL and their teaching practices (for the 

relation between experience and teacher cognition, see Tsui, 2003). However, 

the majority of the GLTs in the selected schools were already experienced, and 

they were the only ones who expressed an interest in participating in the 

research.  
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In the first school, I was already acquainted with one of the two participant 

teachers as she had been involved in previous research of mine and had 

collaborated with my Master‘s degree supervisor. She was more than willing to 

participate in my research, helped me to gain access to the school and facilitated 

the recruitment of the second teacher. The rest of the GLTs did not express any 

interest and kept a distance during my presence at their school. In the second 

school, the head teacher was very supportive and introduced me to the school‘s 

GLTs. Only three out of five expressed an interest, and I selected two of them 

according the level that they were teaching (for teachers‘ profile, see Chapters 6 

to 8).  

 

5.3.3. Data collection process 

 

The process for my case studies involved the following. 

 

1. A background interview with the GLTs to find out about their 

background, their training, their interpretations of the concept of GAL 

and of GAL learning, their general views on GAL teaching as well as 

their perspectives regarding the national curriculum and teaching 

materials.  

2. Non-participant observations with a semi-structured guide of two 

lessons, lasting a total of 90 minutes (the lessons lasted 45 minutes 

each), over a period of three weeks. In these observations, I became 

aware of the context of each classroom and made detailed reports of 

teaching activities, lesson aims, content, teaching materials, teachers‘ 

questions and pupils‘ participation. 

3. A playback interview with a semi-structured guide, where I discussed 

with the GLTs their teaching practices in the two lessons that I had 

observed. Teachers had the opportunity to choose the teaching activities 

that they wanted to discuss. This gave them freedom of choice such that 

I became aware of the incidents they considered as being important.  

4. Non-participant observations with a semi-structured guide of two 

lessons, lasting a total of 90 minutes (the lessons lasted 45 minutes 

each), over a period of two weeks. Although these observations took the 
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same form as the first round, I also paid attention to the issues that the 

teachers had highlighted in the previous interview as being important for 

them.  

5. A second playback interview with a semi-structured guide, with the 

focal teachers. In this interview, I also focused on specific aspects of 

teaching activities and clarified important issues. 

 

At this point, it is important to stress that the research focus was on describing 

the teaching practices of the four GLTs in detail and on how they interpreted 

these practices. I did not attempt to evaluate the effectiveness of their practices 

in terms of defining what constitutes ‗good‘ teaching of GAL. In addition, two 

out of the four teachers requested two interviews to be conducted at the same 

time, even though initially they consented to participating in three interviews, 

claiming that they did not have sufficient time to do so (field notes, informal 

discussions, 23/4/12, 2/5/12). So, with the first teacher I conducted the 

background interview, followed immediately by the playback one while with 

the second teacher I conducted the first and the second playback interview at 

the same time. Table 5.1 summarises the types and the amounts of data 

collected. 

 

Data types/ 

 

Teachers’ 

pseudonym 

A: audio recorded, N: field notes, M: teaching materials 

 

INT: interview, OBS: observation 

 

INT

1 

OBS1 OBS2 INT2 OBS3 OBS4 INT3 

Anna ------ N,M 

45:00 

A,N,M 

45:00 

A 

38:00 

A,N,

M 

45:00 

A,N,

M 

45:00 

A 

1:06:0

0 

Elena A 

24:4

4 

N,M 

45:00 

A,N,M 

45:00 

------ A,N,

M 

45:00 

A,N,

M 

45:00 

A 

35:36 

Maria N 

1:20:

00 

N,M 

45:00 

A,N,M 

45:00 

N 

1:00:

00 

A,N,

M 

45:00 

A,N,

M 

45:00 

N 

1:20:0

0 

Andreas A 

23:3

6 

N,M 

45:00 

A,N,M 

45:00 

A 

37:14 

A,N,

M 

45:00 

A,N,

M 

45:00 

A 

23.51 

Table 5.1: Types and the amount of data collected 
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For the observations, the Ministry of Education and Religious Affairs did not 

give me permission to video-record the lessons and so I used audio-recording 

and detailed field notes (for a sample, see Appendix 9). The first lesson was not 

audio recorded, as teachers did not want me to do so in their lessons until they 

felt comfortable with my presence in their classroom. I therefore used my field 

notes to describe the activities and interactions. In the following lessons, I 

audio-recorded the observations with the consent of the teachers and pupils and 

also kept detailed field notes on pupils‘ ways of participating in classroom 

activities. The teachers asked me to sit at the back of the class and when I used 

my audio-recorder, they requested me to keep it on my desk out of sight in 

order not to distract the pupils.  

 

I drew up a plan identifying key themes before every observation, which was 

based on theoretical considerations as well as issues emerging out of earlier 

observations and interviews with teachers. Specifically, I focused on teachers‘ 

activities; the different stages of teaching activities; the way teachers set up the 

activities; lesson aims; lesson content and teaching materials. I also 

concentrated on teacher-pupil interactions, in particular, on teacher questions 

and pupil responses to identify the different types of each, as well as the extent 

of the pupils‘ answers. This enabled me to acknowledge the opportunities for 

language production that teachers gave to the GAL pupils. I also recorded 

pupils‘ participation and activity structure to identify the opportunities for 

participation that teachers gave to GAL pupils. I did not focus on pupil-pupil 

interactions as there were few opportunities to interact with classmates, and in 

any case the teachers did not allow me to have more than one microphone in 

their class or to go around the classroom.  

 

I decided to conduct sequential interviews so as to be able to capture teachers‘ 

points of view, to have the opportunity to remedy omissions and in order to 

obtain a fuller picture of teachers‘ perspectives, following Charmaz‘s (2003) 

recommendations. All interviews, apart from the three with one teacher, were 

audio-recorded with the participants‘ consent and I had a prepared guide 

covering the main issues that I wanted to discuss with each particular 

participant. The background interview focused on the teachers‘ previous 
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teaching experience in general education and in mainstream classrooms with 

GAL pupils, including: how they entered the profession; their teacher education 

and development regarding GAL; their interpretation of the national curriculum, 

of GAL as well as of GAL learning and teaching in general (see Appendix 6). 

As mentioned above, I did not ask direct questions about their beliefs, but 

rather, their opinions about a range of pedagogic issues. The interview plan of 

the playback interviews was based on theoretical considerations, issues 

emerging out of classroom observations and earlier interview data (see 

Appendix 7). Specifically, during these interviews, I gave the focal teachers the 

opportunity to comment on particular teaching activities, express their thoughts, 

to explain the reasoning behind their decisions and encouraged them to clarify 

issues that had arisen from both the background and the other playback 

interviews.  

 

In the research design, I had also aimed to focus on the way GAL learners 

interpreted the actions of teachers. Hird et al. (2000) mention that the 

exploration of the same teacher‘s actions from both teacher and pupil points of 

view would be interesting. It was important, therefore, that the pupils‘ voices 

did not remain silent and that their points of view about teaching could be 

revealed. However, in the fieldwork, I was able to conduct only one focus group 

interview in the three of the four classrooms after having gained the parents‘ 

permission. Unfortunately, this single interview was insufficient for making the 

learners feel comfortable enough to discuss their learning experiences with a 

person who they did not know very well. The majority commented that they 

understood everything in the class and only few shared their language 

difficulties (see field notes in the electronic appendices). In addition, the GLTs 

selected the GAL learners who could participate in the interview, and so they 

could have chosen their favourite learners. As a result, I decided not to include 

these data but I hope to explore GAL teaching from the GAL pupils‘ 

perspective in future work. 
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5.3.4. Ethical considerations 

 

A qualitative researcher should always bear in mind the risks that participants 

may take when participating in research, even though, as Davis (1995) states, it 

is impossible to predict all ethical dilemmas that may emerge. A researcher 

should always protect their participants from these risks and should follow 

some basic ethical principles. In order to protect my research participants, I 

informed the teachers and the parents of the purpose and activities of the 

research, providing them with an information sheet in Greek. Specifically, 

following Brenner‘s (2006) suggestions, I specified the nature of the research, 

the process in which they were being asked to participate, the themes that they 

were expected to respond to, how their confidentiality would be protected, the 

people who they could contact in case they had queries or complaints, and I 

explained the risks and benefits pertaining to their agreeing to participate in the 

research. Thus, all were conscious of the research process and whilst the 

teachers could decide voluntarily if they wanted to participate, the pupils‘ 

parents could choose whether to allow their child to be observed. I ensured 

confidentiality and anonymity by using pseudonyms for the name of the schools 

in which the research was conducted, and for the names of all the research 

participants. I also guaranteed that information obtained during the study would 

not be available to others and that the participants had the opportunity to check 

the transcriptions of the observed lessons and interviews for their authenticity. 

In addition, I asked for the permission of teachers and parents before audio-

recording classroom lessons. All the teachers gave me permission to audio-

record three out of four lessons, as explained in the previous subsection. I also 

requested the teachers‘ consent before audio-recording the interviews. One 

refused, so I took detailed field notes when interviewing her. Finally, all 

participants willingly signed the consent form. 

 

My fieldwork was conducted with the permission of the Greek Ministry of 

Education and Religious Affairs. I explained the research aims, methodology 

and the contribution of this research to the understanding of GAL teaching in 

mainstream classrooms. The ministry permitted me to conduct this research in 
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the two particular schools. I also gained the approval of the King‘s College 

Research Ethnics Panel before conducting the research.  

 

 

5.4. Data analysis  

 

In order to understand classroom events, a number of researchers argue that 

participants‘ characteristics, activities, interactions, artefacts, espoused 

statements and activity goals as well as the physical, cultural, and social 

contexts need to be described in detail (Bloome et al., 2005; LeCompte & 

Preissle, 1993; Spradley, 1980; Watson-Gegeo, 1988). Such description tends to 

enable researchers to provide a detailed picture of events as they actually 

happen in particular settings, not by giving an evaluation of what has happened, 

but rather, leaving the participants to speak through their actions (verbal and 

nonverbal) (Foster, 1996; Hammersley & Atkinson, 2007; Spradley, 1980; 

Woods, 1986). This can lead to the presentation of the events from participants‘ 

point of view and, as Foster (1996) argued, serves ―to minimise the influence of 

researchers‘ preconceptions and to avoid imposing existing preconceived 

categories‖ (p. 6). Seen in this light, in order to present the meanings that the 

GLTs gave to their teaching activities, I decided to describe the teachers and 

pupils, what the teachers did and said, how they used objects, what goals they 

set as well as when and where the activities happened, without providing an 

evaluation of these matters. I also decided to detail the classroom contexts, 

pupils‘ characteristics and teaching materials that the focal teachers used in 

their lessons based on my field notes and documents collected so as to convey 

the contexts in which the teachers worked.  

 

In this section, I first describe how I transcribed and translated my observation 

and interview data (5.4.1) and then I discuss how I analysed my interview and 

classroom observation data. Specifically, I explain how the observation data 

were analysed so as to describe classroom context and what the focal GLTs 

actually did when they taught the subject Greek in regular classes (5.4.2). In the 

following subsection, I present the process of the analysis of interview data, 

which covers teachers‘ background information, their understanding of GAL 
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teaching in general and their reasons for using different teaching activities in 

their lessons.  

 

5.4.1. Transcription and translation of the observation and interview data 

 

Transcription has been considered to be a form of representation and 

interpretation of speech and interactions that tends to be influenced by political, 

ideological, methodological or theoretical assumptions (Bucholtz, 2000; Green 

et al., 1997; Roberts, 1997). Kvale (1996) points out that researchers appear to 

choose what to transcribe and how to transform oral to written language in 

terms of how they intend to use the transcripts. This may also occur due to the 

lack of common-acceptable criteria for how transcription should be conducted 

and the difficulty to reproduce exactly the spoken word in the written language 

(Brenner, 2006). In this research, I transcribed all audio-recorded interview data 

with the four teachers verbatim, because such transcription could enhance 

clarity in what the interlocutors were trying to say (see Kvale, 1996). I initially 

recorded paralinguistic features, such as pauses, intonations and emotions in 

detail but, after the first transcriptions, I decided to note only the prominent 

features (see Appendix 8). I realised that this was sufficient since I decided to 

analyse my data thematically for my purpose of identifying the participants‘ 

views, rather than conducting discourse analysis, for which a more detailed 

transcription would have been needed (see Bloome et al., 2005; Heritage, 

1997a; Jarvis & Robinson, 1997). Regarding observation data, I initially wrote a 

summary of the lessons and then of the teaching activities owing to the amount 

of data (see outlines of teachers‘ teaching activities in the electronic 

appendices). I transcribed verbatim only the data that were representative of the 

key teaching practices of the teachers and that were to be included in Chapters 6 

to 9. I also recorded prominent paralinguistic features and non-verbal 

communication so as to identify question-and-answer exchanges, teachers‘ 

participation strategies and pupils‘ participation in classroom talk. All the 

transcription was undertaken during or immediately after the fieldwork.  

 

All the observation and interview data were in Greek. The fieldwork was 

conducted in a Greek school context, all the classroom observations were in 
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Greek, and the participant teachers were Greek native speakers. I also 

considered that it would be more appropriate for teachers to use their mother 

tongue to express their thoughts during the interviews rather than English. 

However, I translated some data into English in order to report them to 

audiences that are not familiar with Greek, including my supervisors. Regarding 

the interview data, I translated whole interviews, whereas for the observation 

data I translated only the parts that are presented in this thesis to illustrate 

teachers‘ teaching practices.  

 

The limitations of both literal and meaning-oriented translation, the difficulty of 

filling cultural and language gaps between two different languages and the 

issues regarding transparency of translation (see Shah, 2004; Temple & Young, 

2004; Twinn, 1997) led me to decide how to translate my interview and 

observation data. I attempted to maintain the English translation as close to the 

original as possible in order to indicate the language that the participants used to 

express themselves (see Jaffe, 2007; Johnstone, 2002). However, on those 

occasions where the equivalent English word could not represent the meaning 

of the original language or the translation was incomprehensible, I chose words 

that, according to my interpretation, could clearly represent the meaning of the 

participants‘ utterances (see Huiping, 2008; Regmi et al., 2010). In these cases, 

I shared the translation with bilingual Greek-English speaking colleagues, as 

Ercikan (1998) recommends, or native English speakers so as to ensure that the 

word choice was conveying the meaning of the Greek words and/or that 

translation was comprehensible to English speakers. I rarely include original 

data in the thesis manuscript as I was determined to protect the participants‘ 

anonymity. Appendix 10 contains the interview transcripts and translation from 

one of the case studies in this research. All transcripts from the other case 

studies are in the electronic appendices.  

 

5.4.2. Analysis of the classroom observation data 

 

To analyse my observation data, I adopted an ethnographically informed 

approach that is proposed by Bloome et al. (2009). Their aim was to elicit a 

detailed description of classroom events relating to the research questions so as 
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to perceive the meanings that participants gave to their teaching activities in 

particular settings. A detailed description enabled me to present the key 

teaching practices adopted by the GLTs when they taught the subject Greek in 

their classroom from their perspective. 

 

By going through my audio-recordings and field notes in a systematic way and 

asking the question ‗what is going on here?‘ with regards to GAL teaching, I 

identified the phases of the observed lessons. Each phase is characterised by a 

particular topic and aim which was accomplished by an activity and was 

marked by differences in teacher and pupils‘ interactional patterns (Bloome et 

al., 2009). During each lesson, there were two kinds of phases: organisational 

phases in which the teacher and pupils were involved in activities related to the 

organisation of the class, like calling the register or organising the classroom 

layout; and instructional phases (Mehan, 1979) in which they engaged in 

activities related to subject content teaching. Because of the huge amount of 

data, it was impossible to take into account everything that was going on in a 

classroom (see Duff, 1995; LeCompte & Preissle, 1993). For this reason, I 

targeted instructional phases in which teachers and pupils were engaged in 

activities related to subject content teaching, as I was interested in the teaching 

strategies adopted by GLTs when they teach the subject Greek in their classes.  

Then, I identified the teaching activities of the instructional phases of each 

lesson to achieve an understanding of the participant teachers‘ teaching 

practices (see Richards & Lockhart, 1996). Specifically, I focused on activity 

types, on how they were set up and how they were carried out. This shed light 

on the purpose of the activities, the knowledge and skills that teachers aimed 

pupils to develop, the content of the activities, the materials that the teachers 

used to carry them out, the role of the teachers in setting them up and the 

participant organisation of the activities. The detailed description of teaching 

activities was abbreviated considerably for inclusion in the thesis, but did it 

contribute to the development of categories to describe teachers‘ teaching 

practices. 

 

Through an extensive and repeated examination of the lesson observation data I 

identified the strategies that the participant teachers adopted to teach the subject 
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Greek in their lessons and each was given a code (see Appendix 11). However, 

the identification of codes is not usually enough to understand the underlying 

meanings and the connections between data (Green, 2008). Hence, I constructed 

broad categories by classifying the codes according to their similarities, with a 

view to detecting the underlying meaning of the data. The categories that have 

been connected with the interview data (see subsection 5.4.3) are the following: 

a) instructional strategies for focusing on carrier content, b) instructional 

strategies for language point teaching, c) use of linguistic and contextual cues 

for language comprehension and d) use of linguistic and contextual cues for 

language use and participation (see Table 5.2).  

 

Categories Description 

a) Instructional strategies 

for focusing carrier content  

 

What are the GLTs‘ aims when turning 

pupils‘ attention to carrier content? What 

type of activities and strategies do the GLTs 

organise to achieve this?  

 

This category enables me to categorise the 

teaching activities and strategies that teachers 

employed so that pupils could focus on 

carrier content.  

b) Instructional strategies 

for language point teaching  

 

What types of activities do the GLTs conduct 

to teach language points? Do they teach 

language points through meaningful content, 

incidentally or out of context?  

 

This category helps with the categorisation of 

the teachers‘ teaching activities aimed at the 

teaching of language points. 
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Table 5.2: Framework for analysing the teachers‘ teaching activities 

 

These categories were not set a priori but instead were influenced by what was 

found in the data. This enabled me to be open to my data rather than forcing 

them to fit into predetermined categories (see Borg, 2006; Patton, 2002). Of 

course, my theoretical orientations, ideas and personal perceptions influenced 

the development of my categories. Categories have not been considered purely 

inductive as researchers‘ theoretical ideas, perceptions and stereotypes have an 

influence on them (Hammersley & Atkinson, 2007; Patton, 2002). In the 

description of the data in Chapters 6 to 9, I present extracts of classroom 

observations to show the teachers‘ teaching activities for each category as well 

as espoused statements by teachers giving the reasons why they adopted these 

activities.  

 

c) Use of linguistic and 

contextual cues for 

language comprehension 

 

What means do the GLTs embrace to make 

pupils comprehend classroom language and 

content materials?  

 

This category helps me identify the linguistic 

and contextual cues that the GLTs adopted to 

help pupils comprehend new information and 

skills. 

d) Use of linguistic and 

contextual cues for 

language use and 

participation 

What forms of exchange do the GLTs use in 

their classes? What question types do they 

ask? How do they engage pupils‘ 

participation in classroom talk and activities? 

Do they modify their speech? 

 

This category helps me to identify the 

strategies that the teachers used to promote 

pupils‘ participation in classroom talk, to 

make their language comprehensible as well 

and encouraged language production.  
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5.4.3. Analysis of the interview data 

 

To analyse interview data, I adopted a qualitative content analysis approach 

suggested by Miles and Huberman (1994), which aims to identify the main 

themes arising from these data. This enabled me to describe the espoused 

statements of the focal teachers about GAL teaching and their teaching 

activities. By going through my audio-recordings and interview transcriptions in 

a systematic way and asking the question ‗What is being talked about here‘, I 

identified different codes for each case study (see Appendix 12). I created, 

reviewed and revised the codes constantly during the data collection and 

analysis because, as Miles and Huberman (1994) suggest, it is important to 

connect data with their context. This process enabled me to reduce my data and 

hence, recognise data segments related to my research aims. I also kept detailed 

notes, termed ‗memos‘, of all my thoughts, impressions, reflections and ideas 

for every code to keep track of their definitions and the reasons why I 

developed each of them, as Dornyei (2007) and Yin (2011) recommend.  

 

After coding, I constructed broad categories by classifying each code according 

to their similarities, with a view to detecting the underlying meaning of data 

(see Green, 2008). I moved backwards and forwards between data collection, 

data analysis and data interpretation and I continually added, changed, removed 

or developed new categories. So, the categories were not set a priori, but rather 

were influenced by what was found in the data.  

 

Categories Description 

a) Teachers’ understandings 

of language 

What do the focal GLTs consider that 

language is, what does it consist of and 

how does it work? 

b) Teachers’ understandings 

of language learning 

What should GAL pupils learn in order to 

master Greek, according to the focal 

GLTs? 

c) Teachers’ understandings 

of language teaching 

How do the focal GLTs consider that they 

should teach the subject Greek in their 



 

152 

 

Table 5.3: Framework for analysing teachers‘ espoused statements about GAL 

teaching 

 

The categories that emerged from the parts of the interviews in which teachers 

expressed their beliefs regarding GAL teaching at a theoretical level are the 

following: a) teachers‘ understandings of language, b) teachers‘ understandings 

of language learning, c) teachers‘ understandings of Greek language teaching, 

and d) teachers‘ interpretations of the national curriculum and textbook (see 

table 5.3). These categories contributed to the identification of the different 

interacting sources driving their cognition as well as the knowledge and beliefs 

that might have had an impact on their teaching decisions and practices, prior to 

the classroom observations. The categories that emerged from the playback 

interviews in which the teachers explained the activities of their lessons that I 

observed were merged with those that I used for analysing the observation data 

(see Table 5.2). This gave insights regarding the connection between actual 

teaching activities and the reasons underlying these.  

 

5.4.4. Concluding comments 

 

After categorising the codes, I constructed broad themes by unifying the 

developed categories of both the observation and interview data analysis based 

on their similarities and dissimilarities (see Chenail, 2008). These themes, 

which I then considered in light of the theoretical concepts discussed in Chapter 

4, at the same time contributed to the development of the analytic framework 

presented in the same chapter. This framework was used to analyse the 

teachers‘ principles and practices in Chapters 6 to 9 and to guide the discussion 

on the research findings in Chapter 9. The observation and interview codes that 

classrooms? 

d) Teachers’ interpretations 

of the national curriculum 

and textbook 

What is the focal GLTs‘ opinion on the 

curriculum and textbook provided by the 

Greek Ministry of Education and Religious 

Affairs? 
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emerged from the data were also used as part of the input for teacher education 

and curriculum development in Chapter 11.  

 

In Chapters 6 to 9, I detail the focal teachers‘ background information, their 

espoused statements regarding GAL teaching, the classroom background and 

the teaching materials. I also provide detailed description of the teaching 

activities that occurred in non-contrived settings as well as the teachers‘ 

understandings of these. Taken together, this description allows for a holistic 

perspective regarding how GAL was being addressed in the focal mainstream 

classrooms from the teachers‘ perspective. 
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Chapter 6 

Case Study: Anna 

 

6.0. Introduction to the data chapters 

 

This chapter presents the first of four case studies chapters that describe the 

pedagogic principles underlying the teaching strategies of four GLTs in subject 

Greek classes with both GMT and GAL pupils. The findings from each case 

study are organised according to the main categories that emerged from 

analysing both the interview and observation data of the four case studies (see 

section 5.4). Each category is presented with evidence from the data in the form 

of extracts from lesson transcripts and teachers‘ interviews. The structure for 

each of the four case study chapters is the same. In the first section, I present the 

GLTs‘ teaching and professional background with the aim of recognising the 

factors that had an influence on their teaching. Then I outline their espoused 

beliefs about language, language learning and teaching and about the prescribed 

national curriculum and textbook. In the following section, I describe the 

teaching strategies that the teachers used for the subject Greek in terms of the 

type of teaching activities and the reasons underlying these activities. In the 

final section, I summarise the teachers‘ pedagogic principles and their related 

teaching strategies. I also explain the extent to which these principles and 

practices match the principles of additional language teaching discussed in 

Chapter 4. Following the description of all four case studies, I discuss the 

salient issues rising from the data in Chapter 10.  

 

 

6.1. Background information and influences: Anna 

 

Anna (pseudonym) is a Greek native speaker and an experienced GLT, being in 

her 32nd year of teaching and in her 25th year in the present school at the time 

of the fieldwork. She was enthusiastic about working with GAL pupils and was 

willing to adapt her lessons to support their learning. Her first degree was in 

History. As she mentioned in our first interview, she was aware that her initial 
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teacher education did not include the pedagogical training and teaching 

practicum needed to teach in secondary education (CS1_int1: 8). She reported 

that, as a result, in her early teaching career she adopted the teaching styles and 

strategies of her old schoolteachers as she knew only these ways of teaching 

(CS1_int2: 10). When she came to realise that these styles and strategies were 

outdated and ineffective, she made an effort to update her approach through 

drawing on her experience, in-service education and having discussions with 

more experienced colleagues (CS1_int2: 18).  

 

Her first experience in a mainstream classroom with both GAL pupils and GMT 

learners was ten to 12 years previously. She was aware that her teaching 

changed from the moment that GAL pupils were placed in the mainstream 

classroom (CS1_int2: 20). Before this situation, she claimed that she adopted a 

traditional teacher-led teaching approach as her GMT pupils had excellent 

academic performance and were able to work individually without her support 

(CS1_int2: 22). However, when GAL pupils were placed in the mainstream 

classroom, she understood that her approach was ineffective and unsuitable for 

such classrooms. She realised the difficulty GAL pupils had in coping with the 

current curriculum because of their failure in classroom tests and of their non-

involvement in classroom activities (CS1_int2: 22). She stressed that before 

gaining knowledge about how to cope with these circumstances, she had just 

simplified lesson content and had had to explain many unknown words so that 

GAL pupils could understand what was happening (CS1_int2: 24). However, 

she had been disappointed with these strategies as she felt that pupils were not 

learning anything (CS1_int2: 24). For this reason, when the organisers of the 

project ‗Integration of repatriated and foreign pupils in secondary education 

(Gymnasium)‘ (see subsection 2.2.3) had proposed that her school participated 

in it, she had decided to get involved. She had thought that it would be a very 

interesting and helpful experience to understand how to teach in such 

classrooms (CS1_int2: 26). 

 

She highlighted that her participation in this project had an effect on how she 

approached GAL teaching in the mainstream classroom. During this 

programme, Anna attended in-service seminars, in which she became aware of 
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the strategies that she could use to teach GAL through subject areas (CS1_int2: 

26). Besides participating in in-service programmes, she had been given the 

opportunity to cooperate with GAL teachers. In particular, these teachers had 

attended her classes, had explained to her how to deal with GAL teaching and 

helped her to organise group work in her lessons. According to her, through co-

teaching she was provided the opportunity to learn how to apply group work in 

practice and to understand the advantages of using group work in such lessons 

(CS1_int2: 28).  

 

In 2009, she started a Masters Degree in Education at the Greek Open 

University with a focus on the topic of intercultural education because of her 

personal interests in this subject (CS1_int1: 32). This degree, according to 

Anna, made her aware of theoretical knowledge about second language 

acquisition, intercultural education and bilingualism (CS1_int2: 36). Such 

knowledge helped her realise the importance for GAL pupils developing their 

mother tongue and facilitated her better understanding of the method of group 

work (CS1_int2: 36). She also stated that she recognised the importance of 

respecting pupils‘ cultural and language diversity, and of relating lesson topics 

to GAL pupils‘ cultural experiences (CS1_int1: 112, int2: 50).  

 

She also felt that her learning experiences and her personal preferences had an 

impact on her teaching decisions. She used teaching strategies that she 

considered helpful for her. For example, at the beginning of her lessons, she 

stated the goals of each lesson to prepare pupils for what would follow, because 

she felt it was useful for her when she was a student to know lesson aims 

(CS1_int2: 86). She also asked pupils to express their personal experiences 

because she liked listening to their talking about their experiences (CS1_int2: 

118). She said that pupils‘ interests also formed her teaching practices. For 

instance, in our second interview, she stressed that she used music and pictures 

because pupils like these means of learning more than reading texts (CS1_int2: 

112).  

 

Anna pointed out that she decided the teaching strategies that she adopted in her 

lessons considering contextual factors. In the first interview, I asked her if all 
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pupils participated in group work activities. She replied mentioning that she 

applied such activities whenever she had enough time, and when her classroom 

was not between other classrooms because the noise would make other teachers 

to complain (CS1_int1: 74).  

 

Overall, Anna was an experienced teacher who felt that she knew the 

appropriate teaching strategies for teaching GAL in mainstream classrooms and 

with experience in working with GAL pupils in mainstream classrooms. She 

gave emphasis on cultural diversity and the importance of giving equal 

opportunities to GAL pupils. According to her, her teaching experience in 

mainstream classrooms, her learning experience, contextual factors and in-

service education had a strong influence on how she approached GAL teaching 

in her lessons.  

 

 

6.2. Teachers’ espoused beliefs about GAL teaching: Anna 

 

As discussed in Chapter 3, teachers tend to hold different beliefs about all 

aspects of their work that they have developed during their teaching career and 

that these have an impact on their teaching decisions (Borg, 2006; Woods, 

1996). In this section, for all four case studies, I present the focal teachers‘ 

espoused beliefs about language, language learning and teaching, as well as 

their interpretations of the prescribed textbook and the national curriculum as 

given by them throughout the interview process (see Chapter 5). These beliefs 

shed a light on how these GLTs thought about GAL teaching in the mainstream 

classroom at a theoretical level. During the research process, I did not have the 

intention of making connections between their espoused beliefs and their actual 

teaching strategies and did not ask teachers to link these beliefs with their 

teaching. This was left to the analysis when such connections brought out what 

their teaching principles actually were. 

 

 

 

 



 

158 

 

6.2.1. Anna’s understandings of language  

 

Anna conceptualised language as a system of different elements and as 

knowledge that learners have to accumulate so that they can become proficient 

in Greek. When listing the language problems of GAL pupils, she stressed that 

pupils‘ difficulties in grammar, syntax and in vocabulary prevented them from 

both comprehending and producing academic texts (CS1_int1: 44, 46). She also 

reported that learners need to be aware of distinct language points to become 

proficient in Greek. This belief could explain why she focused on language 

points in her lessons (see subsection 6.4.2). 

 

In the first interview, when I asked her if the textbook was difficult for GAL 

pupils, she explained the different kinds of language skills and how these skills 

influence GAL pupils‘ language development. She argued that:  

 

these children need more help in the production of speech. They do not have 

problems in speaking because they speak in the classroom and during 

breaks. Of course there is a difference between the language that they use 

when they speak amongst themselves in the classroom or during the breaks 

and the language of the school which they cannot use (CS1_int1: 44) 

 

She believed that GAL pupils were required to develop academic language 

skills, which, for her, included writing and reading comprehension of academic 

discourse, to cope with curriculum demands and to pass school exams. 

According to her, communicative fluency would not assist GAL pupils to 

engage in classroom activities and accomplish curriculum aims. This indicates 

that Anna considered that language consists of interactive informal and 

academic formal language skills, and that GAL learners need to develop the 

second aspect to achieve in school. 

 

6.2.2. Anna’s understandings of language learning 

 

According to Anna, language learning occurs through acquiring explicit 

knowledge of language points and applying this knowledge in practice. She 

stated the belief that the explicit presentation of language points would make 
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pupils aware of grammar rules which would help them absorb the forms and 

functions of language points (CS1_int1: 46, int2: 44, 150). This belief can be 

related to her previously mentioned opinion about language.  

 

In the second interview, when she argued that GAL pupils needed more hours 

for the subject Greek, I pressed her for an explanation as what the focus of these 

lessons would be. In the following extract, she explained how teachers could 

enhance language learning in such classes. She explained that the focus should 

be: 

 

on good knowledge of the Greek language, that is, to read more texts, to 

become more familiar with Greek texts, to practise more. (…) Teachers 

should tell them to write, meaning that, they should tell them to write down 

their opinion, so they can practise. In this way, they can understand from 

their errors and they will not repeat them (CS1_int2: 48). 

 

Anna thought that providing extended opportunities to comprehend meaning by 

the extensive exposure to academic texts would support GAL pupils in 

improving their comprehension skills. She also repeatedly pointed out that 

teachers should encourage them to write academic texts expressing their 

opinion to achieve language accuracy while using the academic formal 

language. As mentioned above, she believed that teachers do not need to give 

an emphasis on the enhancement of their speaking skills. In the first interview, 

when I asked her what she would change in her teaching, Anna mentioned 

another strategy that she believed was important for language development. 

 

(…) I would spend more time on the subject Greek, and we would discuss 

different issues that concern them, for instance to discuss their personal 

problems, their concerns for the future. I really like making comparisons 

between here and their country (…) I would really like to focus on cultural 

issues which I don’t have the luxury to discuss due to lack of time (CS1_int1: 

112). 

 

Anna felt that engaging pupils in discussions about different topics would 

expose them to new ideas, foster their acceptance of diversity and at the same 

time lead to their learning of Greek without focusing exclusively on language 

points. Seen in this light, Anna believed that, on the one hand, exclusive focus 
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on meaning and on the other hand, exclusive focus on language points, could 

contribute to language proficiency development.  

 

6.2.3. Anna’s understandings of language teaching 

 

Anna pointed out that teachers should adopt the same approaches for both GMT 

and GAL pupils in mainstream classroom so that the latter do not feel different 

from the former (CS1_int2: 64). With such a perspective, Anna was stressing 

that the aim of subject Greek lessons should be to aid GAL learners to become 

proficient in Greek as a mother tongue. However, she contended that teaching 

the subject Greek to both GMT and GAL pupils requires different strategies 

than teaching this subject only to the former. According to her, the most 

effective strategy is group work, which, as mentioned above, she learned during 

in-service training. When I questioned her about how she taught the subject 

Greek in mainstream classrooms, she identified the benefits of group work:  

 

through this method through the group-work. When they work in groups, 

they share the responsibilities and they decide who is going to do what. 

The ones who have more skills they help the others. For example, pupils 

who may know some words, they will help the others (CS1_int2: 66).  

 

Anna perceived group work not as a way of organising classroom activities but 

as a teaching strategy. According to her, in groups, pupils could work 

collaboratively and support each other in accomplishing classroom activities 

and aims which she considered that should be the same for both GAL and GMT 

pupils. Anna chose this strategy for both educational and interpersonal reasons. 

She argued that this would help pupils become responsible for their learning, 

concentrate during lessons, engage actively in different activities and accept 

diversity (CS1_int1: 68, 70, 74/ int2: 70, 72, 178). During the four lessons that I 

observed, Anna asked the whole class to work in groups when engaging pupils 

in reading comprehension activities and during grammar practice activities (see 

subsection 6.4.1). She also stressed that this strategy is also helpful for GMT 

pupils.  
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She also mentioned that when GAL pupils attend the primary school in Greece 

is more likely for them to have a good knowledge of Greek and so they do not 

need extra language support (CS1_int1: 20, 22/ int2: 28). On the other hand, she 

claimed that it is essential for GAL pupils who either have limited knowledge 

of Greek or have difficulties in grasping academic language to either attend 

language support classes outside the mainstream classroom or have extra 

support by GAL teachers within it. This would enable them to attain the 

language skills needed to attend mainstream classrooms and to follow the 

national curriculum. However, this type of extra language support class does 

not exist, nor do GAL teachers enter mainstream classrooms as there is no such 

educational policy. She explained that owing to the lack of such provision, she 

organised group-work activities as the best alternative way to help GAL pupils 

follow the curriculum aims and content irrespective of their language 

proficiency (CS1_int2: 66). Seen in this light, Anna conceptualised GAL 

teaching as a matter of applying teaching strategies different from those used in 

monolingual classrooms and as a matter that should be mainly addressed 

outside the mainstream classroom. 

 

6.2.4. Anna’s interpretations of the national curriculum and textbook 

 

As mentioned above, Anna acknowledged the importance of using different 

teaching strategies to teach the subject Greek in mainstream classrooms than 

those she used in monolingual classrooms. However, when I enquired how the 

subject Greek should be taught in mainstream classrooms, she affirmed the 

importance for GLTs to follow the national curriculum. She reasoned her 

opinion, saying that: 

 

I should teach the subject Greek normally, that is, the same way I would 

teach it in a different school because they need to learn Greek well, even if 

children remain in Greece or leave, especially if they stay. (…) they need to 

learn Greek well otherwise they are doomed; they will not be able to do 

anything (CS1_int1: 120). 

 

Anna expressed the view that the lesson content and curriculum aims suggested 

in the national curriculum, which, as she acknowledged, mainly targets the 
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needs of GMT pupils, were appropriate for applying them in mainstream 

classrooms with both GAL and GMT pupils. This, according to her, can give 

GAL pupils the same learning opportunities as GMT pupils and can foster their 

integration and acceptance in Greek society. 

 

Despite the above belief, Anna highlighted the inappropriateness for GAL 

pupils of the curriculum content. She felt that it does not respect cultural 

diversity (CS1_int1: 40), does not include topics about cultural diversity and 

different cultures (CS1_int2: 52) as well as not meeting the language needs of 

GAL pupils (CS1_int2: 78). For example, she explained that the curriculum 

obligates GAL pupils to attend foreign language classes like GMT pupils. In her 

opinion, instead of these classes, it should provide GAL pupils extra Greek 

language support classes to attain their academic formal language skills 

(CS1_int1: 40, int2: 46). She also believed that the curriculum should not 

obligate GLTs who have knowledge about GAL teaching to follow a syllabus 

that has been designed for GMT pupils, but rather, it should allow them to 

design their own lessons taking into account pupils‘ needs (CS1_int1: 116).  

 

She also stressed the difficulty that GAL pupils have in grasping textbook 

content. In the background interview when I asked her to express her opinion 

about the textbook, she first mentioned that texts are difficult to understand. 

Anna felt that they contain difficult vocabulary that GAL pupils are not familiar 

with, their discourse is hard to comprehend, their topics are not interesting for 

pupils and the contents do not relate to their experiences (CS1_int1: 42, int2: 

74). She also considered that the language points presented in the textbook are 

difficult for GAL pupils. When I questioned whether the textbook was difficult, 

she said that:  

 

it is hard enough. I teach in year three that the focus is on subordinate 

clauses that are a difficult part of syntax. They are even more difficult when 

you do not know the language you will find them hard (CS1_int1: 44) 

 

Although Anna felt that the curriculum content is inappropriate for supporting 

GAL pupils‘ language learning, she used it in her four lessons (see section 6.3). 

In the next section, turning the attention to what really happened in her 
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classroom, I describe the learners‘ characteristics, Anna‘s lesson aims, lesson 

content as well as the classroom layout.  

 

 

6.3. Background description of the Year 3 subject Greek class 

 

Anna‘s class was a secondary Year 3 mainstream class (pupils aged 14-15) 

where there were 25 pupils in the classroom: 9 GMT learners and 16 GAL 

pupils from Georgia (12 pupils) and Albania (4 pupils). Most of the GAL pupils 

came to Greece when they were 4 years old and had been there almost 10 years, 

one had been there for 5 years, and two had been in the country for only 2 

years. The language proficiency of pupils varied. Based on Anna‘ judgments, 

my examination of the written work of GAL pupils and on my own notes, since 

there had not been any official GAL assessment (see subsection 2.3.3), most of 

these pupils had attained conversational fluency in Greek. They engaged in 

peer-appropriate conversations, they had mastered pronunciation, and they used 

basic vocabulary and language structures. However, they had difficulties in 

comprehending and producing academic texts. They had limited vocabulary and 

they found it difficult to understand complex grammatical structures. They also 

used simple vocabulary and grammatical structures in their academic texts as 

well as producing many spelling and grammatical errors. 

  

As mentioned in Chapter 5, I observed four subject-Greek lessons in Anna‘s 

classroom in April 2012. The aims of these lessons, as stated by the teacher at 

the beginning of each, are presented in Table 6.1. Overall, Anna aimed to get 

the pupils to attain reading comprehension and speaking skills, develop 

grammar knowledge and to develop ideas about different topics that they could 

exploit in their written essays. There is a link between these aims and those of 

the prescribed national curriculum. The curriculum aims to involve pupils in 

reading comprehension activities in order for them to comprehend the meaning 

of different texts, discuss ideas expressed in them, to use them in their written 

essays as well as to consolidate language points (Katsarou et al., 2006, see also 

subsection 2.3.2). 
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Lessons Aims 

Lesson 1 Getting pupils to develop reading comprehension skills, 

become familiar with art as well as to both recognise and use 

clauses of effect and contrast 

Lesson 2 Getting pupils to develop speaking skills and become aware 

of various forms of art and its impact on people  

Lesson 3 Getting pupils to understand what metonymy is and to 

develop speaking skills by discussing their future plans  

Lesson 4 Getting pupils to develop reading comprehension skills by 

reading texts related to the future of young people and 

become aware of social issues mentioned in textbook texts 

Table 6.1: Aims of Anna‘s four lessons 

 

Anna used the textbook proposed by the national curriculum in the four lessons 

observed. Especially she focused on Unit 7, ‗Σέρλε: Μηα γιώζζα γηα όινπο, ζε 

όιεο ηηο επνρέο ηεο’ [Art: An Expression for Everyone at all Times], which 

discusses the influence of art on peoples‘ lives, and Unit 8 ‗Μπξνζηά ζην 

Μέιινλ‘ [Facing the Future], which discusses what young people will face in 

the future. In the first interview, she pointed out that Unit 7 was very 

challenging for pupils and the topic was not attractive, but she had to use it 

because of the language points presented in it (CS1_int1: 96). On the other 

hand, she considered that the topic of Unit 8 was more interesting as it was 

related to the interests and concerns of young people (CS1_int2: 84), which 

could be the reason why she focused exclusively on the texts of this unit. 

 

She mainly used some texts from the units (see Table 6.2) because of their main 

ideas (CS1_int2: 174) without using the given comprehension questions 

following each text, the related activities or the textbook sequence. She also 

taught a language point (subordinate clauses of effect and contrast) presented in 

the second part of Unit 7 and a figure of speech (metonymy) presented in the 

third part of the same unit without using the activities and exercises provided, 

while she did not refer to the language points presented in Unit 8. 
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Unit Text title Text description 

7 Text 1: ‗Γηα ην 

ηξαγνύδη’ (For the 

song)  

Extract from a literary book about the power 

of songs and the feelings that songs evoke 

Text 2: ‗Οη ηέρλεο‘ 

(Art)  

Extract adapted from a book about aesthetics 

and art, which enumerates the different forms 

of art 

Text 3: ‗Σέρλεο θαη 

ηερλάζκαηα‘ (Art and 

tricks) 

Extract from a book referring to the theories 

of aesthetics, which discusses the need to 

develop technical expertise to produce 

amazing works of art 

Text 4: ‗πδεηώληαο 

γηα … ηελ ηέρλε‘ 

(Discussing for …. 

Art) 

A sketch taken from a newspaper 

representing the way that business people are 

interested in art 

Text 5: ‗εηξήλεο – 

Οδπζζέαο‘ (Sirens – 

Ulysses) 

A painting by a Greek artist representing the 

story of the Sirens and Ulysses in a modern 

version 

Text 6: ‗Πνηεηήο θαη 

Μνύζα‘ (Poet and 

Muse)  

A painting by a Greek artist representing the 

way that the Muse inspires the Poet  

Text 7: ‗Διιεληθό 

Θέαηξν θηώλ: 

Φηγνύξεο από θσο θαη 

ηζηνξία‘ (Greek 

Shadow Theatre: 

Puppets of light and 

history)  

Extract adapted from a magazine describing 

the character of Karagiozis, how he was 

created and his appeal to audiences  

Text 8: ‗Λαόο θαη 

Κνισλάθη‘ (People and 

Kolonaki)  

A sketch from a newspaper contending that 

even if people have different socioeconomic 

status, they are equal 

Workbook text: ‗Troy 

κε ρξπζά θνπηάιηα‘ 

(Troy with golden 

spoons)  

 

A newspaper article satirising the movie Troy  

8 Text 1: ‗Η εξγαζία ζην 

κέιινλ’ (Future work)  

Extract adapted from a magazine about career 

advice, which discusses the development of 

new professions owing to the development of 

technology and sciences  

Text 3: ‗Η κάληηζζα‘ 

(Fortune teller)  

Extract from a literacy book which describes 

how people believed in fortune tellers in 

previous years 

Text 4: ‗Η λέα γεληά‘ 

(The new generation)  

Extract adapted from a 

newspaper which explains the reasons why 

young people seem indifferent to what 

happens and defends them for being that way  

Text 9: ‗Σν κέιινλ ζα 

είλαη άιιν‘ (The future 

will be different)  

A newspaper article which discusses the 

difference between how people think about 

their future and how the future will be 
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Workbook text: 

‗Γπξίδσ ηηο πιάηεο κνπ 

ζην κέιινλ‘ (Turning 

my back on the future)  

A very famous song which discusses the 

refusal of young people to follow a future 

that others impose on them 

Table 6.2: Texts from Units 7 and 8 in the textbook used by Anna in the four 

observed lessons 

 

In the four lessons observed, the pupils worked in six groups of four except for 

one group that consisted of five. At the beginning of the school year, Anna 

informed me that when she formed the groups she aimed to combine pupils 

from different minority communities and with different learning abilities within 

each (CS1_int1: 70). At the beginning of each lesson, the pupils moved their 

desks, which were in rows, so that they could sit in the assigned groups and at 

the end, they put them back as they were. They could sit either in twos or by 

themselves at a desk and most GAL pupils were sitting with other GAL pupils. 

The teacher‘s desk was in front of the pupils‘ desks, on a raised platform and 

beside the whiteboard, but she did not sit at her desk. She went around to each 

group discussing with them, explaining and answering their queries. The 

classroom atmosphere was friendly and relaxed. The pupils had the opportunity 

to discuss in groups, and despite the high level of noise, the teacher did not 

enforce strict classroom discipline. They also appeared to be comfortable in 

expressing their opinions or in responding to the teacher‘s elicitations without 

waiting for permission.  

 

 

 

 

 

 

 

 

 

 

 Picture 6.1: Anna‘s classroom layout 
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6.4. Teaching the subject Greek in a mainstream classroom 

 

In this section, I use the categories instructional strategies for focusing on 

carrier content, instructional strategies for language points teaching, use of 

linguistic and contextual cues for language comprehension, use of linguistic and 

contextual cues for language use and participation that emerged from the 

analysis of the observation and interview data to describe the teachers‘ teaching 

strategies (see section 5.4). For each category, these strategies are presented 

with evidence from the data in the form of extracts from lesson transcripts along 

with the reasoning that the focal teachers gave while describing and explaining 

them. These extracts have been chosen as they exemplify the strategies that 

each teacher relied upon for their classroom practices. 

 

6.4.1. Instructional strategies for focusing on carrier content 

 

In her four lessons, in the majority of the teaching activities, Anna drew the 

attention of all pupils to carrier content without referring to language points by 

engaging the whole class in reading comprehension and speaking activities. To 

achieve this, she repeatedly embraced a range of teaching strategies, including: 

group silent reading, collaborative writing of summaries, engaging pupils in 

question-answer sequences and lecturing. In the four lessons, she generally 

followed the same format and this cycle would be usually completed in two 

lessons. In the first lesson, she asked pupils to work in groups to complete two 

tasks, i.e. to read texts silently and to write summaries collaboratively. She 

explained that she embraced silent reading due to the difficulty of GAL pupils 

to read academic texts fluently (CS1_int2: 106, 108). According to her, this 

strategy would lead them to focus on the meaning of the text and not on the 

pronunciation. She also involved the pupils in writing summaries to get them to 

improve their reading comprehension skills, to give them opportunity to discuss 

the main ideas of texts in groups and to prepare them for the end of year exams 

(CS1_int2: 100, 110).  

 

In the second lesson, she instructed them to present their work, and then she 

either engaged them in question-answer sequences or gave mini-lectures. 
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Extract 1, which occurred near the middle of lesson 3 and lasted around 2 

minutes, is taken from a reading comprehension activity, for which the pupils 

were asked to answer the teacher‘s comprehension questions. Initially, Anna 

told them to work in groups in order to read the text ‗Γπξίδσ ηηο πιάηεο κνπ ζην 

κέιινλ‘ [Turning my back on the future] (see Appendix 13A) and to discuss its 

main ideas without specifying how to read it. After the pupils had completed 

this activity, she addressed comprehension questions about the meaning of the 

text, which were not given in the workbook, to the whole class. The following 

extract occurred after the meaning of the first phrase was discussed in class and 

the teacher turned the pupils‘ attention to the second phrase. 

 

Extract 1 

01 T: it says ((she read aloud from the workbook)) since the history 

is yours destroy it/ meaning the future/ if you insist/ 

02 but I will not be on your side// 

03 I will turn my back on you// 

04 what is it? 

05 to whom does the history belong? 

06 it says it nicely// 

07 P1: to us// 

08 T: to us? 

09 who are we? 

10 P2: (…) 

11 T: to all of us? 

12 P2:  no// 

13 P3: to young people// 

14 P4: (…) 

15 T: louder// 

16 P5: to old people// 

17 T: do you think old people are the ones who determine the 

history? 

18 P5: (…) 

19 T: does history belong to old people? 

20 P6: no// 

21 T: to whom does history belong? 

22 P7: to young people// 

23 T: it should do/ 

24 Ps: (…) 

25 T: it should belong to young people/ 

26 but does it belong to them? 

27 what does history mean? 

28 who does decide the history of the whole world? 

29 who do decide the history of the whole world? 

30 Andreas? 
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31 Andreas: people with power// 

32 T: people with power// 

 

After reading the phrase from the text aloud, Anna asked the whole class 

deductive questions
16

, which the pupils could not answer from the text alone, 

but rather needed to draw inferences from information in the text. Both GAL 

and GMT pupils responded to her questions without waiting for Anna to 

nominate someone to answer apart from line 30 when she nominated a GMT 

pupil, and different pupils answered her questions. Anna believed that asking 

questions is a means of helping pupils to think about a text, comprehend its 

meaning and to participate in discussions (CS1_int2: 170). For her, it would 

have been easier to explain the meaning of the texts without pupil contributions, 

but she preferred to let them express their opinions and understandings 

(CS1_int2: 170). So she felt that this strategy would enable the pupils to expand 

their reading comprehension and speaking skills. This strategy would appear to 

be related to her expressed belief regarding the exposure to written texts and to 

discussions (see subsection 6.2.2). 

 

Lecturing was another strategy that she used during reading comprehension 

activities without involving the pupils in classroom talk. An example of this 

strategy is presented in extract 2, which occurred around the middle of lesson 4 

and lasted around three minutes. Anna set up the activity following the process 

mentioned above. In this extract, the teacher instructed one group, which 

consisted of both GAL and GMT pupils, to present their summary of text 9 ‗‘Σν 

κέιινλ ζα είλαη άιιν’ [The future will be different] (see Appendix 13B).  

 

Extract 2 

01 P1: ((he reads aloud from their summary)) television is the reason for 

the non development of cinema/ 

02 T: I did not understand this// tell it again// 

03 television (.) 

04 P1: television is the reason for the non development of cinema// 

05 T: good// 

                                                 
16

 Grant (1987) divides reading comprehension questions into three categories: plain sense 

questions, deductive questions and projective questions. The first type of question checks if 

pupils comprehend information stated explicitly in texts, whilst the second ascertains whether 

pupils draw inferences from text information. The last is used to assess whether the pupils can 

be relating text information to their own life. 
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06 he said/ that a factor that prohibited the development of an art/ i.e. 

cinema/ is television// 

07 do we understand why? 

08 Ps: yes// 

09 T: because we watch television the whole day/ and we do not want to 

pay 8 euro to go to the cinema/ 

10 because television is free// while cinema is expensive// 

11 however/ 

12 Ps: (…) 

13 T: you cannot compare them// 

14 Ps: (…) 

15 T: move on ((to the pupil who is reading the summary))// 

 

While a member of the group, who was a GMT pupil, was presenting his 

summary, the teacher interrupted him to explain the meaning of some phrases 

which she believed that the pupils might not understand. To do this, she 

connected these phrases with the real world and with experience that she 

thought that the pupils might have had. She also used this strategy to introduce 

a topic to the whole class. For example, at about the middle of lesson 3, she 

discussed the disadvantages of technological development without asking for 

the pupils‘ contribution. When I requested her to explain her decision to do so, 

she said that she wanted to ensure that all the pupils had comprehended the 

main ideas of texts. She was not sure if all the pupils had been paying attention 

to the summary presentations of groups, because each group analysed different 

texts (CS1_int2: 168). Overall, Anna embraced teaching strategies to engage 

pupils in meaning-focused activities where they could become knowledgeable 

about different topics, to which they could refer in their writing, whilst at the 

same time attaining comprehension and speaking skills. 

 

6.4.2. Instructional strategies for language point teaching 

 

During the four lessons observed, Anna embraced both deductive and inductive 

presentation of language points and occasionally vocabulary teaching. In 

particular, she presented two language points (see section 6.3) because they 

were proposed in the textbook, organised one controlled practice activity and 

gave the meaning of different words. In lesson 1, where she taught the 

subordinate clauses of effect and contrast (see section 6.3) she did not use the 

information provided in the textbook because of her opinion about the textbook 
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difficulty (see subsection 6.2.4). After drawing a diagram on the board (see 

figure 6.1), she presented orally the types of clauses (adverbial clauses), their 

name and their subordinating conjunctions. She, then, explained the function of 

these clauses and their forms without engaging pupils in classroom talk. After 

this presentation, she set up a controlled practice activity asking learners to 

work in groups to identify these clauses in the texts from Unit 7. This strategy is 

also proposed in the prescribed curriculum, which considers the texts an 

introduction for teaching language points (Katsarou et al., 2006, see also 

Appendix 4). The groups had the same structure and acted as described in 

subsection 6.4.1.  

 

 

 

 

 

 

 

 

 

 

 

During the group presentations, the teacher asked each to read the clauses that 

they had found in their texts aloud and instructed the rest of the class to note 

these clauses in their textbooks. An example of this strategy is presented in 

extract 3 which lasted approximately two minutes. It occurred around the 

middle of lesson 3 and after one group had presented their summary of the text 

‗Σέρλεο θαη ηερλάζκαηα‘ [Arts and tricks] (see Appendix 13C). 

 

Extract 3 

01 T: what type of clauses do we have here? 

02 P1:  in the second line/ the ((he read from the text)) in order to overcome 

the problems of material// 

03 T: good// 

04  what is this clause? 

05 P1: it is a clause of effect// 

06 T: a clause of effect// 

Figure 6.1: Clauses of effect and contrast 

Επιρρημαηικές προηάζεις 

(Adverbial clauses) 

 

 

 

Αποηελεζμαηικές 

[clauses of effect] 

 

ώζηε, ώζηε λα, πνπ 

[so, so that, so] 

Ενανηιωμαηικές 

[clauses of contrast] 

 

ελώ, αλ θαη, παξόιν πνπ 

[while, although, even 

though] 
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07  everyone/ note it down// 

 

As can be seen, first the teacher encouraged the pupil to read the clause aloud 

detaching it from the text (line 01) and then to identify the clause type (line 04). 

Anna did not discuss further this language point, but rather, just affirming that 

the type of identified clauses were correct (line 06) showing that she was 

interested only on the grammatical aspect of this language point. As she told me 

in the second interview, most of the time, she combined explicit knowledge 

with practice to get pupils both to consolidate and produce subordinate clauses 

(CS1_int2: 152, 154). This would also appear to be related to her expressed 

view about the importance of explicit language knowledge (see subsection 

6.2.2). She also presented these language points deductively since she 

considered that the pupils would have difficulty in comprehending more 

complex language points if she did not give basic information about these 

clauses first. On the other hand, she argued that she tended to choose inductive 

presentation when she considered that the pupils would not have difficulty in 

understanding language points (CS1_int2: 166).  

  

She also gave the meaning of unfamiliar vocabulary so that pupils could 

comprehend the meanings of the texts, as explained in the second interview 

(CS1_int2: 100). An example of how she explained vocabulary is presented in 

extract 4, which occurred towards the middle of lesson 2 and is taken from a 

reading comprehension activity lasting for around one minute. After a 

group had presented their summary of the text Διιεληθό Θέαηξν θηώλ: 

Φηγνύξεο από θσο θαη ηζηνξία‘ [Greek Shadow Theatre: Puppets of light and 

history], the teacher enquired of the whole class the meaning of some words in 

the text that in the previous lesson, a group, the majority of which was GMT 

pupils, asked the teacher about their meaning. 

 

Extract 4 

01 T: what does nihilist mean? 

02 Ps: we do not know// 

03 T: we have discussed this word before// 

04 it is a bad thing for someone to be nihilist// 

05 P: so/ what does nihilist mean? 

06 T: A nihilist is one who does not have any moral values// 
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Anna thought that the pupils would not comprehend the word ‗nihilist‘, and so 

she pressed the whole class for its definition. When the pupils declared that they 

did not know the meaning, she gave the definition of the word ‗nihilist‘ with 

substituted simple words without referring to any other functions of this word.  

 

6.4.3. Use of linguistic and contextual cues for language comprehension 

 

Although exposing pupils in a number of texts and classroom talk, Anna 

seemed to assume that by relying on linguistic cues pupils would be able to 

comprehend new information which, as seen in subsection 6.4.1, she thought 

would lead to language development. The most frequent strategy that she used 

was asking comprehension questions to check pupils‘ understanding of the texts 

(see subsection 6.4.1). However, as can be seen in extract 1, few pupils were 

able to reply and the majority of replies came from GMT pupils. She sometimes 

paraphrased her or pupils‘ utterances and used comprehension checks to aid 

comprehension. For example, in extract 2, she appeared to have the aim of 

explaining the first utterance of a GMT pupil who had presented the summary 

for his group on the text ‗The future will be different‘. In line 01, the GMT pupil 

read the first line of the summary aloud and the teacher requested him to repeat 

the sentence (line 02). In line 06, she paraphrased his answer and in line 07, she 

asked the whole class if they understood the previous utterance of their 

classmate. Anna explained to me during the second interview that her purpose 

in using this modification was to check the extent to which the pupils 

comprehended the meaning of that utterance explicitly (CS1_int2: 168). 

 

She often used music as she believed that through it they would comprehend the 

meanings of texts, remember them and at the same time attain language 

comprehension skills (CS1_int2: 94, 96, 98). An example of this strategy 

emerged before the episode described in extract 1. At the beginning, the teacher 

told the pupils to work collaboratively by reading and discussing the text 

Γπξίδσ ηηο πιάηεο κνπ ζην κέιινλ‘ [Turning my back on the future] (see 

Appendix 13A). After that, she told them to listen carefully to a song that had 

the same lyrics as the text. The majority of the pupils seemed to enjoy the song 



 

174 

 

and to pay attention to the lyrics. After this, the teacher checked whether they 

understood the meaning of the text by adopting the same strategy described in 

subsection 6.4.1. As can be seen in extract 1, a number of GAL and GMT 

pupils engaged in the question-answer sequences regarding this text showing 

that music might have facilitated their understanding. 

  

Extract 5, which happened near the beginning of lesson 3, is taken from a 

grammar presentation activity and lasted around three minutes, shows an 

example of another strategy of Anna. After giving some examples and the 

definition of metonymy orally, the teacher directed the whole class to look at 

the picture Λαόο θαη Κνισλάθη‘ [People and Kolonaki] from Unit 7 (see 

Appendix 13D) in their textbooks. This picture shows some people with both 

expensive and cheap cars stuck in traffic, with a man uttering the phrase ‗We 

are all the same; people and Kolonaki‘. She first explained what Kolonaki is – 

it is the most expensive area in Athens – and then attempted to show the 

metonymy presented in the picture. 

 

Extract 5 

01 T: when we say Kolonaki/ we mean wealthy people/ 

02 so the aristocracy// 

03 you can understand now/ that Kolonaki is the area// 

04 here it means the people who stay in Kolonaki// 

05 we have metonymy/ don‘t we? 

 

Here, Anna gave the meaning of the word ‗Kolonaki‘ in the particular phrase 

and why this phrase is metonymy. Pupils did not participate in the talk but only 

affirmed that they understood what the teacher explained to them. When I asked 

her why she used pictures to explain different concepts, she argued that: 

 

isn’t it helpful for us to connect a concept with an image in our mind? I 

believe when we connect an image with a meaning, it is easier to understand 

something because we need something more applicable. You could learn 

something derived from your experience better and remember it (CS1_int2: 

162). 
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Anna contended that the connection of meaning with pictures would result in 

the pupils having better retention of the information and hence, being able to 

understanding the concepts better (CS1_int2: 128).  

 

As mentioned in subsection 6.4.2, in lesson 1, she used a diagram (see figure 

5.1) to present the types, the name and the subordinating conjunctions of the 

clauses of effect and contrast. According to her, this would guide the learners 

towards consolidation of the structure of the clauses (CS1_int2: 152). The 

majority of pupils were looking at this diagram while engaging in the controlled 

practice grammar activity mentioned in the previous subsection. She also 

connected concepts with real-life experiences. For instance, in the second 

lesson, when was trying to explain a text referring to the play ‗Karagkiozis‘, 

which is a classic Greek play, she asked the whole class whenever they have 

watched it. When I asked her to explain the reasons of doing this, she stressed 

that if pupils have experience on something, they should be definitely going to 

gain a better understanding of and consolidate the new knowledge (CS1_int1: 

92, int2: 164). 

 

6.4.4. Use of linguistic and contextual cues for language use and 

participation 

  

As mentioned above, Anna organised whole-class and group-work activities 

and mostly encouraged pupils‘ participation in classroom talk by adopting two 

main forms of exchange. Most of the time, she used the IRE pattern of teacher-

pupil interaction (see section 4.5) to engage pupils in classroom talk during 

comprehension and controlled grammar practice activities. An example of this 

pattern is presented in extract 6, which occurred near the middle of lesson 2, 

after the groups had presented their summaries in class, and it lasted 

approximately two minutes. The teacher referred the whole class to page 124 

and sought from them a description of the first picture (see Appendix 13E).  

 

Extract 6  

01 T: what does this picture depict? 

02 Ps ((no one answers)) 
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03 T: ((she refers to Odyssey and Sirens)) 

04  do you see something strange? 

05 Ps ((no one answers)) 

06 T: did the partners of Ulysses wear a coat and hat? 

07 Ps ((no one answers)) 

08 T: do you see the uniformity? 

09 Ps: ((no one answers)) 

10 T: do you remember something? 

11 P1: all the people are identical//  

12 T: yes/ they are identical/ 

13  like copies// 

 

As no one responded to her request (line 02), she set many factual questions to 

help the pupils to describe the picture, but still got no response (lines 01-09). In 

line 11, a GMT pupil made an observation responding to her elicitation with a 

short and simple sentence. She accepted his answer by confirming its 

correctness and by repeating it (line 12) showing that her response to pupil‘s 

answer is an evaluation. After this extract, the teacher continued asking the 

whole class questions about the underlying meaning of the picture. According 

to her, evaluation would help her check the pupils‘ knowledge and 

comprehension (see subsection 6.4.1).  

 

Another form of exchange that Anna sometimes used was the IRF pattern of 

teacher-pupil interaction (see section 4.5). Extract 1 (cited on page 168) shows 

how this pattern is realised in Anna‘s lessons. The teacher began the discussion 

by encouraging the pupils to think who the person that the writer refers to was 

(line 05). A pupil responded to her initial questions by giving his own opinion 

with an elliptical sentence (line 07). In contrast to how she responded to the 

pupils‘ answers in extract 6, she did not evaluate his answer, but rather, she 

incorporated it into her following question (lines 08-09). She used the same 

pattern in the subsequent lines, bringing the pupils‘ answers into her questions 

and statements and providing them with several opportunities to respond. She, 

then, attempted to lead the pupils to the correct answer, rather than giving it 

herself. Although she seemed to give pupils more opportunities to participate in 

the classroom talk, their responses consisted of short and simple sentences.  
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In our first interview, she explained that she asked GAL pupils with low 

language proficiency to employ different pictures and paintings so that they 

could be involved in speaking and writing activities (CS1_int1: 76). In her 

opinion, if she had given them academic texts, they would not have been able to 

produce written language. In the first lesson, she first asked these pupils to work 

collaboratively writing a summary of what some pictures or paintings 

depict. She then asked comprehension questions about the images to assist them 

in engaging in question-answer sequences. She also modified her speech by 

using everyday vocabulary and less complex sentences in question-answer 

sequences to get pupils to answer to her questions. For example, as can be seen 

from extract 1, she mainly used short simple sentences (line 26: ‗it should 

belong to young people‘) and everyday vocabulary (words ‗think’, ‗old 

people‘).  

 

In groups, Anna did not assign particular roles to the pupils, but they were 

expected to collaborate in any way to complete the tasks. Most of the time, 

GMT learners or GAL learners who had been in Greece for many years would 

express their opinions, control the discussion and would write down the 

summaries. Most of the GAL learners usually were following their instructions 

and sometimes did not participate in the discussion at all. Anna was going 

around giving input to the groups when they had problems in comprehending 

the texts. Generally, Anna mostly used linguistic cues to support the pupils‘ 

participation in classroom interactions during both whole-class and group-work 

activities.  

 

 

6.5. GAL teaching and Anna 

 

In this section, for all four case studies, I discuss the extent to which the main 

pedagogic principles underpinning the teaching strategies that teachers 

embraced to teach the subject Greek in the lessons observed match the general 

principles of additional language teaching presented in section 4.6. Teachers‘ 

principles emerged through the data analysis, which involved the combining of 

teachers‘ espoused beliefs and the reasons that they gave to explain their 
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teaching strategies. In our interviews, Anna highlighted that her training 

regarding GAL teaching and her interest in this subject have led her to adopt 

teaching practices that help GAL pupils with the participation in classroom 

activities and their learning in the mainstream classroom. 

 

Pedagogic principles Observed teaching strategies 

1. The exposure to carrier content can 

lead to the development of language 

comprehension and production skills  

 Group silent reading, collaborative 

writing of summaries, engaging pupils 

in question-answer sequences and 

lecturing (see subsection 6.4.1) 

2. The use of contextual means can 

facilitate GAL pupils‘ understanding 

in relation to the meanings of texts, 

different concepts and language points  

Scant use of pictures, music and 

diagrams (see subsection 6.4.3) 

3. The use of linguistic cues can help 

GAL pupils understand the meanings 

of texts and different concepts  

 Extensive use of comprehension 

questions and mini-lectures (see 

subsections 6.4.1)  

4. The explicit teaching of language 

points can lead to the production of 

accurate academic language  

 Deductive and inductive language 

teaching (see subsection 6.4.2) 

5. The participation of GAL learners 

in grammar practice activities can help 

them consolidate grammar rules 

Identification of language points in 

written texts during a controlled 

practice activity (see subsection 6.4.2) 

6. Active language use can assist 

learners in developing language 

production skills 

Group activities, discussions about the 

ideas contained in texts (see 

subsection 6.4.4) 

7. Confirming and checking pupils‘ 

understanding can prepare them for 

their exams  

Mini-lectures and IRE sequences (see 

subsections 6.4.1 and 6.4.4) 

8. Following the national curriculum Adopting the national curriculum aims 
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can lead to Greek as mother tongue 

development 

and using the prescribed textbook 

(section 6.3) 

9. Group activities is the best strategy 

of differentiation  

 A number of group-work activities 

(see subsection 6.4.1) 

Table 6.3: Anna‘s key pedagogic principles and observed teaching strategies 

 

Integrating language and content objectives 

Anna‘s main aim was to get pupils to meet subject Greek aims by using subject-

based materials and engaging them in subject-based activities (see section 6.3). 

However, sometimes she attempted to facilitate GAL pupils‘ subject Greek 

comprehension by using a range of teaching strategies (see subsections 6.4.1 

and 6.4.3). So, she appears to have been delivering ‗language-conscious content 

teaching‘ (see Davison & Williams, 2001, and also section 4.1), i.e. even 

though she did not integrate GAL aims into her lessons, she worked in support 

of GAL pupils‘ learning. This practice can be related to her principles regarding 

the importance of following the national curriculum and of organising group 

activities to support GAL pupils in mainstream classrooms (see subsections 

6.2.3 and 6.2.4). 

 

Communicative competence in both everyday and academic language 

She solely promoted the development of grammatical and lexical aspects of 

academic formal language, while never referring to the sociolinguistic aspects 

of academic language (see subsection 6.4.2). This can be supported by her 

belief regarding the attainment of language accuracy (see subsection 6.4.2). 

Despite her expecting pupils to comprehend the meaning of and produce a 

range of texts, she did not explain the characteristics of these or how linguistic 

features can be used to represent different ideas. Only once did she ask pupils to 

recognise the type of one particular text, but did not discuss it any further. This 

indicates that she may not consider the explicit teaching of genre as being 

important for language production and pupils‘ language development. So, this 

shows that she does not promote the development of communicative 

competence (see section 4.3); but only grammatical competence. She also never 

focused on any aspects of interactive informal language. This would appear to 
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be consistent with her belief regarding GAL pupils‘ proficiency in interactive 

informal and academic formal language (see subsection 6.2.1).  

 

Form-focused language teaching 

Anna organised three language-focused activities during the lessons that I 

observed. She presented language points out of context by giving the grammar 

rules and expecting pupils to participate in controlled grammar practice 

activities (see subsection 6.4.2). However, she never drew pupils‘ attention to 

language points during meaning-focused activities. She also did not plan to 

teach vocabulary but gave the definitions of words as they arose during her 

lessons (see subsection 6.4.2). So, it would appear that she followed a 

traditional focus-on-forms instruction (see section 4.3) which, as she explained, 

would help learners attain language accuracy. 

 

Focus on carrier content meaning 

Anna lavished attention on carrier content meaning on the grounds that she 

mostly organised meaning-focused activities. For these activities, the pupils 

were expected to comprehend carrier content of ‗authentic‘ texts and to produce 

spoken or written language related to these texts (see subsection 6.4.1). The 

teacher did not refer to language use and as mentioned above, did not introduce 

language points during these activities. Despite the focus on meaning, the pupils 

also appeared not to be able to communicate meaning using unpredictable 

language that they could use in real-world situations or to respond to each other. 

This shows that she used carrier content only as a way of enhancing reading 

comprehension and language production skills, rather than as a means to 

promote communicative efficiency and accuracy. 

 

Promoting comprehension of classroom language and content materials 

She exposed the learners to extensive spoken and written language, both of 

which tended to have the characteristics of academic formal language. Only 

occasionally did she use interactive informal language in order to explain 

subject concepts and the meaning of texts. Despite the extensive exposure to 

input, she mainly expected the pupils to rely on linguistic cues to comprehend 

input and hardly ever provided contextual support or modified her speech so as 
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to facilitate pupils‘ input comprehension (see subsections 6.4.1 and 6.4.3). This 

practice appears not to fit with the literature highlighting the importance of 

embracing contextual support strategies or speech modifications to promote 

input comprehension (see section 4.2).  

 

Creating opportunities for extended language production 

She afforded few opportunities for active language use during either whole-

class or group-work activities, despite her expressed view about the importance 

of organising such opportunities (see subsection 6.2.2). During whole-class 

activities, in lessons 2 and 3, she used 65% of the class time to discuss and 

explain different concepts and controlled classroom talk. She was also the one 

who asked the questions and decided the topics of discussions. Most of the 

time, she asked ‗display requests‘ (see section 4.4) that led to restricted, 

predictable and simple answers from the pupils (see subsection 6.4.4). 

Sometimes she put forward ‗information requests‘ (see section 4.4), whereby 

she asked for the pupils‘ opinions on different topics, so they had the chance to 

produce extensive and unrestricted language (see subsection 6.4.4). She 

provided her pupils with limited opportunities for producing extensive written 

language. Only during group-work activities did she instruct pupils to write 

down a summary of the texts and even then, just one pupil from each group was 

engaged in this written exercise. In collaborative activities the majority of the 

GAL pupils produced limited spoken language as GMT or GAL pupils with 

high language proficiency dominated the talk (see subsection 6.4.4).  

 

Promoting participation in classroom interactions 

It was also noticed that whole-class and group-work participation comprised the 

main formats of her lessons in which the majority of GAL pupils rarely 

participated. Anna initiated classroom interaction, asked questions and 

nominated only those pupils who raised their hand to reply to these questions or 

those who did so without waiting for Anna‘s permission (e.g. extract 1). In this 

type of participation, the majority of GAL pupils rarely raised their hands so as 

to engage in classroom interaction. She nearly always evaluated pupils‘ 

answers, which acted as an obstacle to their further participation (see subsection 

6.4.4). On a few occasions she did give feedback that allowed for pupil 



 

182 

 

participation in classroom talk. During group participation, as in whole class 

participation, the majority of the GAL pupils seldom contributed to the 

interactions or in the accomplishment of group tasks, even though for the 

teacher this structure can facilitate GAL pupils‘ learning. This may be due to 

the domination of GMT or more high performing GAL pupils, as mentioned 

above, and perhaps down to the fact that the teacher did not assign particular 

roles to group members, as recommended in the literature (see section 4.5). The 

classroom layout seemed to encourage wider participation as the pupils were 

facing each other (see section 6.3).  

 

Seen in this light, Anna‘s key pedagogic principles partially match the general 

principles of additional language teaching. She clearly adopted some teaching 

practices that could have supported GAL pupils‘ language development, but she 

mainly focused on the teaching of the subject Greek. 
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Chapter 7 

Case Study: Elena 

 

7.1. Background information and influences: Elena  

 

Elena (pseudonym) is a Greek native speaker, being an experienced GLT in her 

26th year of teaching and in her third year at the current school at the time of 

the fieldwork. She expressed her interest in the subject Greek and was willing to 

learn more about how she could handle GAL pupils in her classes. In contrast to 

Anna, Elena had never had any training related to GAL teaching. Her first 

degree was in Modern, Medieval and Ancient Greek language and literature. 

She was aware that her initial teacher education did not provide the theoretical 

knowledge needed to teach in the secondary school. For this reason, in her early 

teaching career, she had attempted to fill this gap by both studying on her own 

and discussing teaching practice with other experienced teachers (CS2_int1: 22, 

76). She had only attended in-service seminars organised by the Pedagogical 

Institute related to the use of technology in teaching, child psychology and to 

the ways of using the new prescribed national curriculum and teaching 

materials
17

 in classrooms (CS2_int1: 30, 36). She also had not been involved in 

the European-funded project conducted in her school (see subsection 5.3.1). 

 

Her first experience in a mainstream classroom with both GAL and GMT 

learners had been in her previous school. She stressed that, in that school, she 

did not need to change her teaching because the small number of GAL pupils 

who were in her class attended language support classes outside the mainstream 

classroom and were highly motivated in her lessons (CS2_int1: 56). She 

explained that she had recast her teaching when she started teaching in the 

present school as she had a high number of GAL pupils in her classes.  

 

She believed that her teaching experience has had a significant impact on the 

teaching decisions and strategies that she uses in mainstream classrooms. In 

                                                 
17

 In 2003, the national curriculum and teaching materials changed so the Pedagogical Institute 

organised in-service programmes to inform teachers about the new national curriculum and 

teaching materials as well as to show them how to use them in their teaching. 
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the initial interview, replying to my question about how she chose her teaching 

strategies, she stressed that: ‗I believe that no matter how much training and 

preparation someone has, years of experience are the best consultant’ 

(CS2_int1: 76). She also argued that participation in in-service seminars related 

to GAL teaching was not necessary for her. In the initial interview, when I 

encouraged her to explain why she considered the in-service seminars regarding 

GAL teaching that her colleagues attended unhelpful, she claimed that these 

seminars did not propose different teaching strategies from those she was 

already employing in her lessons (CS2_int1: 86). These beliefs indicate that she 

thought that her teaching experience was sufficient for coping with GAL 

teaching.  

 

She also pointed out that it was important to take into account pupils‘ learning 

needs in order to decide how to plan her lessons aims and strategies. When I 

asked her how she decided to simplify her teaching (see subsection 7.2.3), she 

stated that: 

 

Because I considered some topics well known, I was introducing new topics. 

By the end of the lesson, children did not understand, and they were asking 

me something extremely simple. For example, we were talking about 

adverbials. I was saying that this is prepositional, this is another thing and 

by the end of the lesson they asked me ‘madam could I ask something? What 

is an adverb?’. Then I started understanding that I should start teaching 

simpler things (CS2_int1: 80).  

 

She embraced this strategy considering it to be an effective means for helping 

GAL pupils overcome their difficulties in comprehending lesson content. When 

I enquired whether she was aware that the national curriculum prescribes the 

lesson aims for each unit, she confirmed this and also added: 

 

I need to cover the syllabus by the end of the school year, but there is no 

point in moving on and saying that I have covered the syllabus when my 

pupils would not have understood anything (CS2_int2: 52). 

 

She chose not to accomplish all the curriculum aims and not to cover the entire 

syllabus, because of pupils‘ difficulty in coping with curriculum demands.  
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Elena reported that she followed the guidelines of the national curriculum and 

the teaching materials prepared by the Ministry of Education and Religious 

Affairs when delivering her teaching. In the first interview, I asked her for more 

information about the in-service seminars that were organised by the 

Pedagogical Institute. She replied that these seminars had facilitated her 

understanding in terms of how to teach the subject Greek (CS2_int1: 38). She 

also informed me that she implemented specific teaching strategies, i.e. 

inductive language presentation (CS2_int2: 46), because they are suggested in 

the national curriculum (CS2_int1: 8) and engaged pupils in certain exercises as 

they were given in the textbook (CS2_int2: 102).  

 

When I wondered why in lesson 4 she had divided the classroom into 

two groups to engage them in a reading comprehension activity, she referred to 

another determinant affecting her teaching. 

 

I told them that half of the class would be one team and would answer the 

first part of an exercise while the rest of them would answer the second part. 

I did this because of lack of time. I was pressured by the time as it is a very 

serious part of teaching. If we had more time, we could do more things 

(CS2_int2: 106). 

 

When I also asked her to discuss further her comment that she would design her 

lessons differently, she listed the strategies that she would have used. When I 

queried how often she adopted these strategies, she said that she rarely did so as 

she does not have sufficient time (CS2_int2: 130). Seen in this light, according 

to Elena, time played an important role in her choices regarding which 

curriculum aims to accomplish and which teaching strategies to use.  

 

Overall, Elena was an experienced GLT who has neither had training related to 

GAL teaching nor extended teaching experience in working in a mainstream 

classroom. As she claimed, her teaching experience, which she had mainly 

developed in monolingual classrooms, the curriculum guidelines for teaching 

the subject Greek and contextual factors, i.e. learners‘ needs and time 

constraints, tend to have an impact on her teaching decisions. 
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7.2. Teachers’ espoused beliefs about GAL teaching: Elena 

 

7.2.1. Elena’s understandings of language  

 

Elena stressed the importance for GAL pupils to learn different parts of 

language separately to attain language skills. She replied to my query as to 

whether it was necessary to teach language elements, that by learning 

these, GAL pupils would produce academic texts and would use the language to 

communicate with others without making grammar errors and mistakes in 

expression (CS2_int2: 56, 78). This shows that Elena conceived language as a 

structural system, a similar belief about language to Anna (see subsection 

6.2.1). 

 

Elena also recognised the difference between interactive informal and academic 

formal language skills, which, for her, include mainly writing skills. When we 

discussed the language problems of GAL pupils, she pointed out that even 

though GAL pupils develop interactive informal language skills that could 

enable them to engage in communication outside school, they had difficulties in 

producing academic texts, which makes it difficult for them to meet curriculum 

demands (CS2_int1: 48). So, according to Elena, language consists of two kinds 

of language skills that GAL pupils need to attain to be able to exploit their 

language resources in a range of communicative contexts.  

 

7.2.2. Elena’s understandings of language learning 

 

As mentioned above, Elena argued that by gaining explicit knowledge of 

separate language points, GAL pupils would attain the language skills required 

to become proficient in spoken and written language. This is reflected in her 

claim that it was more important for her to accomplish the curriculum aims 

referring to language points than covering all the curriculum aims by the end of 

the school year (CS2_int1: 44). When I queried whether in her opinion pupils 

should learn grammar and syntax, she stated: 
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yes I think so because as much as I learn a language empirically by using it I 

believe that rules can help. Perhaps we shouldn’t insist so much on details at 

the junior secondary school, sometimes I think this is just too much, but I do 

not believe in not teaching the rules at all (CS2_int2: 72). 

 

Even though she thought that language use could lead to language development, 

she felt that explicit knowledge about language points could help GAL pupils 

achieve communicative fluency (CS2_int2: 74) and become aware of how to 

use language points accurately in their own language (CS2_int2: 78). 

  

Elena also believed that extensive exposure to texts with a focus on meaning 

would contribute to language attainment. When she listed the teaching 

strategies that she employed to cope with the learning difficulties of GAL 

pupils, she explained to me that she asked the whole class to read a literacy 

book at home and to present their impressions in class (CS2_int1: 66). 

According to her, this would give GAL pupils opportunities to improve their 

comprehension skills and to use the language actively by transmitting the main 

ideas of a text without focusing on language points. So, she thought that during 

the exclusive exposure to meaning pupils would attain different language skills 

from those that they would develop during exclusive focus on language points. 

This belief may explain her decision to expose the learners to four different 

texts in her first lesson observed (see subsection 7.4.1). 

 

When I wondered what other activities she would have engaged pupils in if she 

had more time, she listed a range of controlled practice activities with the focus 

being on language points, vocabulary and writing (CS2_int2: 120, 122, 124). 

According to Elena, the reason why she would have organised these activities is 

because: 

 

All these will help them to learn the language very well. Constant practice 

clearly helps them to understand more things as it helps them to memorise 

them {grammar rules} easily. In addition, when they need to use 

them {language points}, they will (CS2_int2: 126).  

 

She felt that by applying in practice the explicit knowledge about language 

points and vocabulary that they had memorised, GAL pupils would become 
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aware of how to use them in real communications. She also argued that 

controlled practice activities would facilitate the improvement of their language 

skills, whereby this would lead to the consolidation and accurate use of 

language points. This belief is reflected in her lessons where she engaged the 

whole class in controlled practice activities (see subsection 7.4.2). She also 

highlighted that she insisted on organising written production activities, 

requiring pupils to produce academic written texts on a range of topics 

(CS2_int1: 64). According to her, such a practice would lead to the 

enhancement of their writing skills and also help them to produce accurate 

written language on their own (CS2_int2: 110). In her first and fourth lessons, 

she asked the whole class to produce written texts related to the topics under 

discussion for homework. 

 

Elena stated that error correction would also enhance learners‘ language skills 

and would have an effect on how they use spoken and written language. When I 

questioned her about how she dealt with the problems of GAL learners in her 

classes, she claimed that she attempted to correct their speaking errors orally 

and that she put great emphasis on the correction of errors in their written texts 

(CS2_int1: 64). In her opinion, this would enable GAL pupils not to repeat their 

errors, to improve their writing skills and to produce written texts without any 

mistakes (CS2_int1: 38, 64). Despite this belief, in her lessons, she did not 

embrace this strategy, but only picking up on those regarding meaning.  

 

7.2.3. Elena’s understandings of language teaching 

 

Elena believed that the teaching strategies and means that she adopted in her 

lessons were appropriate and effective for mainstream classrooms. Replying to 

my question regarding how she would have taught the subject Greek in a 

mainstream classroom in an ideal world where she had all the appropriate 

means, she claimed that she would not have changed anything. She would have 

employed the same teaching strategies and means. She said that she did not 

consider that using different teaching means would improve her teaching 

(CS2_int1: 84). This shows that Elena thought that there is no difference 
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between teaching the subject Greek to GMT pupils only and teaching it to both 

GAL and GMT pupils.  

 

However, in the initial interview, when I enquired if she felt that she had 

changed her teaching because of the presence of GAL pupils in her classes, 

she explained to me the difference between her teaching in monolingual 

classrooms and in mainstream ones. 

 

Yes, yes I changed it, that is, now I have started to insist on things that in 

previous years I considered were well known, and I did not insist on them. 

For example, you might also notice this, I taught the adverbials and even 

though it is known that the children of the Year 2 of the gymnasium should 

know what an adverb is, the children did not know it. I had to make special 

exercises to help them understand first what an adverb is. This would not 

have happened in a class seven, eight or ten years ago. Yes, on some 

occasions, I have simplified my teaching (CS2_int1: 68).  

 

In mainstream classrooms, Elena decided to explain simple information that 

pupils should have been absorbed in previous years so as to engender GAL 

pupils‘ comprehension of the lesson content. She also reported that she engaged 

pupils initially in less challenging activities and gradually in more challenging 

ones to motivate them to participate in classroom activities (CS2_int1: 68). For 

instance, she told me that she first instructs the pupils to write simple sentences 

using particular words and then to write complex ones as well as essays about a 

range of topics (CS2_int1: 64, int2: 124). From this perspective, it would appear 

that Elena saw the simplification of lesson content and of classroom activities as 

a strategy that would lead to GAL pupils being able to meet subject Greek 

demands. 

 

As mentioned in section 7.1, she emphasised that the seminars held by the 

Pedagogical Institute had had an influence on her teaching strategies. When I 

encouraged her to describe these seminars, she told me that:  

 

In the most {subject-Greek} lessons, we should adopt a text-based teaching 

approach. That is, we will always have to base [the lesson] on a text. In the 

new textbook for the subject Greek, first, we have to approach a text 
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conceptually, then we have to teach the language points of this text, then 

again the syntax. At the beginning, this was difficult, but over the years, I 

came to understand that, yes, I can teach in such a way (CS2_int1: 40). 

 

She considered that a text-based approach, which she followed in her lessons 

that I observed (see subsection 7.4.1), is appropriate for teaching the subject 

Greek in mainstream classrooms as this is recommended in the curriculum. She 

also claimed that if she had extra time, she would engage pupils in controlled 

practice activities based on texts. For example, she would give pupils a text to 

find its main ideas, identify language points and to assimilate new vocabulary 

(CS2_int2: 124). This approach, according to Elena, would enable pupils to 

acquire reading comprehension skills and to acknowledge the uses of language 

points in texts.  

 

She also said that she adopted an explicit approach to the teaching of writing. In 

the second interview, when I commented on her strategy of explaining to the 

whole class what they had to do for an exercise, she argued that she always did 

this, especially when they were expected to write an essay. She described her 

strategy saying that: 

 

before they start writing an essay, we do a draft together to hear different 

opinions and views as what interests me at this level is not if they have nice 

ideas; the children will develop nice ideas by reading, by growing up. At this 

level, what interests me is that the ideas they have they able to express 

correctly. So this year I insist a lot on this. I give them my own ideas, I give 

them my own advice and what remains is how they will link everything, how 

they will organise their own text (CS2_int2: 110).  

 

Elena placed emphasis on the ideas that would be developed in the essays 

showing that she expected pupils to link the ideas, find the structure and use 

written language accurately to produce a written text. This perspective may 

imply that pupils are considered to be responsible for producing accurate and 

concrete written texts without explicit teaching of writing. This belief may 

explain her decision to discuss the ideas expressed in the textbook in the first 

and the fourth lesson without referring to how to write an essay in any of her 

lessons that I observed (see subsection 7.4.1).  
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7.2.4. Elena’s interpretations of the national curriculum and textbook 

 

Elena considered the prescribed curriculum and teaching materials prepared by 

the ministry appropriate for teaching the subject Greek in Year 2 of mainstream 

classrooms. In the first interview, after I asked her opinion regarding the 

national curriculum, she stressed that overall she was satisfied with the 

curriculum even though many times she had a difficulty to accomplish all 

curriculum aims (see section 7.1). However, she claimed that this happened 

because of GAL pupils‘ language problems and not because of the 

inappropriateness of the curriculum (CS2_int1: 44, 46). She also emphasised 

that she was pleased with the teaching materials even though ‗at some points 

they become very analytic or there are some exercises that according to my 

opinion – a few - they do not help very much the process of the lesson’ 

(CS2_int1: 52). Nevertheless, she did not consider this a problem on the 

grounds that the curriculum gives teachers the freedom of choice regarding the 

lesson exercises (CS2_int1: 52). Answering my question regarding to the 

changes that she would have made in her teaching in an ideal world, she also 

confirmed that she would not have changed the teaching materials to teach the 

subject Greek in mainstream classrooms in an ideal situation (CS2_int1: 84). 

Seen in this light, it would appear that Elena considered that the national 

curriculum and teaching materials mainly addressing GMT pupils‘ learning 

needs are also suitable for GAL pupils. This belief and her beliefs presented in 

section 7.1 could explain her decision to adopt the curriculum aims and use the 

prescribed teaching materials in her lessons that I observed (see section 7.3). 

 

 

7.3. Background description of the Year 2 subject Greek class 

 

Elena‘s class was a secondary Year 2 mainstream class (pupils aged 13-14) 

where there were 20 pupils in the room: 7 GMT learners and 13 GAL pupils 

from Albania (6 pupils), Russia (4 pupils), Ukraine (1 pupil), Armenia (1 pupil) 

and Georgia (1 pupil). Most of the GAL pupils came to Greece when they were 

four years old and they had been there almost 10 years, one had been in the 
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country for five years, one for three, and one was born there
18

. Based on my 

discussions with Elena and my examination of the written word of GAL pupils, 

their language proficiency was similar to that of GAL pupils in Anna‘s 

classroom (see subsection 6.3).  

 

Here, I present the four subject-Greek lessons that I observed in Elena‘s 

mainstream classroom in April 2012. The aims of these lessons, as stated by the 

teacher who read them aloud from the textbook at the beginning of each lesson, 

are presented in Table 7.1. Overall, Elena aimed at getting pupils to gain 

explicit knowledge about language points and to acquire reading 

comprehension skills. Nevertheless, she gave emphasis to the development of 

grammar knowledge as the focus of three out of four lessons was on the 

presentation of language points.  

 

Lessons Aims 

Lesson 1 

 

Getting pupils to develop reading comprehension skills, to 

discuss and to write about problems of daily life that affect all 

people 

Lesson 2 Getting pupils to develop explicit knowledge about the form 

and functions of adverbials  

Lesson 3 Getting pupils to understand how adverbs are derived from 

other parts of speech 

Lesson 4 Getting pupils to understand both the forms and functions of 

linking words 

Table 7.1: Aims of Elena‘s four lessons 

 

The unit that Elena used in the four lessons was Unit 7 with the title ‗Βηώλνληαο 

πξνβιήκαηα ηεο θαζεκεξηλήο δσήο‘ (Experiencing problems of daily life), 

which refers to problems that people may confront in Greek society. She 

followed the prescribed structure and textbook activities, using the four first 

texts provided in this unit (see Table 7.2) and asking some of the 

comprehension questions that come after these texts. She chose these texts 

because she found them interesting and she believed that they would be so for 

pupils as well since they refer to current social problems (CS2_int2: 32). She 

                                                 
18

 Pupils whose parents were immigrants in a country belong to the second generation of 

immigrants. In Greece, as mentioned in Chapter 2, these children are still considered GAL 

pupils.  
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also considered that they are understandable texts and that pupils would be able 

to express their opinions (CS2_int2: 32). She also made use of a text with the 

title ‗Μεηαιιαγκέλα: Ση κπνξείο λα θάλεηο εζύ;‘ (Genetically modified products: 

What can you do?) from the workbook for grammar practice and not for 

comprehension.  

 

Text title Text description 

1. ‗Ρηλνθεξίηηο’ (Living like a 

rhino)  

Part of a literary book about the way that 

Greek people have become individualists 

who do not care about anything except for 

their personal needs  

2. ‗Πξσηαζιεηέο ζηα ηξνραία 

αηπρήκαηα‘ (Champions of car 

accidents)  

Adapted from a newspaper article, this 

describes the problem of car accidents in 

Greece and the factors causing them 

3. ‗Η ληξνπή ησλ πιαζηηθώλ‘ 

(The shame of having plastics)  

An unadapted newspaper article 

discussing the problem of leaving rubbish 

on the beach and the negative 

consequences for the environment 

4. ‗Αο απνβάινπκε ην άγρνο από 

ηε δσή καο’ (Let‘s reduce the 

stress in our life)  

A revised text from a website, describes 

signs of stress, explains what it is and 

suggests ways of reducing it 

‗έβνκαη ηνπο θαλόλεο νδηθήο 

θπθινθνξίαο‘ (I respect the 

traffic rules)  

A poster from a website presents ten 

traffic rules 

Workbook text: ‗Μεηαιιαγκέλα: 

Ση κπνξείο λα θάλεηο εζύ;‘ 

(Genetically modified products: 

What can you do?)  

A revised text from a website about the 

rise of genetically modified products in 

our nutrition and how to cope with this 

problem 

Table 7.2: Texts from Unit 7 in the textbook used by Elena during the four 

lessons 

 

She focused on the three language points proposed in the unit, i.e., adverbials, 

the derivation of adverbs and the use of linking works. She used some of the 

unit activities, which aim at getting pupils to practise language points (e.g. 

identifying language points in given sentences, transforming one part of speech 

to another), and she covered the grammar rules given in the textbook.  

 

In Elena‘ classroom, all the pupils‘ chairs were facing forward and their desks, 

which were not moved during the lessons, were in rows. They could sit either in 

twos or by themselves at a desk and most of the GAL pupils were sitting either 

with other GAL pupils or alone, with only one sitting with a GMT pupil. Pupils 
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were facing the teacher‘s desk and the whiteboard. The teacher‘s desk was in 

front of the pupils‘ desks, on a raised platform and beside the whiteboard. The 

classroom atmosphere was formal. There were clear boundaries as the teacher 

always controlled the classroom discussions and did not allow pupils to speak 

without giving them permission. Pupils did not make any noise, and when there 

was low-level noise, the teacher called for silence. 

 

 

 

 

 

 

 

 

 

 

 

7.4. Teaching the subject Greek in a mainstream classroom 

 

7.4.1. Instructional strategies for focusing on carrier content 

 

In her first lesson, Elena engaged all the pupils in reading comprehension and 

speaking activities in which she focused exclusively on carrier content without 

referring to language points. During these activities, she followed the same 

format and adopted the same teaching strategies for each text. She initially 

asked the pupils to listen to academic texts carefully, which a nominated pupil 

or the teacher herself read aloud. The majority of pupils were listening to the 

texts and at the same time looked at them in their textbook. She then rephrased 

the texts using interactive informal language, engaged them in question-answer 

sequences and sometimes asked them to describe their personal experience in 

relation to the discussed topic. In these whole-class activities, the pupils were 

expected to reply to teacher‘s questions and describe their experience if they 

were asked by the teacher.  

 

Picture 7.1: Elena‘s classroom layout 



 

195 

 

Extract 7, which occurred near the beginning of lesson 1, is taken from a 

reading comprehension activity and lasting two approximately minutes, shows 

how Elena engaged the whole class in question-answer sequences. Initially, the 

teacher instructed them to listen to the text entitled ‗Ρηλνθεξίηηο’ [Living like a 

rhino] (see Appendix 14A), which she read out loud, carefully, without 

informing them in advance about the reading comprehension activity that would 

follow. After having read it, she started asking the comprehension questions 

provided in the textbook, and she expected the whole class to participate in this 

activity without giving them time to think about the answers. During the whole 

time, the pupils and the teacher had their textbooks open in front of them at the 

right page. In the extract below, after a wrong answer from a GAL pupil about 

the main idea of the text, the teacher sought the opinion of other pupils 

regarding what it was. 

 

Extract 7 

01 T: what do the rest of you understand? 

02 Ps:  ((no one raises their hand)) 

03 T:  what does becoming a rhino mean/ according to the text? 

04 Ps:  ((no one raises their hand)) 

05 T:  ((she reads the first comprehension question of the text aloud))  

which problems of Greek society does the narrator consider/ 

transform people into rhinos? 

06 ((she reads the second part of the first comprehension question 

of the text aloud)) who does spread the disease of becoming a 

rhino/ and in which ways? 

07 (…) ((she rephrases the texts in order for pupils to find the 

answer to her question)) 

08 Ps:  ((four pupils raise their hands)) 

09 T:  (…) ((she nominates a pupil to respond)) 

10 P:  maybe is it (…)? 

11 T:  no//  

12 (…) ((she answers the question)) 

 

Elena prompted the pupils to find the main idea by directing to the whole class 

a plain sense reading comprehension question (see Grant, 1987 and also chapter 

6) given in the textbook. They were expected to look at the text and to use 

textual evidence to answer her question. As can be seen, it was only in line 08 

in which she rephrased the part of the text so that pupils could find the answer, 

four pupils (3 GMT pupils and 1 GAL pupil) raised their hands to reply to her 
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question, while previously no one was able to give an answer. In the second 

interview, when I described her strategy to her, she commented only on the 

reasons of simplifying the questions of the textbook arguing that she followed 

this strategy because of pupils‘ difficulty in understanding the academic 

language of textbook questions (CS2_int2: 38). However, taking into account 

the curriculum guidelines, which she stated that she followed (see section 7.1), 

and the content of these questions could be assumed that she employed this 

strategy to check pupils‘ comprehension. She also stressed that she chose these 

texts to ensure pupils‘ development of ideas for their essays (see subsection 

7.2.3).  

 

After the reading comprehension activities, she sometimes asked for the pupils‘ 

personal experience regarding the topics discussed in texts. For example, in 

lesson 1, after asking plain sense reading questions about the meaning of the 

text ‗Πξσηαζιεηέο ζηα ηξνραία αηπρήκαηα‘ [Champions of car accidents], she 

encouraged the pupils to describe their personal experience of car accidents. 

When compared to the participation of the GAL pupils in the reading 

comprehension activities, in this speaking activity, more GAL pupils were 

willing to express their personal experience. The teacher did not comment on 

what the pupils said, but instead, when one pupil had finished describing their 

own personal experience, she simply moved on to the next. According to her, 

this would make the GAL pupils feel more confident to speak in class, because 

they would have the opportunity to talk about non-academic information using 

interactive informal language and because they liked to talk about their personal 

experience (CS2_int2: 34). Generally, she explained that the main purpose of 

meaning-focused activities was to get the pupils to develop reading 

comprehension skills, to understand how to produce written texts using the 

main ideas expressed in texts as well as to give them opportunities to participate 

in discussions regarding different topics (CS2_int2: 32, 34, 38, 112). 

 

7.4.2. Instructional strategies for language point teaching 

 

Elena mainly organised grammar presentation and practice activities and 

adopted three teaching strategies, i.e. presenting language points through 
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analysing examples syntactically, engaging pupils in grammar practice, and 

presenting grammar rules. She connected this practice with her belief about the 

benefits for GAL pupils in gaining explicit of knowledge of language points 

(see subsection 7.2.2).  

 

Presenting language points through analysing the structure of sentences was the 

only teaching strategy that she employed to explain language points to the 

whole class. An example of this strategy is presented in extract 8, which is from 

lesson 2, being taken from a grammar presentation activity and lasted around 

three minutes. This episode happened around the middle of the lesson and after 

a controlled grammar practice activity, in which the pupils were expected to 

identify as well as classify the adverbials in four sentences taken from the unit 

texts and given in the first exercise of the section Αθνύσ θαη κηιώ [Listen and 

speak]. Here, the teacher introduced a new aspect of adverbials, their forms. 

 

Extract 8 

01 T: however/ children/ in a sentence/ we could also have words 

that (.) even if they are not adverbs/ they have adverbial 

meaning// 

02 for example/ ((she stands up))  

03 I am writing a version of the previous example here// ((she 

erases the word ‘later’ from the first example written on the 

board and writes ‘the evening’)) 

04 ((she reads aloud from the board)) the teacher came back/ 

05 write it down// ((some pupils start writing it in their 

notebooks)) 

06 ((she reads aloud from the board)) in the evening// 

07 write it down// ((the pupils write it in their notebook))  

08 P1: (…) 

09 T: yes// 

10 came back/ as we said/ is the verb// ((in the whiteboard the 

word ‘came back’ already has a note showing that is a 

verb))  

11 who did come back? 

12 the teacher// 

13 when did he come back? 

14 the evening// 

15 what part of speech is ‗the evening‘/ children? 

16 Ps: ((no one raises his/her hand))  

17 T: is it an adverb? 

18 Ps: ((no one raise his/ her hand)) 

19 George no// ((without raising his hand))  
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20 T: no// 

21 it is a (.) ((none raises his/ her hand))  

22 George adverb// 

23 T: noun// 

  

After informing the whole class about the aim of this activity, she analysed a 

simple sentence syntactically to make clear to the whole class that not only 

adverbs, but also other parts of speech can be adverbials. To do this, she 

directed display questions (see Chapter 4) to the whole class aiming at getting 

them to identify the grammatical terms in the sentences. She was of the opinion 

that they were not able to identify them without her assistance and to find the 

correct answer to her questions (CS2_int2: 62). Replying to my query of why 

she used examples to present new language points, she argued: 

 

According to the structure of the textbook and the guidelines of the national 

curriculum, we have to present textbook examples and the children 

themselves have to discover the rule through these examples. We always see 

the rule at the end, as a conclusion. The children have to find the rule 

through certain steps. Sometimes, when I know that children will have 

difficulty in understanding a language point, I write some simple examples 

on the board to help them understand it. We will then go through the 

examples of the textbook that usually are more complex and demanding and 

through this process discover the rule in this lesson (CS2_int2: 46).  

 

Elena preferred to present language points inductively giving pupils the 

opportunity to find out grammar rules through examples, rather than presenting 

them deductively. She believed that this strategy would aid the learners towards 

understanding the new language points better and using them accurately 

(CS2_int2: 78) as well as answering grammar exercises in school exams 

(CS2_int2: 60). She mainly chose it because it is proposed in the national 

curriculum (see section 7.1). However, as can be seen, almost all the pupils 

were struggling to reply to her questions as no one raised their hands and the 

only response, as shown in line 19, was from a GAL pupil who gave the wrong 

answer. 

 

Engaging pupils in practice activities, in which the whole class was encouraged 

to identify language points, was the strategy that Elena employed most often as 

she intended to get them to practise orally language points that she had 
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previously presented. The following extract, which is from lesson 3 and lasted 

approximately one minute, illustrates how Elena set up a grammar practice 

activity. It occurred near the middle of the lesson after she had explained how 

adverbs can be derived from different parts of speech. Elena instructed the 

whole class to open their workbook at the text ‗Μεηαιιαγκέλα: Ση κπνξείο λα 

θάλεηο εζύ;‘ [Genetically modified products: What can you do?] (see Appendix 

14B).  

 

She gave instructions to them all to identify and underline adjectives that could 

be transformed into adverbs while she read the text aloud. She told them not to 

pay attention to the meaning of the text but to just find adjectives from which 

such adverbs could be derived. During this activity, the majority of pupils were 

working individually, looking at the text and trying to underline the adjectives. 

After this, the teacher asked the whole class to present the adjectives that they 

had underlined and to transform them into adverbs following the grammar rule 

that she previously taught. However, she did not give them any time to make 

this transformation as she expected them to be able to do so immediately. In the 

following extract, she challenged the whole class to tell her of another adjective 

(some of the pupils had already presented two other adjectives). 

 

Extract 9 

01 T: ((to the whole class)) tell me another one// 

02 George? 

03 George: [e] in the penultimate line/ ((he reads from the workbook)) 

basic part// 

04 T: great// 

05 in the penultimate line/ ((she looks at the workbook)) it has a 

basic part// 

06 so/ from the adjective ―basic‖/ which adverb can we produce/ 

George? 

07 George: basically// 

08 T: basically// 

 

The practice activities in Elena‘s work shared certain characteristics that are 

illustrated in this extract. First, these activities occurred after the presentation 

and explanation of a language point. Second, the practice was oral, not written, 

and the pupils were expected to respond immediately. Third, the teacher led the 
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whole process as she chose the examples and asked display questions to lead 

pupils to identify language points. Fourth, most times the pupils only had to 

recognise the language point in the given examples. Fifth, the examples were 

directly taken from the textbook or workbook, being complex and compound 

sentences from the unit texts. When I enquired of Elena why she applied a 

range of practice activities in her lessons, she explained that these activities 

would assist them in consolidating the language points that she had previously 

presented and as a consequence, be able to use them in their speech (CS2_int2: 

84).  

 

Presenting grammar rules was a teaching strategy that Elena always used after 

the above mentioned strategies. Extract 10, which is from lesson 4 and lasted 

approximately three minutes, is characteristic of how she introduced grammar 

rules as given in the textbook. It happened near the end of the lesson, after a 

grammar practice activity where the pupils had to detect the linking words of 

the first text in Unit 7. The grammar rule presented here is for linking words, 

and the teacher asked a pupil to read it aloud as presented in the section 

‘Μαζαίλσ όηη’ [I learn that] in the textbook (see Appendix 14C). 

 

Extract 10 

01 T: let‘s go now to ‗I learn that‘// ((pupils turn to the particular 

page)) 

02  we will underline all of these// 

03  Satin will read it slowly/ loud/ and clear// ((Satin had not 

raised her hand)) 

04 Satin ((she reads aloud from the textbook)) text/ paragraphs/ and 

sentences are connected/ 

05  alpha/ 

06  with linking words/ that indicate contrast// for example, but 

07  {that indicate} reason/ for example/ why and so on// 

08  beta/ 

09  with connecting phrases such as/ the major factors/ one of the 

most important reasons/ and so on// 

10  gamma/ 

11  with indirect reference in the previous paragraph or sentence/ 

which can occur with/ 

12  repetition of the last idea of the paragraph or sentence/ 

13  repetition of the main idea of the previous paragraph/ or 

sentence/ 

14  repetition of a word/ or phrase of the previous paragraph/ or 



 

201 

 

sentence// 

15  delta/ 

16  with a question// 

17 T: OK// 

 

After the pupil‘s reading of the rule, Elena did not comment on it. She only told 

the pupils which information to underline, and as she mentioned in the previous 

lessons and during the second interview (CS2_int2: 88), they had to memorise 

them for the next lesson. When I described this strategy, she stressed that it is 

important for pupils to listen to the grammar rule as a conclusion to the 

grammar presentation process and that this would also facilitate their 

completion of different grammar exercises (CS2_int2: 88).  

 

Elena also explained to the whole class the meaning of different words by 

giving their definitions. She mentioned that GAL pupils do not know academic 

words and so sometimes she did not wait for them to query unknown ones, but 

preferring to offer the meaning of those she considered they would not 

comprehend (CS2_int2: 104). According to her, this would help them 

comprehend the meaning of texts because, as she told me, ‗if they [children] do 

not understand five to six words from a text, they might not get [the meaning of] 

the whole text’ (CS2_int2: 104). She also argued that vocabulary teaching could 

result in GAL pupils both enriching their vocabulary and incorporating new 

academic words in their writing (CS2_int2: 124).  

 

7.4.3. Use of linguistic and contextual cues for language comprehension 

 

Elena used a few strategies to facilitate all the pupils‘ text and classroom 

language comprehension. In reading comprehension activities, as can be seen in 

extract 7, pupils were mainly expected to interpret the meaning of texts by 

relying on linguistic cues to answer teacher‘s plain sense reading questions. 

Most of the time, the GAL pupils struggled to comprehend the text in this way 

as witnessed by the fact that they did not participate in question-answer 

sequences. Elena sometimes paraphrased or simplified the language of the text 

and the textbook comprehension questions to support text comprehension. 

According to her, this would enhance the pupils‘ comprehension and help them 
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to answer to her questions (CS2_int2: 38). However, only a few GAL pupils 

raised their hands when she adopted this strategy, mainly those who had been in 

Greece for many years (e.g. extract 7). 

 

During grammar activities, Elena wrote some simple examples on the 

whiteboard to expound language points to the pupils because she expressed the 

view that pupils were not capable of grasping the structure of complex or 

compound sentences (CS2_int2: 46). Nevertheless, it can be seen in extract 8 

that GAL pupils were still struggling in participating in such activity. She also 

read grammar rules aloud, and she pointed out that sometimes she explained 

these rules using interactive informal language so as to assist pupils in 

comprehending the grammar rules better (CS2_int2: 88). In other words, she 

shared that she rephrased these rules by simplifying the academic language, but 

this was something that I did not observe in any of her four lessons. Seen in this 

light, she either expected them to comprehend lesson content by relying only on 

linguistic cues or attempted to simplify it.  

 

7.4.4. Use of linguistic and contextual cues for language use and 

participation 

 

As mentioned in the above extracts, Elena mainly organised whole-class 

activities and the main form of interaction that was noticed was the IRE pattern, 

which she implemented in both reading comprehension and grammar activities. 

An example of this pattern is presented in extract 11, which occurred towards 

the middle of lesson 3 and is part of the grammar practice activity described in 

extract 9. In this extract, the teacher instructed the whole class to present 

adjectives from which adverbs could be derived and to transform them into 

adverbs.  

 

Extract 11 

01 T: ((to the whole class)) find another adjective// 

02  Anita// 

03 Anita main// 

04 T: good// 

05  in the second line/ main/ main sources// 
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06  which adverb can we have from this/ Anita? 

07 Anita mainly// 

08 T: mainly// 

 

In the above extract, the teacher nominated a GAL pupil to present an adjective 

(line 02). Anita gave a one-word answer (line 03), which the teacher evaluated 

by giving positive feedback (line 04) and re-telling the pupil‘s answer (line 05). 

She continued by encouraging Anita to transform the adjective into an adverb 

(line 06) indicating that the pupil needed to use the derivation rules that she had 

previously presented. The teacher again evaluated Anita‘s response by repeating 

it (line 08). After this extract, Elena asked all the pupils to make a sentence 

using the derived adverbs and to provide other adjectives. 

 

In extract 7 and extract 8, Elena also used the IRE pattern. In the former, where 

she aimed to check pupils‘ text comprehension, she asked the whole class a 

plain sense reading comprehension question and then nominated a GMT pupil 

to answer. This was followed by evaluation of the pupil‘s answer by providing 

negative feedback with the correct answer. In extract 8, where she aimed to 

present a language point, she also asked the whole class display questions and 

evaluated the response of the pupil who answered by giving feedback and the 

correct answer. She explained that she always gave her own questions, as she 

wanted the pupils to note the correct answers from her point of view (CS2_int2: 

28). In these sequences, the pupils gave answers that were mainly one-word or 

one-sentence while few GAL pupils were participating in the classroom 

interaction, and those who did were mainly those who had been in Greece for 

many years. In sum, Elena used the IRE pattern to check pupils‘ comprehension 

and knowledge, present language points and to help them to apply grammar 

rules in practice.  

 

Elena also paraphrased her initial questions and pupils‘ answers to her questions 

as well as expanding upon pupils‘ answers by adding semantic information to 

explain further the meaning of pupils‘ utterances. At the beginning of lesson 2, 

while she was checking the homework, she asked the whole class to compare 

the four social problems that four pupils had referred to in their essay.  
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Extract 12  

01 T: what is the difference between the problems? 

02  the problem to which Georgy and Anton referred/ and the 

problem to which Anna and Aneta referred// 

03 Ps: ((no answer)) 

04 T: both contemporary problems/ without doubt// 

05  however/ they have one difference/ 

06  which one? 

07  Ervin? 

08 Ervin: probably that smoking is a habit// 

09 T: yes// beside that? 

10  Georgy? 

11 Georgy: that we are causing alcoholism/ and smoking//  

12 T: and we hurt ourselves/ don‘t we? 

13  I do something that hurts only myself// 

14  on the other hand/ Georgy/ the problem to which you 

referred? 

15  the delinquent behaviour? 

16 Georgy again/ (…) we do it// 

17 T: it has an impact on the society/ and we provoke it// 

18  Uta? 

19 Uta: maybe/ it‘s that smoking and alcohol can lead to a delinquent 

behaviour?  

20 T: nice// this is a very nice thought that Uta expressed// 

21  probably not smoking/ but alcohol can lead to a delinquent 

behaviour// 

 

In line 01, the teacher directed an open-ended question about the difference 

between social problems to which some pupils had referred. In lines 02-05, she 

paraphrased her question to encourage them to respond. In line 11, a GAL pupil 

attempted to explain the difference between alcoholism and smoking in relation 

to delinquent behaviour. In the following lines, 12-13, Elena appeared to 

expand the explanation of the pupil by giving extra information. She adopted 

the same strategy in the following lines (lines 14-19) while concluding the 

interaction by giving feedback to the pupil‘s answer (lines 20-21). In this 

extract, only three pupils‘ participated in the interaction with the rest remaining 

silent showing that few pupils felt able to participate.  
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7.5. GAL teaching and Elena 

 

In our interviews, Elena argued that even though she has not had any training 

regarding GAL teaching, she has adopted teaching practices that can support 

GAL pupils‘ learning in mainstream classrooms. Table 7.3 presents the main 

pedagogic principles that underlie the teaching strategies of Elena in the lessons 

that I observed. Following this, I review the extent to which Elena‘s principles 

and practices fit with the general principles of additional language teaching.  

 

Pedagogic principles Observed teaching strategies 

1. An exclusive focus on meaning can 

contribute to language accuracy, to the 

production of comprehensible output, 

and to the development of reading 

comprehension skills 

Question-answer sequences, reading 

(see subsection 7.4.1)  

2. Providing extended opportunities to 

use spoken language actively in less 

stressful contexts can promote GAL 

pupils‘ development of speaking skills 

Rarely asking about pupils‘ personal 

experience on the topics discussed in 

texts (see subsection 7.4.1) 

3. The use of paraphrasing and 

simplification can lead to 

comprehension  

Rephrasing texts by using interactive-

informal language, use of simple 

sentences to present and to explain 

language points. (see subsection 7.4.3)  

4. The explicit teaching of language 

points can assist GAL pupils not only 

to understand language points, but 

also to produce written and spoken 

language accurately 

Inductive language presentation (see 

subsection 7.4.2)  

5. The curriculum and textbook are 

appropriate for all pupils 

Adopting the textbook and curriculum 

aims, using most of the activities 

proposed in it (see section 7.3) 
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6. The evaluation of the meaning of 

pupils‘ responses can lead them to 

obtain the correct answer, which they 

will need for their exams and for other 

exercises 

Extensive use of IRE (see subsection 

7.4.4)  

Table 7.3: Elena‘s key pedagogic principles and observed teaching strategies 

 

Integrating language and content objectives  

In her lessons, Elena intended to support pupils‘ development of subject content 

knowledge by using subject-based teaching materials and activities. Even 

though she did not integrate GAL aims into her lesson plans, she did argue that 

the simplification of classroom activities and the content of materials, practice 

noticed in her lessons observed, would encourage GAL pupils to participate in 

classroom activities and would enable them to meet the lesson aims. So, she 

seemed to be closer to the content-end of Davison and Williams‘ framework 

(2001, see also section 4.1). This practice would appear to be influenced by her 

belief regarding the appropriateness of the national curriculum for both GMT 

and GAL pupils (see subsection 7.2.4), but also her recognition that she needs 

to adopt some practices to facilitate their learning (see subsection 7.2.3). 

 

Communicative competence in both everyday and academic language  

Like Anna, she mainly promoted the development of the grammatical and 

lexical components of academic formal language. She never introduced the 

teaching of the sociolinguistic components of this type of language, thus 

indicating that she assumed that learning how to use language in different 

contexts is not salient for language use. Despite the fact that she exposed pupils 

to a range of texts and expected them to produce texts for the purpose of the 

lessons, she never taught explicitly the characteristics of the texts and never 

referred to the types of texts. This shows that she seemed not to believe that this 

is important for all pupils to produce written language. This also indicates that 

she mainly encouraged the development of grammatical accuracy rather than 

communicative competence (see section 4.3). Despite the fact that she included 

a few language points of interactive informal language, she did not specify the 
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contexts that they can be used in and did not refer to any elements of interactive 

informal language. This can be linked with her belief regarding GAL pupils‘ 

language proficiency (see subsection 7.2.1). 

 

Form-focused language teaching  

In three out of four lessons Elena placed exclusive emphasis on language-

focused activities. It can be seen that she taught language points explicitly and 

involved the pupils in controlled practice activities (see subsection 7.4.2). She 

did not present these points during meaning-focused activities in which the 

pupils could have comprehended how to use them in their spoken or written 

language (see section 4.3), but rather, presented them out of context. She also 

gave the meaning of words that she considered that pupils might not know in 

order to facilitate their comprehension. So, Elena appears to adopt a traditional 

focus-on-forms instruction seemingly having the belief that this practice could 

enable all pupils to develop language accuracy. 

 

Focus on carrier content meaning  

She appears not to place much emphasis on carrier content meaning because 

only in lesson 1, did she engage the pupils in meaning-focused activities. 

During these, pupils were expected to comprehend the meaning of ‗authentic‘ 

texts taken from newspapers and magazines and reply to the teacher‘s questions 

regarding text topics. However, the pupils were not free to choose the language 

to communicate meaning with their classmates or to use real-world language. 

This practice is consistent with her belief in focusing on carrier content meaning 

for the development of language skills (see subsections 7.2.2 and 7.4.1) rather 

than communicative skills.  

 

Promoting comprehension of classroom language and content materials  

It is apparent that she exposed the pupils to extensive spoken and written 

language that largely had the characteristics of academic formal language and 

rarely used interactive informal language. Despite such exposure, she mainly 

expected pupils to rely on linguistic cues to comprehend input and put 

comprehension questions to the pupils in order to facilitate their understanding 

(see subsection 7.4.3). She seldom attempted to simplify or paraphrase her 
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speech to enable learners to comprehend spoken or written language. This 

shows that she did not consider contextual support or speech modifications 

critical to the promotion of input comprehension.  

 

Creating opportunities for extended language production  

Elena provided the pupils with few opportunities to use language actively 

during whole-class activities. She took up 80 per cent of class talking time to 

introduce and explain language points as well as the meaning of texts, thus 

leaving insufficient time for them to produce extensive spoken language. She 

encouraged the pupils to produce spoken language by asking ‗display requests‘, 

which led to predictable, restricted and minimal answers (see subsection 7.4.4). 

Even though she considered that extended language production could facilitate 

the development of their speaking skills, only twice did she ask ‗information 

requests‘, through which the pupils produced extensive and unpredictable 

language (see subsections 7.4.1 and 7.4.4). She also did not get pupils to 

produce extended written language; only asking them to complete a few 

grammar fill-the-gap exercises. 

 

Promoting participation in classroom interactions  

It can be seen that whole-class participation was the main participation structure 

of her lessons. She always initiated classroom interaction by asking questions 

regarding language points or the meaning of texts and nominated those pupils 

who raised their hands to give their answer. From my observation, it seems that 

the majority of the GAL pupils rarely raised their hands to answer the teacher‘s 

questions and since she only requested answers from those who did, few of 

GAL pupils participated in classroom interactions. She also terminated these 

interactions by evaluating pupils‘ answers, appearing to believe that this would 

help them identify the correct ones (see subsection 7.4.4). She also did not 

involve them in group-work activities and thus, she did not give them the 

chance to participate in real-life interactions. According to her, lack of time and 

the inappropriate behaviour of pupils have led her not to organise this 

participation structure for her lessons (see section 7.1). These practices indicate 

that Elena gave her pupils few opportunities to participate in classroom talk. As 



 

209 

 

mentioned in section 7.3, the classroom layout was traditional, and so it seemed 

not to encourage pupil participation in classroom interactions. 

 

From this perspective, it is apparent that Elena rarely incorporates the general 

principles of additional language teaching presented in section 4.6 into her 

teaching practices. She seems to teach the subject Greek without incorporating a 

GAL dimension, but instead, has opted to adopt a few teaching strategies that 

she considers helpful for GAL pupils‘ subject content learning.  
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Chapter 8 

Case Study: Maria 

 

8.1. Background information and influences on Maria 

 

Maria (pseudonym) is a Greek native speaker, being an experienced GLT in her 

18th year of teaching and her first year at the present school at the time of the 

data collection. She was excited about teaching the subject Greek and 

transmitting her knowledge to pupils, but was disappointed with her GAL 

pupils‘ performance as to her they appeared not to be interested in learning 

(CS3_int1: 32, int2: 8). She had not had training related to GAL teaching. Her 

first degree was in history, and it did not include pedagogic training (CS3_int1: 

10, int2: 33-34). She was aware that her initial education had not provided the 

subject matter knowledge needed to teach in secondary education (CS3_int3: 

22). For this reason, she had attended seminars on child psychology and 

linguistics as well as read books to develop the subject matter knowledge 

required to cope with the teaching demands in secondary classrooms (CS3_int1: 

14, int3:22). In contrast to Elena, she had attended two seminars on GAL 

teaching as she wanted to become familiar with this issue. However, she 

characterised these seminars as unhelpful, of which one was on how GAL 

pupils use the language and the other was on the textbooks prepared for 

intercultural primary schools. She believed that they had not met the needs of 

secondary school teachers (CS3_int1: 16, 18, int3: 25, 26). She also had not 

been involved in the European-funded project organised in her school (see 

subsection 5.3.1). 

 

Her first teaching experience in a mainstream classroom with both GAL pupils 

and GMT learners had been two years previously. As she mentioned, the high 

amount of GAL pupils in her classes had made her modify her teaching 

(CS3_int2: 36). She argued that she had become interested in trying different 

kinds of teaching strategies, such as role-play and group activities, to approach 

the subject Greek in such classrooms. For her, these strategies could help GAL 

pupils both engage in classroom activities and develop their language skills 
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(CS3_int2: 24, CS3_int3: 46). She accepted that initially she had taken for 

granted that the pupils would understand a variety of topics which they turned 

out not to (CS3_int3: 46). She also was putting on extra support classes outside 

the regular classes to assist her GAL pupils to catch up with the language points 

that they should have absorbed in previous school years and to consolidate new 

language points (CS3_int2: 8, 10). 

 

In all the interviews, she insisted that she took into account the pupils‘ language 

level and learning deficiencies when organising classroom activities and 

designing exercises (CS3_int1: 30, int3: 60). For example, she explained to me 

when I asked her the reason for using multiple-choice exercises that she did it 

for the GAL pupils‘ convenience (CS3_int2: 54). In our discussion about the 

reasons why she changed her teaching strategies, she also made clear that she 

used different strategies because: 

 

(…) so in order to have their attention, you have to try constantly not to 

make them get bored. You must not use one method for many times, because 

they find it boring, even though it is innovative. Of course, I believe that this 

is happening because they are teenagers. So I experiment with different 

teaching methods, that is, I adopt direct teaching, I use audiovisual means, I 

use dialogue, I adopt group work, games, everything (CS3_int3: 48).  

 

Maria based her teaching decisions on the pupils‘ reactions about teaching 

strategies as she wanted to keep them alert, interested and involved. She added 

that she took into account what interested them when planning classroom 

activities, like role-plays (CS3_int2: 24). She also claimed that not only the 

pupils‘ needs but also their learning abilities influenced her teaching decisions 

(CS3_int3: 50, 52). From this evidence, it would appear that contextual factors 

affected her on-going teaching decisions and strategies. 

 

In our first and third interview, she mentioned that the teaching strategies of her 

old schoolteachers played a crucial role in the development of her own teaching 

strategies. In our discussion about her choice of becoming a GLT, she told 

me that: 
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Our discussions {with her schoolteachers} were about the subject matter and 

about everything. We discussed social issues, and this helped us to think 

about different issues and somehow to philosophise. I liked it very much; I 

liked very much the interaction, the discussion. I would like to discuss with 

pupils mainly with teenagers (CS3_int3: 8). 

 

Maria intended to use the same teaching strategies as her schoolteachers 

because these were effective for her when she was a pupil. She also argued that 

her interest in history, which she developed during her initial teacher education, 

made her always connect topics with that subject (CS3_int3: 94), something 

that was noticeable in her lessons. So, according to Maria, her prior learning 

experiences had an important impact on how she designed and delivered her 

lessons. 

 

In our second interview, she replied to my question about her decision to use 

role-plays in the following way: 

 

Yes, how did I end up using these strategies? If I tell you that these strategies 

have come to me naturally, meaning that I think that teaching requires 

imagination, just like cooking. You have the ingredients, and you experiment 

with them, haven’t you? (CS3_int2: 32).  

 

She believed that her own preferences, interests and personality supported her 

teaching decisions. This perspective also became apparent when I questioned 

her about how she would teach the subject Greek in an ideal world, she replied 

that she would not change her teaching because it was based on her personality 

(CS3_int2: 86). 

 

In the second interview, when I asked her how often she used role-plays, she 

mentioned another factor that assisted in her choice of lesson content and 

teaching activities. She informed me that she took the textbook exercises as a 

starting point to organise such activities (CS3_int2: 30) and used the themes in 

them to provide extra information to pupils (CS3_int2: 74), an observed 

practice in her lessons. By way of illustration, she did not just draw on the 

textbook activities, but also gave the pupils extra materials about Greek artists 

and art movements to stimulate their interest further (see section 8.3). 
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Overall, Maria was an experienced GLT who had had neither training in GAL 

teaching nor extended teaching experience in mainstream classrooms. She was 

mainly interested in getting GAL pupils to develop subject knowledge and to 

this end she was providing language support classes. She also felt that her 

teaching decisions were based on her own learning experiences and personality, 

pupils‘ needs as well as on the prescribed teaching materials.  

 

 

8.2. Teachers’ espoused beliefs about GAL teaching: Maria 

 

8.2.1. Maria’s understandings of language  

 

Maria expressed similar understandings of language to Anna and Elena. This 

could be evidence that educational policy and teacher education tend to have an 

impact on their beliefs. When I queried what problems GAL pupils have in her 

opinion, she responded that they struggled to express their thinking and produce 

language owing to their ignorance of grammar rules (CS3_int2: 58). This belief 

shows that she had a structural view of language, whereby she considered it as 

system of related elements which pupils need to master separately in order to 

both code and produce meaning.  

 

In our second interview, when she was commenting on quality of GAL pupils‘ 

writings, she showed her awareness of the difference between two kinds of 

language skills:  

 

Their speech is simple and communicative. They write as they speak. They 

do not understand that written language is different from how they speak 

every day (CS3_int2: 56). 

 

Maria emphasised that even though GAL pupils had developed interactive 

informal skills, they had not acquired academic formal language skills, which 

she considered essential if they were to be able to cope with curriculum 

demands (CS3_int3: 74). She also mentioned that GAL pupils sometimes had 

difficulty in understanding her speech (CS3_int1: 32). So, she was aware of the 
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distinction between interactive informal and academic formal language skills, 

which, for her, include the writing of academic texts. 

 

8.2.2. Maria’s understandings of language learning 

 

As mentioned above, Maria contended that language learning occurs when 

pupils gain explicit knowledge of language points. This belief can be identified 

in her following claim which she shared when I encouraged her to explain what 

she meant by the phrase, ‗I help GAL pupils to consolidate important 

information‘ (CS3_int2: 50). 

 

The fact that they are able to find the verb of a clause and understand that 

the verb shows an action. As I told you, they did not know the parts of 

speech. Even the high-performance pupils have been telling me that the 

infinitive was a verb, they have been telling me that the past participle was a 

verb. They did not even recognise verb forms. At least now they understood 

that the verb shows an action, and they can easily write their own sentences 

(CS3_int2: 52). 

 

She declared that the learning of grammar rules would enable GAL pupils to 

produce written language and express themselves without grammar or spelling 

errors. It would seem that this belief can explain her decision of conducting 

language supply lessons for these pupils outside of the mainstream class (see 

section 8.1). In addition, in her first lesson, she concentrated exclusively on the 

revision of the grammar rules underlying subordinate clauses (see subsection 

8.4.2). 

 

When she listed the language problems of GAL pupils, she claimed that they 

were not capable of producing language as they were not exposed to Greek at 

home because of their parents‘ linguistic deficiency (CS3_int1: 28). She added 

that when such pupils are exposed to spoken language, they can pick up 

vocabulary and grammar rules. For instance, she thought that when they have 

listened to a word many times, they can remember it (CS3_int3: 80). She also 

asserted that when GAL pupils read their own writings aloud, they can detect 

their grammar errors and learn from them (CS3_int2: 58). In light of this, it 

would be apparent that Maria believed that GAL pupils would develop 
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academic language skills and produce language by being exposed to spoken or 

written language produced by native speakers. This practice was observed in 

her lessons (see subsection 8.4.1). 

 

In the third interview, when she was discussing how the curriculum should 

change in order for GLTs to make it easier for GAL pupils to learn the 

language, she put forward another view of how language learning can be 

achieved. 

 

For example, now, the subject Greek lasts two teaching 

hours. However, it would be more effective if it lasted four hours and it 

would have both a theoretical part and a practical part. In this way, pupils 

would have more time to try to cover the gaps by engaging in different 

activities (CS3_int3: 32).  

 

She considered that the participation in practice activities, during which pupils 

would apply the theoretical knowledge that they had been taught, would 

enhance pupils‘ consolidation of this knowledge. When I requested that she 

specified what kind of activities she would have organised, she suggested 

setting writing and vocabulary activities. For instance, she stressed that one of 

her aims was to engage GAL pupils in the production of academic texts so that 

they can reach the same standards as native speakers (CS3_int2: 56). She also 

pointed out that she gave extra grammar practice exercises to GAL pupils to 

support their language learning both inside the mainstream classroom 

(CS3_int2: 8, CS3_int3: 32) and in her support class (CS3_int2: 58).  

 

8.2.3. Maria’s understandings of language teaching 

 

Maria stated that her teaching approaches had not changed because of the 

attendance of GAL pupils in her lessons (CS3_int3: 46). She retained teacher-

led and elicitation approaches considering that these are appropriate for 

transmitting new information to all pupils (CS3_int3: 46). At the same time, in 

all the interviews, she stated that she experimented by using different teaching 

strategies to make her lessons more interesting for the pupils and to facilitate 

their understanding of the subject content (see section 8.1), although these 
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strategies were rarely observed in her lessons. She also emphasised that she 

spent more time explaining different topics and repeated several times the same 

information because of the difficulties GAL pupils had with immediately 

understanding a topic (CS3_int3: 46). Maria, then, considered that GAL 

teaching is a matter of using a range of teaching strategies that will support 

GAL pupils‘ involvement in classroom activities and comprehension of the 

subject Greek.  

 

Recognising the language difficulties of GAL pupils in mainstream classrooms, 

Maria believed that the establishment of language support classes outside 

regular class would make it easier for them to overcome their language 

difficulties. When I enquired of her how teachers could support GAL pupils in 

mainstream classrooms, she argued that the European-funded project is 

effective for this (CS3_int3: 30) and that GAL pupils should attend reception 

classes to develop language skills before entering mainstream classrooms 

(CS3_int2: 60). When I pressed her further regarding how she supported GAL 

pupils inside the classroom, she argued that she had provided GAL pupils with 

extra grammar exercises, but she had stopped after a while because pupils‘ 

indifference (CS3_int2: 8, int3: 32). She also stated that the curriculum does not 

suggest teachers how to cope with GAL teaching inside the mainstream 

classroom (CS3_int3: 32, 34). Maria, then, thought that GAL teaching can be 

mainly addressed outside the regular classroom, if the curriculum was not 

modified so as to cater for their needs.  

 

8.2.4. Maria’s interpretations of the national curriculum and textbook 

 

When I questioned her about her opinion on the appropriateness of the 

curriculum for mainstream classrooms, she started by commenting on the 

positive and negative elements of the textbook. This as well as our informal 

conversations about the curriculum (field notes, informal discussions, 10/5/12) 

reveal that she considered the textbook representative of the curriculum, as also 

expressed in the subject Greek syllabus (see subsection 2.3.2). According to 

Maria, the textbook proposes effective language production activities 

(CS3_int2: 74) and includes some units and topics that are interesting for pupils 
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(CS3_int2: 76, 78). For her, one problem with the textbook is that, in some of 

its parts, the discourse is very complicated. For example, according to her, the 

terminology used to describe relative clauses and some academic texts are 

confusing for all pupils not only GAL ones (CS3_int2: 74, 78, 80, int3: 82, 84). 

Nevertheless, she thought that GAL pupils were able to understand the content 

of the textbook, despite its difficulties, as they were already in their third year at 

the junior secondary school (CS3_int2: 74). The only thing that she would have 

changed in the textbook was the unit order suggesting that it should have started 

with topics that are more familiar to the pupils (CS3_int2: 72). So, Maria 

accepted the textbook aims, content and activities as being appropriate for 

mainstream classrooms, a belief that could well explain why she used the 

textbook as the main teaching material in her lessons (see section 8.3).  

 

 

8.3. Background description of the Year 3 subject Greek class 

 

Maria‘s class was a secondary Year 3 mainstream class (pupils aged 14-15) 

where there were 18 pupils in the classroom: 4 GMT learners, 3 repatriated (see 

Chapter 1, section 1.2) and 11 GAL pupils from Albania (6 pupils), Armenia (2 

pupils), Georgia (1 pupil) and Russia (1 pupil). Most of the GAL pupils had 

come to Greece when they were four years old and had been there for almost 10 

years, two had been there for five years, and two had just come in Greece. 

Based on discussions with Maria (CS3_int2: 56) and my examination of the 

written work of the GAL pupils, their language proficiency was similar to that 

of those in Anna and Elena‘s classes (see sections 6.3 and 7.3). 

 

Here, I present the four subject Greek lessons that I observed in Maria‘s class at 

the beginning of April 2012 until early May 2012. Based on the lesson plans 

that she gave me, the aims of the four lessons are presented in Table 8.1. 

Overall, Maria endeavoured to engage pupils in discussions about different 

topics rather than in grammar or reading comprehension activities as the other 

teachers did. It would appear that she mainly intended to get pupils to enhance 

carrier content knowledge as well as speaking and comprehension skills. These 

goals indicate that she partially followed the curriculum aims that do not refer 
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to the necessity for all pupils to gain carrier content knowledge, but rather, just 

become aware of ideas that they could exploit in their essays (Katsarou et al., 

2006). 

 

Lessons Aims 

Lesson 1 Developing explicit knowledge about subordinate clauses, 

homonyms and paronyms 

Lesson 2 Getting pupils to develop carrier content knowledge about art  

Lesson 3 Getting pupils to develop carrier content knowledge about the 

art of advertisements and about different painters as well as 

listening comprehension skills 

Lesson 4 Getting pupils to develop speaking skills discussing the 

aesthetics of the environment surrounding the school 

Table 8.1: Aims of Maria‘s four lessons 

 

The unit that Maria used in the four lessons was Unit 7 with the title ‗Σέρλε: 

Μηα γιώζζα γηα όινπο, ζε όιεο ηηο επνρέο ηεο‘ [Art: An expression for everyone 

at all times] (see section 6.3). Maria used some textbook activities and content 

to organise classroom activities. She used the text for Van Gogh, two activities 

about graffiti and a language production activity, the aim of which was to get 

the pupils to discuss the aesthetics of the environment in the school‘s vicinity. 

She also distributed extra materials, including a multiple-choice exercise (see 

subsection 8.4.2); a list of the modern art movements with their key 

representatives; and a booklet which included photos of Greek artists‘ paintings 

with a short biography for each artist. 

 

In these lessons, all pupils‘ chairs were facing forward, and their desks, which 

were not moved during the lessons, were in rows. They could sit either in pairs 

or alone at their desks. Most of the GAL pupils were sitting either with other 

GAL pupils or alone at a desk. The pupils were facing the teacher‘s desk and 

the whiteboard. The teacher‘s desk was in front of the pupils‘ desks, on a raised 

platform next to the whiteboard. Maria did not sit at her desk but rather, would 

stand in front of the pupils. In the fourth lesson, Maria asked pupils to work in 

four groups. In contrast to Anna, her groups‘ composition was not fixed. As she 

informed me, she divided the classroom based on the clustering of the pupils‘ 

desks because of a lack of time and of pupils‘ behaviour problems (CS3_int3: 
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132). The groups consisted of only GAL pupils, only GMT pupils or GMT 

pupils and GAL pupils who had high academic performance, according to 

Maria. 

 

The classroom was a noisy environment. Even though the teacher set some 

boundaries, the pupils and especially some GAL ones, spoke to each other 

about issues not relating to the lesson, for example, football matches, and they 

used their mobile phones in class. The teacher adopted a stern voice to enforce 

discipline, but it was not very effective. For this reason, many times, she sent 

GAL pupils to the head teacher so as to have them put into detention. She also 

adopted an authoritative voice, presumably because she thought this would 

make it more likely that the pupils would listen to her. 

 

 

 

 

 

 

 

 

 

 

 

8.4. Teaching the subject Greek in a mainstream classroom 

 

8.4.1. Instructional strategies for focusing on carrier content 

 

In the three out of the four lessons, Maria sought to engage the whole class in 

discussions around a range of topics without referring to language points so that 

they would obtain language skills and carrier content knowledge. To achieve 

this, she employed elicitation strategies or mini-lectures. For example, in lesson 

2, she used elicitation strategies in all four speaking activities, while in lesson 3 

gave a mini-lecture about impressionism.  

 

Picture 8.1: Maria‘s classroom layout 
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Extract 13, which occurred near the beginning of lesson 2 and lasted 

approximately one minute, is characteristic of her elicitation strategy. The 

teacher asked the whole class to open their textbook at page 129 and to describe 

the two pictures that they saw. The pictures represented two people from 

different eras to paint on walls (see Appendix 15A). Most of the pupils opened 

their textbook, some of them took a look at the pictures and a few raised their 

hands to describe them. Here, after a GAL pupil had given a general description 

of the pictures, the teacher urged the whole class to provide a more accurate 

one. 

 

 Extract 13 

01 T: ((to the whole class)) describe the picture precisely//  

02  come on Georges// 

03 Georges: he is a child who - 

04 T: you said/ he is a child// 

05  does he remind you someone/ like yourself? 

06 Georges: no// 

07  he is a child who (…)// 

08 P1: an artist// 

09 T: Georges says/ that he is in a different situation// 

10  good// 

11  what does this situation remind you of? 

12  maybe another era? 

13 Ps: no// 

14 Ps: yes// 

15 T: therefore/ I go out/ and I do this (…)// 

16 Ps (...) 

17 T: (…) 

18 Georges: it is a monkey// 

19 T: it is a monkey/ Georges says// 

20  do you agree? 

21 Ps no// 

22 P2: he is an ancient man// 

23 T: an ancient man// 

24  what kind of ancient man? 

25 Ps caveman// 

26 P3: cavemen who lived in caves//  

27 T: who lived in caves// 

28  yes/ who lived in caves// 

29  who lived in caves? 

30 P4: the ancient Greeks//  

31 T: the ancient Greeks// 

32 Anna: the prehistoric people// 

33 T: the prehistoric people// 

34  bravo Anna// 



 

221 

 

In this extract, Maria involved the whole class in question-answer sequences to 

make them produce spoken language regarding the first picture. She began 

the talk by asking the whole class a general question about what the pictures 

represented, but then she started putting display questions to them. A few 

pupils, both GAL pupils who have been in Greece for years and GMT, replied 

to her questions, without waiting for the teacher‘s permission to speak, by 

giving short answers while sometimes many pupils in unison answered them. 

After this extract, she continued putting questions that would result in the pupils 

describing the pictures. As can be seen, the pupils‘ responses were limited and 

only five different pupils took part in this discussion. When I questioned Maria 

why she used elicitation strategies, she stated that: 

 

It is the easiest way to produce speech otherwise, they cannot speak. That is, 

I try to elicit speech from them like the method that Socrates adopted. I try to 

get what they are thinking, but they are not able to express it (CS3_int3: 

100). 

 

She took the view that by only adopting these strategies, the pupils would be 

able to produce spoken language. She also added that these strategies allowed 

her to lead discussions on topics that she had planned (CS3_int3: 106).  

 

Maria also used elicitation strategies to engage pupils in discussions about 

different topics relating to what the pictures or videos depict. An example of 

this strategy is presented in extract 14, which occurred near the beginning of 

lesson 3 and lasted approximately one minute. Before this activity, the teacher 

engaged the whole class in question-answer sequences to describe three pictures 

on page 129, which represent three different steamboats (see Appendix 15B), 

and she pointed out that these represent advertisements of the 19th century. For 

this activity, the teacher aimed to engage them in a discussion about the 

different types and sectors of today‘s advertisements. They were expected to 

respond to the teacher‘s questions, but only a minority of GAL pupils paid 

attention to this part of the lesson.  

 

Extract 14 

01 T: is there something else advertised through an advertisement/ apart 
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from the advertised product? 

02  is there something else advertised through an advertisement/ apart 

from the advertised product? 

03  since we spoke about marketing/ 

04  what else? 

05 Ps (…) 

06 T: what else do advertisements represent? 

07 Ps (…) 

08 T: yes// 

09  apart from representing a product? 

10  is there any other purpose? 

11  do they represent something else? 

12 P1: to buy products// 

13 T: don‘t advertisements also represent a way of life/ children/ based 

on the era? 

14  a model of life? 

15  ((no one reply)) 

 

Maria addressed to the whole class display questions to elicit the correct answer 

to her questions about the real purpose of advertisements. One GAL pupil 

participated in the talk while many others answered together, but none provided 

the correct answer. So, the teacher gave the answer to her own question. When I 

asked her about this episode, she told me that her aim was to get them not only 

to produce spoken language, but also to gain carrier content knowledge about 

art and the purpose of advertisements (CS3_int3: 100).  

 

Another occasion when Maria used these strategies was to get pupils to improve 

their listening comprehension skills. An example of this is given in extract 15, 

which occurred around the middle of lesson 4 and lasted about one minute. 

Maria asked two GAL pupils, who had medium-level language proficiency as 

they had been in Greece for years, to read the biography of Van Gogh aloud, 

which the teacher had given to them in the last lesson, and instructed the whole 

class to pay attention to what they were listening to. After the GAL pupils had 

completed the reading, the teacher encouraged all the class to say what they 

remembered from the text and more GAL pupils were willing to participate in 

this activity than for the previously described activities.  

 

Extract 15 

01 T: did you grasp something/ from what the girls had read aloud? 

02 P1: he was shot in his chest// 
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03 T: that he was shot in his chest// 

04  what else? 

05 P2: he is Dutch..  

06 T: that he is a Dutch painter// 

07  he shot himself in the chest// 

08  did anything else make an impression? 

09 P3: (…) 

10 T: he was hospitalised in a psychiatric clinic// 

11  good// 

12 P4: that he was not famous when he was alive/ but after// 

13 T: exactly// 

14  after his death//  

 

After the teacher‘s question in line 01, four pupils (two GMT and two GAL) 

replied by producing short phrases or one-sentence answers. The teacher either 

repeated the pupils‘ answers or confirmed the correctness of their answers. 

When I described this activity to her, she stressed that:  

 

I will repeat what I have already told you. I believe that it is very useful for 

someone to hear something. I believe that they have to hear everything and 

to remember some words (…). I believe that pupils will learn something if 

they hear specific things (…) (CS3_int3: 114).  

 

Maria considered that by listening to spoken texts, pupils would not only 

improve their listening comprehension skills, but also enrich their vocabulary.  

 

In three out of four lessons, Maria used lecturing to transmit information about 

art, graffiti and advertisements without requesting the pupils‘ participation in 

classroom talk. Extract 16, which occurred near the middle of lesson 3 and 

lasted approximately one minute, is a good illustration of this strategy. After the 

pupils had listened to a biography of Van Gogh, the teacher started reading the 

text about the painter from the textbook (see Appendix 15C) aloud to the whole 

class. When she read the first sentence, which refers to what kind of painter Van 

Gogh was, she paused and explained what the art movement impressionism 

refers to as she considered that pupils would not know what this movement was.  

 

Extract 16 

01 Σ: the impressionists painters/ 

02  the art movement of impressionism developed in the 19th 

century/ at the end of the 19th century// 
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03  the aim of the impressionists was to present forms under the 

light// 

04  how are the forms presented under the light?  

05 Ps: ((none answered)) 

06 T: Van Gogh was influenced by them/ but he developed his own 

style/ as he used colours that impressionist painters did not use//  

 

Although she attempted to engage pupils in discourse by asking them a question 

(line 04), they did not respond to her elicitation, and so she continued 

soliloquising about this movement. Only a few pupils were paying attention to 

the teacher‘s lecturing, while the rest were discussing with each other issues 

unrelated to the lesson content. When Maria completed her mini-lectures, she 

immediately turned the pupils‘ attention to another activity. She considered that 

lecturing would support the pupils in developing carrier content knowledge as 

well as in adopting a point of view about the different topics (CS3_int3: 102, 

108). Overall, Maria used elicitation strategies and lecturing to engage all the 

pupils in meaning-focused activities so that they can develop listening 

comprehension skills, speaking skills and carrier content knowledge.  

 

8.4.2. Instructional strategies for language point teaching 

 

In the observed lessons, Maria did not introduce new language points. Only in 

lesson 1, did she remind pupils of the types of subordinate clauses that were the 

language points proposed in the curriculum, and that she had taught from the 

beginning of the school year up until that day. Deductive presentation of 

language points and engaging pupils in grammar practice activities were the 

strategies that she employed to get all of them to revise these language points. 

In lesson 1, before engaging the whole class in a grammar practice activity, she 

enquired of the pupils whether they remembered what subordinate clauses are, 

their different types, their uses and their subordinating conjunctions. No one 

responded to her questions, and so she transmitted all the information about 

subordinate clauses within 10 minutes without getting any pupil to participate in 

classroom talk. At the same time, she asked a GAL pupil who, according to 

Maria, had developed high-level language proficiency, to write this information 

on the whiteboard while she was lecturing (see figure 7.1). The majority of 
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GAL pupils paid little attention to the teacher‘s lecture and no one participated 

in classroom talk.  

 

 

 

 

After presenting all types of subordinate clauses orally, the teacher passed 

around a sheet with a multiple-choice exercise, on which pupils, working 

individually, were expected to identify the types of subordinate clauses (see 

Appendix 15D). They were then tasked with applying the explicit knowledge 

about subordinate clauses that they had been taught to complete this exercise. 

The teacher gave only five minutes to the whole class to complete it and an 

example of this exercise is the following: 

 

I am afraid that he may not come to the show in the evening 

a) noun clause 

b) clause that shows willingness  

c) clause that shows doubt 

 

The majority of the GAL pupils complained that they were not able to complete 

it, but the teacher urged them to try harder. After five minutes, Maria started 

checking the exercise orally and either affirmed pupils‘ correct answers or gave 

the correct one herself when they made a mistake without explaining further 

Type of clauses -
Subordinate clauses

Substantival clauses

noun clauses, relative 
clauses, volitional 
clauses, indirect 

questions, indirect 
commands, object 

clauses

Adverbial clauses

purpose clauses, causal 
clauses, result clauses, 

proviso clauses, 
concessive clauses, 
clauses of contrast

Figure 8.1: Subordinate clauses 
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why their answers were wrong. As mentioned in section 8.1, she adopted this 

type of exercise because of the low degree of difficulty in compared to language 

production activities (CS3_int2: 54). She added that her aim in giving this 

exercise was to check pupils‘ consolidation of explicit knowledge about 

subordinate clauses (CS3_int2: 50). However, as she admitted, she realised that 

the majority of the pupils had not absorbed these language points (CS3_int2: 

50). In all her lessons, she also adopted mini-lectures to explain the meaning of 

unfamiliar words orally.  

 

8.4.3. Use of linguistic and contextual cues for language comprehension 

 

Besides asking comprehension questions expecting pupils to understand 

classroom language by relying on linguistic cues (see subsection 8.4.1), Maria 

applied a few other strategies. In lesson 3, she showed a video in which a range 

of paintings by Van Gogh were presented and afterwards explained his art style 

by referring back to the paintings using academic formal language. During this 

process, she asked the pupils to look at the colours that Van Gogh used in his 

paintings stressing his uniqueness and his dissimilarity from the art movement 

of impressionism. This, according to her, would help learners make sense of her 

monologue about the art style of Van Gogh (CS3_int3: 108).  

 

She attempted to connect new information with pupils‘ previously taught 

knowledge so as to enable them to understand new information better 

(CS3_int3: 126). For instance, in lesson 3, she brought up Picasso by referring 

to his painting that she discussed in a previous lesson, as a starting point for 

analysing Van Gogh‘s work. She also explained different topics orally in mini-

lectures, as mentioned above, while the pupils were expected to decode the 

linguistic cues to comprehend new information (for example, see extract 16). 

However, few pupils seemed to pay attention to her mini-lectures (see extract 

16). She also wrote information on the whiteboard because for her this would 

help them comprehend new information easily and motivate them to participate 

in the lesson (CS3_int3: 96). For example, in lesson 2, Maria asked a GAL 

pupil to write on the whiteboard the etymology of different words with aim of 

getting the whole class to perceive the meaning of these words.  
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Maria adopted another strategy so that pupils could grasp the classroom 

language. This can be observed in extract 17 which happened in the middle of 

lesson 2 and after a GAL pupil read a text out loud about the evolution of 

graffiti that the others did not have in front of them, for approximately one 

minute. However, few pupils paid attention to what the GAL pupil was reading.  

 

Extract 17 

01 T: OK// 

02  did you listen/ Andreas? 

03 T: he said that a Greek American - 

04 P: Takis// ((laugh)) 

05 T: Takis// 

06  what did he do? 

07  (…) he wrote a part of his name/ and his address on the wall// 

08  in this way/ he became pioneer/ he paved the way for the modern 

style of graffiti/ this way of expression// 

 

In line 01, the teacher signalled the end of the oral text and enquired of a pupil 

whether he had listened to the text (line 02). The pupil did not reply to the 

teacher‘s elicitation and then the teacher started giving information from the 

text (line 03). After an interruption by a GMT pupil who gave the name of the 

Greek American pioneer of graffiti (line 04), and her question about what this 

person did (line 06), she restated the meaning of the oral text briefly using her 

own words (lines 07-08). So, Maria paraphrased the text with the aim of 

illustrating its main idea and as can be seen, the pupils did not react to this 

paraphrasing, but remaining silent.  

 

8.4.4. Use of linguistic and contextual cues for language use and 

participation 

 

Only once, in lesson 4, did Maria organise a group-work activity in which 

pupils were assigned the task of discussing the positives and negatives of the 

area around the school. However, few GAL pupils, in contrast to GMT ones, 

took part into this discussion and the majority talked about unrelated topics. 

She, as with Elena, mainly used the IRE pattern to engage pupils in classroom 

talk and especially during whole-class comprehension, speaking and grammar 

practice activities (see extracts 13, 14 and 15). Extract 18 illustrates how she 



 

228 

 

used this pattern to get pupils to interpret the underlying meaning of three 

pictures (see subsection 8.4.1 and Appendix 15B). This extract happened before 

the activity described in extract 14 and lasted for about one minute. Maria asked 

the whole class to have a look at the pictures and then posed questions about 

what they represented. The pupils were expected to respond to her questions, 

but very few pupils chose to participate in this activity. Her aim, as mentioned 

above, was to get pupils to produce spoken language.  

 

Extract 18 

01 T:  they depict printed advertisements// 

02  can you tell me/ Mario? 

03  Andreas? 

04  can you tell me/ what do these three old advertisements 

depict?  

05 Marios: ships// 

06  [e]? 

07 Marios: ships// 

08 T: ships// 

09  what {kind of} ships? 

10 Kostas: steamboats// 

11 T: steamboats// 

 

After Maria explained that the pictures were used in advertisements, she 

addressed a display question to a GAL pupil about what the pictures depicted 

(line 04). The pupil responded to her question (lines 05, 07) giving a one-word 

reply. The teacher confirmed his answer by repeating it (line 08) showing that 

her aim was to evaluate the pupil‘s answer. She used the same pattern in the 

following turns, where she also asked a display question and another GMT 

pupil replied giving a one-word answer without waiting for the teacher to 

nominate him. The teacher then evaluated his answer by repeating it. After this 

extract, she continued putting questions to the class about what the pictures 

signified. It is apparent that although she used pictures to encourage pupils to 

produce spoken language and to participate in classroom discussions, she still 

used the IRE pattern asking the whole class display questions and providing 

positive or negative evaluation, a practice that seemed not to promote GAL 

pupils‘ participation in classroom talk.  
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8.5. GAL teaching and Maria 

 

Maria, like the other teachers, pointed out that she mainly adopted teaching 

practices that she would not have used in a monolingual classroom to encourage 

GAL pupils‘ engagement in classroom activities and to enable them to meet the 

lesson aims. Table 8.2 presents the key pedagogic principles that underlie the 

teaching strategies of Maria in the lessons that I observed. Following this, the 

extent to which her principles and practices match with the general principles of 

additional language teaching is presented. 

 

Pedagogic principles Observed teaching strategies 

1. The use of visual means will enable 

GAL pupils to participate in 

discussions about a range of topics 

Use of pictures and videos as a starting 

point to discussions about graffiti and 

advertisements (see subsection 8.4.1) 

2. Extended exposure to input will 

facilitate GAL pupils in attaining 

language skills  

Question-answer sequences (see 

subsection 8.4.1)  

3. The use of elicitation strategies will 

assist GAL pupils to produce spoken 

output 

Extensive use of elicitation strategies 

(see subsections 8.4.1 and 8.4.4) 

4. The explicit teaching of language 

points and grammar rules will help 

GAL pupils not only understand 

language points, but also produce 

academic language in the same way as 

mother tongue learners. 

 Deductive presentation of language 

points (see subsection 8.4.2)  

5. Engaging learners in practice 

activities will lead to them 

consolidating language points and 

developing their language skills 

Controlled practice (see 

subsection87.4.2)  

6. The textbook is appropriate for Extensive use of the textbook (see 
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both GAL and GMT pupils  section 8.3) 

7. Pupils can understand the meaning 

of spoken and written language by 

relying on linguistic cues 

 Extended use of comprehension 

questions and mini-lectures (see 

subsection 8.3.3). 

8. The evaluation of pupils‘ answers 

can results in them learning the 

correct ideas  

IRE sequence of interaction (see 

subsection 8.4.4) 

Table 8.2: Maria‘s key pedagogic principles and observed teaching strategies 

 

Integrating language and content objectives  

Maria‘s main aim was to promote the development of the subject Greek since 

she set up subject-content aims, exploited subject-based materials and organised 

subject-content activities. She only endeavoured to implement generic teaching 

strategies to engage pupils in classroom activities. So, like the other teachers, 

she seems to deliver a ‗language-conscious content teaching‘ (Davison & 

Williams, 2001, see also section 4.1). This practice appears to have been 

underpinned by her view on the suitability of the national curriculum and the 

textbook for all the pupils (see subsection 8.2.4) and her opinion of the 

importance of embracing a range of teaching practices in mainstream 

classrooms (see subsection 8.2.3). 

 

Communicative competence in both everyday and academic language  

Like the other teachers, she focused exclusively on the development of the 

grammatical and lexical aspects of academic formal language while she never 

explained how language can be used in different context for different purposes. 

This practice may be related to her belief that GAL pupils need to learn 

grammar points to develop accuracy (see subsection 8.2.2) without mentioning 

the sociolinguistic aspects of language. It is apparent that Maria‘s practices, like 

the other teachers, does not fit with the literature stressing the importance of 

explicit teaching of text types. She did not refer to the characteristics of text 

types in any of her lessons, even though in our informal discussions she 

highlighted the inability of GAL pupils to produce accurate written texts. This 

implies that her lesson aim was not to foster the development of communicative 
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competence. She also did not incorporate any components of interactive 

informal language in her lessons. This could have been due to her assumption 

about GAL pupils‘ language proficiency and needs (see subsection 8.2.1). 

 

Form-focused language teaching  

On the only occasion she did introduce language points, she presented them 

explicitly and engaging pupils in a controlled practice activity (see subsection 

8.4.2). She did not draw pupils‘ attention to them during meaning-focused 

activities and presented them out of context. It was also noticed that she gave 

the meaning of few words to facilitate pupils‘ comprehension rather than 

teaching vocabulary systematically. So, she seems to have adopted a traditional 

focus-on-forms instruction, which she considered appropriate for GAL pupils to 

attain language accuracy.  

 

Focus on carrier content meaning  

She mainly delivered meaning-focused activities in her lessons (see subsection 

8.4.1). Despite this, she did not give pupils the chance to communicate meaning 

in real-life communication, i.e. to exchange opinions and ideas, to make 

judgments, or draw their attention to language form. Pupils were not free to 

respond to each other or to use unpredictable language. As she argued, she only 

sought to get pupils to develop listening comprehension and speaking skills and 

to become aware of how to use language to produce their own texts. This 

indicates that her aim was to get pupils to develop language skills rather than 

communicative efficiency or accuracy. 

 

Promoting comprehension of classroom language and content materials  

The spoken language use to which she exposed the pupils was extensive in 

contrast to written language that was minimal. Her spoken language use had 

mainly the characteristics of academic formal language, but she did sometimes 

use interactive informal language to explain the meaning of texts or to rephrase 

her questions. Despite this exposure, she mostly supposed that pupils could rely 

on linguistic cues to comprehend classroom language and content materials. On 

a few occasions she did modify her speech, which involved simplifying or 

paraphrasing her questions so as to foster comprehension (see subsection 8.4.3). 
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This suggests that she did not deem contextual support or speech modifications 

salient for input comprehension.  

 

Creating opportunities for extended language production  

Regardless of her efforts to encourage all the pupils to produce extensive 

spoken language and her belief regarding the necessity of language production 

activities, the pupils had limited opportunities to do so during whole-class and 

group-work activities. The teacher took up 80 per cent of class time to explain 

different topics and so pupils did not have sufficient time to produce spoken 

language. She solely asked ‗display requests‘ to the whole class, which received 

predictable, restricted, minimal and simple pupil responses, despite her opinion 

that elicitation strategies have a positive effect (see subsection 8.4.1). She also 

did not organise written activities apart from a grammar multiple-choice 

exercise organised in lesson 1 (see subsection 8.4.2). During the group-work 

activity, the majority of GAL pupils rarely engaged in the conversation since 

GMT learners or those few GAL pupils with high language proficiency 

dominated the discussion. 

 

Promoting participation in classroom interactions  

It was apparent that the GAL pupils rarely participated in classroom interactions 

during whole class and group participation. Maria initiated the talk to the whole 

class and nominated pupils who raised their hands to reply to her questions, 

whilst some gave their answers without waiting for her permission. This left 

few opportunities for all pupils to initiate and participate in the talk and even 

less for the majority of the GAL pupils who seldom raised their hands to reply 

to her initiations (see subsection 8.4.4). After receiving the pupils‘ answers, the 

teacher evaluated them terminating the interaction, because in her view, this 

would help them to consolidate the correct interpretations. However, this 

practice stymied any participation in classroom interaction. In the group-work 

participation, the majority of the GAL pupils did not participate because GMT 

pupils or more language-proficient GAL pupils initiated the discussions and 

took the turns as well, probably because the teacher did not distribute the roles 

to group members. Her classroom layout was similar to that of Elena and so 

was not helpful for encouraging pupils‘ participation in classroom talk. These 
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practices could explain the lack of comments about the importance of pupil 

participation in classroom interactions during the interviews.  

 

Seen in this light, Maria hardly embraced the general principles of additional 

language teaching. She has not changed her teaching practices to accommodate 

the needs of GAL pupils, but rather, continued emphasising subject Greek 

teaching incorporating some practices that, for her, would help these pupils with 

their subject content learning. 
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Chapter 9 

Case Study: Andreas 

 

9.1. Background information and influences: Andreas 

 

Andreas (pseudonym) is a Greek native speaker and an experienced GLT, being 

in his 29th year of teaching and in his first year in the current school at the time 

of the fieldwork. He felt disappointed in teaching the subject Greek in 

mainstream classrooms. As he argued throughout the three interviews, 

nowadays, both GMT and GAL pupils are not interested in learning and are 

unable to consolidate the transmitted knowledge. His first degree was in 

Modern, Medieval and Ancient Greek Language and Literature. He considered 

that his initial education provided him the subject matter knowledge needed for 

teaching in secondary education (CS4_int2: 2). Nevertheless, he pointed out 

that when he had to teach a topic regarding which he did not have good 

knowledge, he would update it by reading books about language, literature, 

poetry and history (CS4_int2: 2, 4). He also emphasised that for his teaching 

plans and strategies he drew on his subject matter knowledge (CS4_int2: 62). 

He had attended many in-service seminars about poetry and language, which 

were organised by the Pedagogical Institute for secondary school teachers 

and by universities. He stated that these seminars contributed to the enrichment 

of his subject matter knowledge (CS4_int2: 8).  

 

One year before this research was conducted, he attended for the first time a 

seminar about the language difficulties that GAL pupils tend to have in 

mainstream classrooms and how teachers should deal with these pupils 

(CS4_int2: 10). However, he insisted that the majority of his GAL pupils were 

born and brought up in Greece, and so they had already developed Greek like 

GMT speakers (see subsection 9.2.3). In his opinion, this situation meant it was 

not necessary for him to attend such seminars, even though he said that he had 

found this particular one interesting (CS4_int2: 14, 16). He also had not been 

involved in the European-funded projects (see subsection 5.3.1).  

 



 

235 

 

According to Andreas, his first experience in a mainstream classroom with both 

GAL and GMT learners was the year that this research was conducted. In 

previous years, he mentioned that he had only had one or two GAL pupils in his 

lessons, and so did not consider these classrooms multicultural (CS4_int1: 30, 

int2: 20). Although acknowledging the multilingual character of his current 

classroom, he argued that this situation had not had an impact on his teaching 

decisions and strategies (CS4_int1: 36). 

 

In the second interview, when I asked him whether the attendance of GAL 

pupils in his classes had made him change his teaching, he mentioned a 

determining factor that influenced his teaching decisions and delivery.  

 

No. I do not think so because I consider it as a class of a Greek school and 

the way of teaching the subject Greek is prescribed by the guidelines and 

textbooks. Teaching is not completely a personal choice. I can give 

something additional something that I would have also done in any other 

school, for instance, to give an extra exercise for homework. However, the 

basis of the teaching is what the textbooks propose (CS4_int2: 22). 

 

Andreas believed that the national curriculum guidelines and the textbook 

illustrate what and how he should teach the subject Greek in his lessons. So, it 

would appear that he assumed that since the curriculum did not specifically 

refer to GAL teaching, he should continue teaching the subject Greek the same 

way as before. In the first interview, he also argued that the 

textbook activities are appropriate for supporting all pupils without exception to 

cope with their language difficulties. According to him, this is the reason why 

he decided not to organise extra activities in his lessons (CS4_int1: 38). There is 

evidence of these considerations in his lessons that I observed (see section 9.3). 

 

He was also aware that his learning experiences as a pupil and as a student 

teacher had an effect on his teaching delivery. He argued that his teaching was a 

mix of various teaching strategies that his teachers and educators embraced and 

were useful for him when he was a learner for consolidating new information 

(CS4_int2: 56, 58). For example, he mentioned that the phrase ‗ε επαλάιεςε 

κεηέξα καζήζεσο‘ (repetition contributes to learning), which an old 
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schoolteacher used to tell him and he found it very effective for his learning, led 

him to organise revision exercises in his lessons (CS4_int2: 60). 

 

In the third interview, he mentioned few contextual factors that tended to affect 

his teaching choices. When I described to him how he had taught adverbials in 

his third lesson, he expounded that: 

 

usually the best method for me is to start by presenting them examples that 

are specific and then to state the concept or the generalisation that is, it is 

good not to start by presenting the concept or the generalisation, however, 

you can do this when you have time (CS4_int3: 24). 

 

He stressed that lack of time made him choose the teaching strategies that he 

would follow in his lessons. He also explained to me that he could not adopt 

strategies different from those proposed in the curriculum since he would have 

not had enough time to complete the syllabus (CS4_int1: 44). When I queried 

how often he adopted inductive teaching in his lessons, he referred to another 

factor that influenced his teaching decisions: 

 

in this class, pupils are not helpful for teaching like this {inductively}. What I 

understand and I feel sad is that you are obligated to tell everything as the 

pupils do not participate, do not pay attention at all. You do not even see a 

nod to get a clue that they understand and if you see their faces, you are 

wondering if they understand what you are saying. They are looking at you 

with a blank countenance (CS4_int3: 34). 

 

He claimed that pupils‘ low academic performance and their non-participation 

in classroom activities forced him to adopt teaching strategies that were not 

those he preferred, but those he considered salient for promoting pupils‘ 

understanding.  

  

Overall, Andreas was an experienced teacher who had not had any training 

related to GAL teaching and showed little interest in GAL teaching despite his 

experience in mainstream classrooms. His main concern was to transmit subject 

knowledge to pupils, and he believed that no pupils had the ability to follow his 

lessons. In his opinion, his teaching delivery was based on his subject content 
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knowledge, the guidelines given in the national curriculum and the textbook, his 

own learning experiences as well as on a few contextual factors.  

 

 

9.2. Teachers’ espoused beliefs about GAL teaching 

 

9.2.1. Andreas’ understandings of language  

 

In the first and second interviews, questioned about what language difficulties 

GAL pupils tend to have, he argued that pupils‘ spelling and grammar problems 

prevent them from expressing themselves clearly and producing written texts 

without errors (CS4_int1: 32). When encouraged him to express his opinion 

about whether pupils learn the language better when the teaching is focused on 

language points, he also explained how he conceptualised language.  

 

For example, when you tell them that this is a subordinate clause of cause, 

{they should} be able to realise that it starts with ‘because’ and so on. This 

is necessary because the language consists of words, of sentences, meaning 

that in order to be able to write or speak you must produce structured 

speech. This structure of speech depends on grammar and syntax, otherwise 

your speech will be inaccurate and disconnected (CS4_int2: 28). 

 

This illustrates that he had a structural view of language, as the other teachers of 

this study. He believed that language consists of different language elements 

that all pupils needed to develop one at a time to become proficient. This belief 

was reflected in his lessons in which he mainly focused on the explicit teaching 

of different language points (see subsection 9.4.2).  

 

9.2.2. Andreas’ understandings of language learning 

 

In the second interview, when I prompted him to explain why he thought it was 

necessary to teach grammar rules, he expressed his view about what effective 

language learning entails.  

 

when they first learn about a part of speech, let’s say the pronouns, you have 

to explain that we call them pronouns for this reason or we call them nouns 
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or adjectives for this reason, because it is important to give them full 

information to be able to learn them correctly. They are taught many things 

but when they learn something well, they can use it without thinking. For 

example, if you want to use a pronoun or a conjunction in your written 

speech, you will not think what a pronoun is or what a conjunction is, you 

will write it spontaneously. Of course you will write spontaneously if you 

have learnt the parts of speech well (CS4_int2: 50).  

 

He believed that only comprehensive knowledge of grammar rules, which 

provide the definitions of language points, would automatically make pupils use 

these points in their spoken or written language and hence, express their ideas 

accurately. When I enquired of him the strategies that he employed so that 

pupils would be in a position to overcome their language problems, he 

explained to me that he recommended that those who have spelling difficulties 

should copy various texts and learn by heart the spelling of each word 

(CS4_int1: 40).  

 

He also said that, in an ideal world, he would have taught the exceptions to 

grammar rules so that the pupils would reach high language proficiency 

(CS4_int1: 50). This desire could explain why he requested for pupils to learn 

by heart grammar rules as given in the grammar book in all of his lessons 

observed (see subsection 9.4.2). He also acknowledged that the organisation of 

practice activities can support pupils‘ language learning. When he described 

how he addressed the language problems of pupils, he claimed that they would 

learn to write without grammar and spelling errors when they participated in 

grammar practice activities (CS4_int1: 44). So, it would seem that he believed 

that participation in practice activities would enable pupils to consolidate 

language points and use language accurately. Despite this stance, only in his 

fourth observed lesson did he organise two such activities.  

 

When I mentioned that in his lessons he appeared to focus mainly on language 

points, he expressed another view regarding language learning. 

 

first of all, you have to have the appropriate comprehension questions 

because the texts are referring let’s say to some of the problems of our era, 

they discuss different stories, and so their content is interesting. In this way, 
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you can say that the judgment of pupils can be developed and they will be 

able to speak correctly and so on (CS4_int2: 26). 

 

Besides focusing on the importance of learning language points, he said that 

when pupils participate in comprehension activities they can attain not only 

comprehension, but also speaking skills. In his opinion, pupils would be able to 

gain an understanding of text content and to discuss new ideas expressed in 

texts using well-structured language. Andreas, then, considered that exposure to 

input would lead to pupils to attaining language skills. This could be the reason 

why he chose to expose the pupils to academic texts through mini-lectures (see 

subsection 9.4.1). 

 

When I wondered if his GAL pupils were able to consolidate grammar rules and 

comprehend texts, he responded that they were no different from GMT ones, 

arguing that:  

 

Look, someone who comes from a foreign country when old or at least ten 

years old of course he/she has a difficulty in leaning the Greek language and 

this will happen to us if we go to Germany. However, as the Greeks who 

were born in England and they speak English fluently I think that once a 

child either was born here or was a baby when he/she came and he/she 

attended a Greek nursery school why not to learn Greek? (CS4_int2: 66). 

 

He believed that GAL pupils who have come to Greece at a young age and have 

attended nursery and primary school have been able to develop Greek as a 

mother tongue. Seen in this light, it would appear that he was of the opinion that 

official education and exposure to the language in a native-speaking 

environment could contribute to additional language development without the 

need for extra support. It also appears that he felt that GAL pupils could 

become proficient in Greek the same way as their GMT counterparts.  

 

9.2.3. Andreas’ understandings of language teaching 

 

As mentioned above, throughout the interviews, Andreas argued that the 

attendance of GAL pupils in his classes had not had an impact on his teaching 

strategies because of their participation in the Greek education system from a 
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young age (CS4_int1: 46, int2: 16, int3: 14). He also pointed out the similarities 

between GAL pupils and GMT pupils‘ language problems (CS4_int1: 32). 

When I wondered whether his GAL pupils were able to meet the curriculum 

demands, he contended that: 

 

The children of my class? Do we speak about the foreigners? I do not think 

that they differ from the Greek children because I know that they have grown 

up here. I do not think if a Greek girl gets a mark of 8/20 and an Albanian 

boy gets a mark of 7.95/20 it will be a problem this is not an issue 

(CS4_int2: 70). 

 

For him, this lack of differentiation led him to insist on using the same teaching 

strategies employing in monolingual classrooms. He also assumed that in this 

way he treated all pupils equally (CS4_int1: 36, int2: 16). He was of the view 

that only GAL pupils who have come in Greece at an older age need extra 

language support. In his opinion, such pupils should not be placed in 

mainstream classroom but should attend host schools where they have a 

different curriculum and approaches to teaching Greek (CS4_int1: 48, int2: 16). 

When I informed him that such schools do not exist in the Greek education 

system, he pointed out that this is the situation because the majority of GAL 

pupils were born in Greece (CS4_int2: 18).  

 

In his interviews, he also spoke about the teaching strategies that he considered 

appropriate for teaching the subject Greek. While reasoning why he decided to 

become a teacher, he stressed that he was fascinated with the idea of 

transmitting new knowledge to pupils (CS4_int1: 16). He also mentioned that in 

an ideal world in which pupils would have high academic performance he 

would use lecturing to transmit grammar knowledge (CS4_int1: 50). When I 

queried how he assisted pupils to overcome their language problems, he stated 

that: 

 

Look during a lesson you do not have the time to do {something else} 

because you have to complete the syllabus. You have to introduce topics, 

which are related to the subject matter. You may tell them what a participle 

is and what parts of speech are. These are particular things and always the 

same (CS4_int1: 44). 
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In his opinion, this is the most effective strategy for transmitting knowledge 

about different topics or language points and for getting pupils to gain such 

knowledge. This belief was apparent in all of his lessons observed (see 

subsections 9.4.1 and 9.4.2). 

 

In the second interview, when I pointed out that in his lessons, he mainly 

focused on language points presented in texts, he explained: 

 

when you have to teach pronouns, you will tell them, for example, to find the 

pronouns of the text. Otherwise, every time you need to give them a 

photocopy {sheet} with either the pronouns or verbs or adverbs or whatever, 

and children should memorise a list of words. However, when they can find 

them in the text, they can learn them better. The important thing is not to 

memorise them but to identify them {in texts} (CS4_int2: 26). 

 

He declared that the teaching of language points should occur through their 

identification in texts. He believed that pupils should be engaged in 

grammatical analysis of these texts to gain a better understanding of language 

points. However, this strategy was not evident in his lessons that I observed.  

 

9.2.4. Andreas’ interpretations of the national curriculum and textbook 

 

Andreas asserted that the textbook is suitable for teaching the subject Greek in 

mainstream classrooms. He responded to my query about the appropriateness of 

the textbook in mainstream classrooms by stressing the equality in terms of 

learning needs between GAL and GMT learners (CS4_int1: 46, int3: 38). He 

also thought that since the textbook includes texts that discuss social issues and 

the language points that he is expected to teach, it is appropriate for such 

classrooms (CS4_int2: 30, int3: 40, 42). He claimed that pupils‘ difficulties in 

understanding the information provided in the textbook were not because of the 

textbook complexity, but rather, because of their language problems (CS4_int3: 

38). This view appears to explain why Andreas based his lessons exclusively on 

the textbook (see section 9.3).  
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9.3. Background description of the Year 2 subject Greek class 

 

Andreas‘ class was a secondary Year 2 mainstream class (pupils aged 13-14) 

with 19 pupils: 15 GMT learners and four GAL pupils from Albania (two 

pupils) and Georgia (two pupils). Two of the GAL pupils had come to Greece 

when they were four years old and had been there almost 10 years, one had 

been there for three years, and one was born in Greece. Based on my own notes 

and on discussions with the GAL pupils, their language proficiency was similar 

to that of the GAL pupils of the other focal classes. Three of them had 

developed everyday fluency, but all of them struggled to comprehend and 

produce academic language. When I discussed with Andreas the language 

problems of his GAL pupils, he focused on their behaviour insisting that they 

had the same language problems as GMT pupils (CS4_int1: 32, 34).  

 

In this chapter, I present the four subject Greek lessons that I observed in 

Andreas‘ classroom at the beginning of April 2012 until early May 2012. The 

aims of these lessons, which the teacher read aloud from the textbook at the 

beginning of each lesson, are presented in Table 9.1. Overall, Andreas aimed at 

presenting and explaining language points while placed a small emphasis on 

meaning comprehension as he engaged the whole class in a few reading 

comprehension activities. 

 

Lessons Aims 

Lesson 1 Getting the pupils to gain explicit knowledge about the forms 

and use of different kinds of pronouns 

Lesson 2 Getting the pupils to gain explicit knowledge about the 

etymological families and their derivation 

Lesson 3 Getting the pupils to gain explicit knowledge about the forms 

and use of adverbials and adverb derivation  

Lesson 4 Getting the pupils to gain explicit knowledge about the forms 

and use of participles 

Table 9.1: Aims of Andreas‘ four lessons 

 

The teaching materials that Andreas used in his classroom were the textbook, 

which was produced by the ministry for the subject Greek in Year 2 and was the 

same as that which Elena used. The units on which Andreas focused were Unit 
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5 ‗πδεηώληαο γηα ηελ εξγαζία θαη ην επάγγεικα‘ [Discussing work and 

professions]; Unit 6 with the title ‗Παξαθνινπζώ, Δλεκεξώλνκαη θαη 

Ψπραγσγνύκαη από δηάθνξεο πεγέο (ΜΜΔ, Γηαδίθηπν θηι.)‘ [I watch, I am 

informed, I am amused by different sources - media, internet etc.]; Unit 7 called 

‗Βηώλνληαο πξνβιήκαηα ηεο θαζεκεξηλήο δσήο‘ [Experiencing problems of 

daily life]; and Unit 8 with the title ‗πδεηώληαο γηα ζύγρξνλα θνηλσληθά 

ζέκαηα‘ [Discussing current social issues]. From these units, he chose some 

texts that mainly discuss a range of social issues (see table 9.2). When I 

requested that he explain why he made these choices, he told me:  

 

I am doing this to be able to teach all the grammar and syntactic point; let’s 

say to complete the syllabus. So, I prefer to teach a less difficult text as we 

will not need more time to study the comprehension questions. It was more 

important for pupils to learn in detail the grammar and syntactic points 

(CS4_int3: 8). 

 

His criterion was their simplicity, as he did not want to spend time in explaining 

them. According to him, another reason was their topic, in the sense that he 

believed that texts discussing social and moral issues would contribute to the 

development of a moral and sensitive character (CS4_int3: 42).  

 

The language points proposed in the textbook that he taught were: a) pronouns 

and etymological families (Unit 6), b) adverbials and adverb derivation (Unit 7) 

and c) participles (Unit 8). He also used a grammar book (Triantafyllides, 1988) 

to read the grammar rules aloud. The ministry suggests that teachers could use 

this book as a reference (Pedagogical Institute, 2002), but also subsequently 

published a new grammar book based on the current national curriculum 

(Xatzisafidis & Xatzisafidou, 2011).  

 

Unit Text title Text description 

6 Text 1: ‗Απηή ε καγηθή 

εηθόλα‘ (This magic picture)  

A newspaper article which discusses 

the constructive ways that people can 

use the television  

Text 2: ‘[Όηαλ ε ηειεόξαζε 

«ην παίδεη» ζνβαξή]‘ (When 

the television tries to be 

serious)  

A newspaper article which reveals the 

real purpose of television, that is, to 

contribute to the development of 

consumerism 

Text 3: ‘[Ο κηθξόηεξνο Extract from a literary book that 
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εθδόηεο εθεκεξίδαο]‘ (The 

youngest newspaper editor)  

describes the story of a young child 

who edited his own newspaper 

Text 4: ‘[Ση είκαζηε;]‘ (Who 

are we?)  

A sketch that satirises the effect of 

television on people  

Text 6: ‘[Πνιίηηθε θνπδίλα]‘ 

(A touch of spice) 

A magazine article which gives a 

review of the movie ‗A touch of spice‘ 

Text 7: ‗[Ψάρλνληαο ην 

Νέκν]‘ (Finding Nemo) 

A magazine article which reviews the 

movie ‗Finding Nemo‘ 

Text 8: ‗ηαηηζηηθόο πίλαθαο 

αλαγλσζηώλ εθεκεξίδσλ 

ζηελ Διιάδα‘ (A statistical 

table representing the 

newspaper readers in 

Greece)  

A newspaper article which presents 

the percentage of Greeks who read 

newspapers in relation to their age and 

education 

7 Text 2: ‗Πξσηαζιεηέο ζηα 

ηξνραία αηπρήκαηα‘ 

(Champions of car 

accidents)  

Extract adapted from a newspaper 

article that describes the problem of 

car accidents in Greece and the factors 

causing them 

Text 3: ‗Η ληξνπή ησλ 

πιαζηηθώλ‘ (The shame of 

having plastics)  

An unadapted newspaper article 

discussing the problem of leaving 

rubbish on the beach and the negative 

consequences for the environment 

Text 4: ‗Αο απνβάινπκε ην 

άγρνο από ηε δσή καο‘ (Let‘s 

reduce the stress in our life)  

A revised text from a website, 

describes signs of stress, explains what 

it is and suggests ways of reducing it 

8 Text 3: ‘[Ήζεια λα 

βνεζήζσ ην θίιν κνπ…]‘ (I 

wanted to help my friend)  

Extract from a literary book that 

describes what pupils could do to help 

their friends who are drug addicted 

Table 9.2: Texts from Units 6, 7 and 8 in the textbook used by Andreas in the 

four lessons  

 

In Andreas‘ classroom, all the pupils‘ chairs were facing forward, and their 

desks, which were not moved during the lessons, were in rows. They could sit 

either in pairs or alone at a desk. Three GAL pupils were sitting alone at a desk, 

and only one was sitting with a GMT one. The pupils were facing the teacher‘s 

desk and the whiteboard. The teacher‘s desk was in front of the pupils‘ desks, 

on a raised platform and beside the whiteboard.  

 

The classroom atmosphere was very formal, and there were clear boundaries. 

Pupils were allowed to speak only when the teacher gave them permission, and 

they did not make any noise in class. The teacher adopted a stern voice when 

addressing the pupils and enforced discipline in cases where they did not follow 

his instructions or were not quiet.  
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9.4. Teaching the subject Greek in a mainstream classroom: Andreas 

 

9.4.1. Instructional strategies for focusing on carrier content 

 

Andreas drew pupils‘ attention to message content without focusing on 

language points by adopting strategies such as, reading texts aloud, checking 

pupils‘ reading comprehension and lecturing. In all the lessons that I observed, 

the reading comprehension activities that he organised had the following 

format. He would begin by instructing the pupils to find particular texts in their 

textbook and to pay attention without informing them about the activity that 

would follow. All the pupils would open their textbooks, look at the texts and 

listen to their teacher while he was reading these texts aloud to the whole class. 

In his opinion, the listening of academic texts would lead the pupils to pick up 

the way that language is used in accurate texts and so they can improve their 

language proficiency (CS4_int3: 44, 46). After completing his reading, he 

would immediately ask the whole class comprehension questions or lecture 

regarding the issues discussed in the texts without requesting any contribution 

from the class. The pupils were expected to either reply to his questions or 

listen to his mini-lectures. 

 

Extract 19, which occurred near the beginning of lesson 1 during a reading 

comprehension activity and lasted approximately two minutes, is a good 

illustration of how he asked the whole class reading comprehension questions. 

After reading the text ‗Όηαλ ε ηειεόξαζε «ην παίδεη» ζνβαξή‘ [When the 

Picture 9.1: Andreas‘ classroom layout 



 

246 

 

television tries to be serious] (see Appendix 16A) aloud, he immediately put to 

the whole class the first textbook question related to the text and waited for 

somebody to raise their hand.  

 

Extract 19 

01 T: ((he read from the textbook)) what is the main purpose of 

television? 

02 Ps ((no one raises their hand)) 

03 T: ((to the whole class)) read the text for two minutes/ and you can 

answer later// 

04  ((to two GMT pupils who raise their hand)) put your hands 

down// 

05  ((after a minute)) what is the main purpose of television? 

06 Ps ((three GMT pupils raise their hands)) 

07 T: Anna? 

08 Anna:  to develop consumerism// 

09 T: ((to the whole class)) did you understand it? 

10  to develop consumerism// 

 

The question was a plain sense reading question, and so the pupils needed to 

use textual evidence to answer it. Most looked at their textbook, but no one 

raised their hand or responded to his request (line 02). He then gave them time 

to read the text again to find the answer (line 03) and instructed two GMT 

pupils to wait (line 04). The majority of pupils continued to look at their 

textbook. After a minute, he repeated the question (line 05) and only three GMT 

pupils raised their hands. After a nominated GMT pupil gave the correct 

answer, the teacher repeated her response to the whole class to demonstrate that 

it was so. After this episode, he started reading another text ‘Ο κηθξόηεξνο 

εθδόηεο εθεκεξίδαο‘ [The youngest newspaper editor] aloud. In the second 

interview, when I asked him to reason this strategy, he pointed out that by 

delivering comprehension questions, he facilitated the pupils‘ understanding of 

the main ideas of the texts and thus, supported the development of their reading 

comprehension skills (CS4_int2: 26, int3: 22). From this perspective, Andreas 

conceptualised this strategy as a way of explaining academic texts and 

facilitating pupils‘ language skill development.  

 

Another teaching strategy, which he embraced the most in his four lessons, was 

lecturing, whereby he commented on the texts without demanding pupil 
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participation. An example of this is presented in extract 20 which was part of a 

reading comprehension activity occurring at about the middle of lesson 3 and 

lasting for around five minutes. The teacher asked the whole class to open their 

textbook at the text ‗Πξσηαζιεηέο ζηα ηξνραία αηπρήκαηα‘ [Champions of car 

accidents] (see Appendix 16B) and to pay attention to it while he read it out 

loud to them. The pupils‘ actions were the same as described above. While he 

was reading the text aloud, he suddenly stopped and started commenting on a 

phrase in it without requiring any contribution from the class. Almost all the 

pupils stopped looking at their textbook and turned to look at the teacher. 

 

Extract 20 

01 T: ((he reads from the textbook)) violation of traffic rules// 

02  for example/ a driver did not see the traffic lights/ 

03  he went to the middle of the road/ and looked right and then left/  

04  and the one who passed {the pedestrian}/ did not get killed// 

05  the driver who tried to avoid him/ hit a pavement/ and got killed// 

06  the accident does not have only- 

07 

08 

 it is not only the driver who violates the traffic rules/ gets killed/ 

but also those {pedestrians} who tried to cross in places that they 

should not/ {also died}  

09  and also the driver who tries to avoid them {pedestrians}/ gets 

killed// 

 

Andreas explained the phrase by giving examples of real life events because, as 

he mentioned, his aim was to advise the pupils to be cautious on roads and not 

to help them comprehend the meaning of the phrase (CS4_int3: 2, 4). This view 

can be related to his belief that he sought to expose pupils to topics that could 

contribute to the cultivation of their character (CS4_int3: 42). As can be seen, 

he did not ask them to participate in the discussion. In the third interview, he 

informed me that he neither engaged pupils in classroom talk nor commented 

on texts when he considered texts easy and understandable (CS4_int3: 8, 22). 

This one sided delivery was also seen during an episode that occurred in the 

middle of lesson 4. After reading the text ‘Ήζεια λα βνεζήζσ ην θίιν κνπ…‘ [I 

wanted to help my friend] (see Appendix 16C) aloud, he did not comment on it 

and informed pupils that he had read it to have a break from teaching language 

points. According to him, the aim of meaning-focused activities was to get all 

pupils not only to enhance their reading comprehension skills, but also to 
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acquire critical thinking and to express their opinions orally about different 

topics (CS4_int2: 26). 

 

9.4.2. Instructional strategies for language point teaching 

 

In all of his lessons observed, Andreas gave exclusive emphasis on language 

points and mainly embraced teaching strategies that foster the explicit teaching 

of language points. In his four lessons, he mostly adopted a deductive teaching 

strategy, a representative example of which is given in extract 21 taken from a 

grammar presentation activity, which occurred near the middle of lesson 3 and 

lasted approximately five minutes. In this extract, the teacher instructed the 

whole class to open their grammar books and to pay attention to the grammar 

rule for adverbs and adverbials (see Appendix 16D). All the pupils followed his 

instructions and looked at their textbooks.  

 

Extract 21 

01 T: what is an adverb? 

02  ((he reads from the grammar book)) uninflected parts of speech 

that qualify the meaning of a verb// 

03  for this reason/ we say the adverb beside the verb/ 

04  it accompanies the verb/ and it qualifies it// 

05  ((he reads from the grammar book)) and it shows place/ time/ 

manner/ amount/ certainty/ hesitation/ denial etc.// 

06  all these show the meaning of adverbs// 

07  if I found an adverb in a text/ and I analyse it syntactically/ 

08  for example/, tomorrow we will go for a tour of the countryside/ 

09  will go/ is the verb// 

10  tour/ is the object// 

11  when? 

12  tomorrow// 

13  however/ we will not say adverb when we do syntactic analysis/ 

14  but we will say adverbial//  

15  and what does it show? 

16  time// 

17  adverbial of time// 

  

He addressed a display question to the whole class (line 01) and then 

immediately started reading the grammar rule for adverbs aloud from the 

grammar book. After reading the first line of the rule (line 02), he stopped and 

explained it in his own words (lines 03-04). This technique was repeated in 
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lines 05-06. In line 07, he gave an introduction with the aim of indicating the 

connection between adverbs and adverbials. He then analysed a simple sentence 

syntactically without asking the pupils for a contribution (lines 09-12). Using 

this example he explained what the term ‗adverbial‘ means (line 13) and how to 

identify the different types of adverbials (lines 15-17). The pupils did not 

participate in the discourse and the majority of them were looking at the teacher 

seemingly paying attention. After this episode, the teacher gave another 

example to explain how to identify the different types of adverbials. He 

followed this format every time he taught language points deductively. 

 

He sometimes adopted an inductive teaching strategy for presenting language 

points. This strategy can be seen in extract 22 taken from a grammar 

presentation activity, which occurred near the end of lesson 2 and lasting 

approximately two minutes. He first instructed the pupils to brainstorm 

derivatives and compounds
19

 of the verb ‗γξάθσ’ (I write) and to share them 

with the class. The majority of pupils raised their hands to give an answer and 

waited for the teacher‘s permission to speak. The teacher let many GMT pupils 

give examples of derivatives and compounds and also stated his own examples. 

After this activity, as can be seen in extract 22, he attempted to explain the 

relationship between the verb ‗γξάθσ’ (I write) and the derivatives and 

compounds of this verb. The pupils were expected to pay attention to what the 

teacher was saying. 

 

Extract 22 

01 T: so/ here we have a relationship/ 

02  an etymological relationship// 

03  so/ this is the archetype/ the original word/ 

04  and then the ones that have the same root/ 

05  they belong to the same etymological family// 

 

After explaining this relationship in a few words (lines 01-05), he told the 

whole class to look at their textbook and he read the grammar rule given in the 

textbook aloud without commenting on it. The majority of pupils followed his 

                                                 
19

 Derivatives are words that are formed from existing words. For example, writer is derived 

from the verb write. Compounds are the words that are composed of more than one free 

morpheme. For instance, whiteboard is a compound as it is formed from white and board.  
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instructions and looked at their textbook. When he had finished reading the rule 

aloud, he instructed them to open their grammar book and to learn the grammar 

rule for derivation by heart for the next lesson. The majority of the pupils noted 

the grammar rule in their books. Andreas, then, presented and explained new 

language points first by giving examples and then by presenting grammar rules 

underlining these points.  

 

In the third interview, despite his belief that there is no difference in presenting 

the examples before or after giving the grammar rules, he highlighted that he 

preferred to give pupils the chance to find the grammar rule through examples, 

because in this way they would learn to think (CS4_int3: 24, 28). However, he 

claimed that because of contextual factors (see section 9.1), he sometimes 

embraced a deductive presentation (CS4_int3:30, 32, 34). Regardless of the 

sequence he followed, he contended that it is essential to introduce grammar 

rules in class. Specifically, he justified his choice of reading grammar rules 

aloud from the grammar book by saying that: 

 

If you want to use a pronoun or a conjunction in your written work, you will 

not think what a pronoun is or what a conjunction is, for you will write it 

spontaneously. Of course, you will write spontaneously if you have learned 

the parts of speech well (CS4_int2: 50). 

 

This verifies Andreas‘s belief that pupils need to learn language points 

explicitly in order to produce language accurately and fluently (see subsection 

9.2.2). He also used examples as he believed that in this 

way pupils would understand language points better (CS4_int2: 38) and that the 

more information he gave about language points the better (CS4_int3: 36). It 

can be seen then that Andreas explained language points to pupils without 

involving the pupils in this activity so as promote the development of 

grammatical competence.  

 

9.4.3. Use of linguistic and contextual cues for language comprehension 

 

Andreas mainly assisted pupils to conceptualise new information that he 

presented in his lessons by explaining them orally and expected them to 
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comprehend text meaning by looking at and listening to texts. For instance, in 

extract 21, he explained the grammar rule of adverbials in his own words and 

by orally giving examples. From this perspective, pupils were expected to rely 

on linguistic cues to interpret the meaning of the teacher‘s spoken and written 

language. For example, during the meaning-focused activities, the pupils 

supposed to answer the plain sense reading questions of the teacher by relying 

on textual evidence as he did not use any other means to explain texts (e.g. 

extract 19). In language-focused activities, they were also expected to 

understand grammar rules based on the written information of the textbook and 

the grammar book as well as on teacher‘s oral explanations (e.g. extracts 21, 

22). This may be connected with Andreas‘ belief regarding the language 

proficiency of GAL pupils (see subsection 9.2.3) implying that they were able 

to comprehend academic language like GMT pupils.  

 

9.4.4. Use of linguistic and contextual cues for language use and 

participation 

 

In the majority of classroom talk, Andreas led the classroom talk when 

presenting language points and transmitting carrier content knowledge, without 

the pupils being required to participate. At some points in lesson 1 and 4, he 

asked the whole class to join in classroom talk, mainly when he sought to check 

their comprehension and grammar knowledge. At these times, he followed the 

IRE pattern. An example of how he used this pattern is given in extract 23, 

which happened at the end of lesson 4 and lasted approximately one minute. In 

this lesson stage, he presented the forms and uses of two kinds of participles. He 

explained the differences between the two and read the related grammar rule 

from the textbook aloud. He then involved the whole class in a practice activity 

which was given in the textbook (see Appendix 16E). He read the exercise 

instructions, which state that pupils needed to transform the participles of the 

three examples from plural to singular or vice versa and to observe which 

participles change. He then began reading the examples aloud and expected the 

pupils to complete the exercise immediately by applying in practice the 

previously presented grammar rule about participles. In the following extract, 

he read the second example out loud. 
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Extract 23 

01 T: ((he reads the example from the textbook aloud)) on the next pillar/ 

a poster was glued// 

02  plural? 

03  tell us// ((he shows a GMT pupil)) 

04 P1: on the next pillar/ were glued// 

05 T: were glued// 

06 P1:  posters// 

07 T: posters// 

08  what happens here? 

09  it {participle} changes// 

 

Andreas nominated a GMT pupil (line 03) and expected him to transform the 

participle into the plural by saying the word ‗plural‘ (line 02). The pupil 

responded to the teacher‘s elicitation with one-phrase (line 04) and a one-word 

answer (line 06). After the pupil‘s answers, the teacher evaluated them by 

repeating the correct ones (lines 05, 07). The teacher then addressed a second 

question to the whole class without waiting for an answer (line 08) and instead, 

gave it himself. As can be seen in this case Andreas used the IRE pattern to 

check pupils‘ grammar knowledge. 

 

In extract 19, he also used this pattern to check the pupils‘ reading 

comprehension. Initially, he asked the whole class a plain sense reading 

question (line 01), which he repeated in line 05 and then nominated a GMT 

pupil to answer (line 07). The pupil answered his question by providing a one-

phrase answer (line 08). The teacher then enquired of the whole class whether 

they understood Anna‘s answer (line 09) and immediately repeated it indicating 

that it was correct (line 10). It would appear that he considered the evaluation of 

pupils‘ answers as a suitable strategy for transmitting the correct knowledge 

about the subject Greek due to his view that teachers‘ role is to transmit 

knowledge to pupils (see subsection 9.2.3). 

 

 

9.5. GAL teaching and Andreas 

 

Andreas was the only teacher who declared that he has not changed his teaching 

due to GAL pupils‘ attendance because he strongly believed that they have the 
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same language proficiency as GMT pupils. Table 9.3 shows the main pedagogic 

principles that underlie his teaching strategies in the four lessons that I 

observed. Following this, a discussion regarding the extent to which Andreas‘ 

principles and practices fit with the general principles of additional language 

teaching is conducted.  

 

Pedagogic principles Observed teaching strategies 

1. Use of the same teaching strategies 

as those deployed in monolingual 

classrooms  

Lectures, elicitation strategies and 

explicit language teaching (see 

subsections 9.4.1 and 9.4.2) 

2. Teaching language points explicitly 

will contribute to the development of 

language accuracy 

 Deductive or inductive presentation of 

language points (see subsection 9.4.2) 

3. The exposure to input will enable 

all pupils to produce accurate 

language and develop critical thinking 

Exposure to academic texts (see 

subsection 9.4.1) 

4. Lecturing will result in all pupils 

understanding new knowledge 

Lecturing was his main teaching 

strategy (see subsections 9.4.1 and 

9.4.3) 

5. Reading comprehension questions 

will assist him to check the pupils‘ 

comprehension levels 

A few reading comprehension 

questions (see subsections 9.4.1 and 

9.4.3) 

6. Evaluation of pupils‘ answers will 

help them develop the correct 

knowledge  

IRE sequence (see subsection 9.4.4)  

7. The textbook and curriculum are 

appropriate for the mainstream 

classroom 

His only source of teaching material 

was the prescribed textbook (see 

subsection 9.3) 

8. Use of linguistic cues can lead to 

input comprehension 

Oral explanations of academic texts 

and language points (see subsection 
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9.4.3) 

Table 9.3: Andreas‘ key pedagogic principles and observed teaching strategies 

 

Integrating language and content objectives  

Andreas placed emphasis on the subject Greek teaching with the purpose being 

solely to accomplish the subject-content aims, using subject-based materials and 

activities. He seemed not to integrate GAL aims into his lessons or embraced 

teaching practices supporting GAL pupils‘ learning. So, he preferred to put an 

‗exclusive focus on subject content‘ (Davison & Williams, 2001, see section 

4.1). This practice can be related to his belief in the appropriateness of the 

national curriculum for both GAL and GMT pupils (see subsection 9.2.4). 

 

Communicative competence in both everyday and academic language  

His main aim was to get pupils to develop grammatical aspects of academic 

formal language. In his lessons, he did not make any reference to sociolinguistic 

or lexical components of academic formal language. This can be linked to his 

belief that all pupils need to improve their grammar knowledge to become able 

to use the language accurately, thus indicating that he is not interested in 

encouraging the development of communicative efficiency. Like the other 

teachers, he did not teach explicitly the characteristics of text types despite the 

exposure of the whole class to a range of academic texts. Only on one occasion 

did he read aloud the characteristics of formal letters as presented in the 

textbook, but without commenting any further or encouraging pupils to produce 

a written text. This practice can be explained by his expressing views about the 

non-importance for pupils in Year 2 to produce written texts and about GAL 

pupils‘ language proficiency (see subsection 9.2.4). He also seemed to 

emphasise the improvement of academic formal language at the expense of 

interactive informal language since he did not introduce any components of the 

former in his lessons, even though the national curriculum supported its 

development. This can be explained by his opinion that pupils, including GMT 

pupils, were unable to deal with the curriculum demands because of their 

language difficulties. 
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Form-focused language teaching  

The majority of his teaching activities were grammar-focused because, for him, 

by consolidating grammar points all pupils would be able to achieve high-level 

language proficiency. He presented and explained language points explicitly 

and sometimes presenting simple examples. He seldom involved the pupils in 

controlled practice activities and never presented these points during meaning-

focused activities (see subsection 9.4.2). This implies that he followed 

traditional focus-on-forms instruction, which, according to him, would enable 

all pupils to produce accurate spoken and written language. 

 

Focus on carrier content meaning  

He organised a few meaning-focused activities in which he instructed the pupils 

to try to comprehend the meaning of texts or that of his mini-lectures on 

different topics (see subsection 9.4.1). For him, the exposure to meaning 

without explicit language teaching would enable pupils to grasp how to use 

language accurately and develop critical thinking. Despite drawing the pupils‘ 

attention to carrier content, his instruction lacked any real-life focus since pupils 

were not able to use unpredictable language to discuss everyday topics with 

each other. He also did not introduce language points during such activities. 

This implies that he did not foster the development of communicative efficiency 

and accuracy.  

 

Promoting comprehension of classroom language and content materials  

It was noticed that whereas he exposed the whole class to extensive spoken 

language use, they were provided with few opportunities to consider the written 

form (see subsection 9.4.1). This language use had the characteristics of 

academic formal language, while interactive informal language was not used at 

all in classroom talk or the content materials. Despite this expose to academic 

formal language, he assumed that pupils were capable of encoding linguistic 

cues to comprehend the meaning of classroom language and content materials. 

He solely used comprehension questions to check pupils‘ comprehension level 

while he never included any contextual support or speech modifications to 

support input comprehension.  
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Creating opportunities for extended language production  

The opportunities for active language use during whole-class activities were 

limited. He occupied 95 per cent of class talk, since he mainly adopted a 

lecturing strategy, thus restricting the chances of pupils using language. The 

pupils‘ spoken language use was limited to replying to the teacher‘s questions 

that were only ‗display requests‘ and so these responses can be characterised as 

predictable, restricted and simple. He also did not encourage them to produce 

any written language, which could explain why during our interviews he did not 

refer to the significance of practising language use. He also did not organise 

collaborative activities in which pupils would have had more opportunities to 

produce extensive language, as suggested in the literature (see section 4.4).  

 

Promoting participation in classroom interactions 

The sole participation structure in his lessons that I observed was whole-class. 

He always initiated the classroom interaction by directing questions to the 

whole class and controlled turn taking, whereby he nominated the pupils who 

raised their hands. The majority of GAL pupils seldom raised their hands and so 

the teacher did not give them the chance to get involved in the classroom talk. 

After the pupils proffered answers, he evaluated them, possibly because he 

sought to transmit the correct knowledge. However, as discussed in the 

literature (see section 4.5), this practice blocked the learners from participating 

in classroom interaction. The traditional classroom layout also reinforced this 

form of teaching practice. It can be also observed that he never used feedback to 

give pupils the chance to engage further in classroom conversations, organised 

collaborative activities or mentioned to the importance of classroom interaction 

in our interviews. 

 

From this perspective, Andreas‘ teaching principles and practices have not been 

influenced by the general principles of additional language teaching. He was the 

only teacher who never adjusted his teaching practices taking into account GAL 

pupils‘ needs, but rather, he continued delivering his lessons in a manner 

appropriate for monolingual classrooms. 

 

 



 

257 

 

Chapter 10  

‘GAL’ Teaching in the Focal Mainstream Classrooms 

 

10.0. Introduction 

 

This chapter provides a summary and commentary regarding the key findings 

presented in Chapters 6-9, with reference to the additional language teaching 

principles mentioned in the literature review in Chapter 4. The previous four 

chapters described the context in four mainstream classrooms with both GAL 

and GMT learners as well as the beliefs and teaching activities that the focal 

GLTs adopted to teach the subject Greek in these classrooms. This description 

contributed to the identification of the focal teachers‘ pedagogic principles 

underpinning their practices and the extent to which their practices managed to 

meet teaching principles that are found in the professional and research 

literature (see Chapter 4) and are considered salient for teaching an additional 

language in mainstream contexts. In this Chapter, I compare the teachers‘ 

principles and practices in the endeavour to identify common or different trends 

in terms of GAL teaching and to identify the differences between teachers‘ 

practices and key principles in the literature. This discussion helps pinpoint not 

only areas of weakness, but also priorities for change. I also quantify the key 

teaching practices according to their frequency in the lessons observed, so that 

the practices that the teachers themselves considered important can be elicited. 

The headings for each section are in line with the structure of the analytic 

framework for this thesis (see section 4.6), whereas the subsections are geared 

towards indicating the variations in the focal teachers classroom practices. In 

the next Chapter, I put forward recommendations for the national curriculum 

and teacher education programmes so that GLTs would become able to deliver 

a more meaningful learning experience for both GMT and GAL pupils in their 

lesson delivery.  
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10.1. Integrating language and content objectives 

 

As discussed in section 4.1, the curriculum needs to encourage not only the 

mastery of academic content, but also the development of additional language 

skills (Mohan et al., 2001). Such a curriculum could trigger learners‘ 

participation in classroom activities and their development of communicative 

capacity. In this section, I follow the descriptive framework of Davison and 

Williams (2001) that I outlined in section 4.1 to analyse the lesson aims and 

content as well as the classroom activities that the focal teachers used to 

integrated language and content instruction during their lesson delivery. 

 

10.1.1. Subject-led language instruction 

 

The teaching strategies observed in the focal teachers‘ lessons were closer to the 

content end of the continuum of Davison and Williams‘ (2001) descriptive 

framework since all the focal GLTs‘ aim was to teach the subject Greek. It 

emerged that all the teachers stuck closely to the subject Greek syllabus within 

the national curriculum which, as discussed in section 2.3, considers GAL as a 

‗diffused‘ curriculum area (see Leung, 2001a). Although the subject Greek has 

been designed to address the needs of GMT pupils, in their interviews, the 

GLTs seemed to be of the opinion that it could serve both GAL and GMT 

pupils. Seen in this light, it would appear that they believed that explicit GAL 

curriculum is not necessary for assisting GAL pupils to meet curriculum 

demands and to develop communicative capacity. 

 

This view can be also seen by examining their lessons aims and classroom 

activities. All the teachers appeared to have the intention of all their pupils 

mastering both Greek (as a mother tongue) language knowledge and language 

use by engaging them in subject content-based activities. This indicates that 

they were focused on Greek as a mother tongue and not as an additional 

language. Although all the teachers seemed to seek to accomplish both these 

aims, they placed differing emphasis on each of these aspects of language 

development. Elena and Andreas emphasised the development of language 

knowledge, as the majority of their classroom activities were grammar 
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presentation activities. For example, Andreas organised eleven grammar 

presentation activities while he organised only three reading comprehension 

activities. In contrast, Anna and Maria placed more emphasis on facilitating 

pupils‘ development of language use as the majority of their classroom 

activities were reading comprehension and speaking activities. For instance, 

Anna organised seven reading comprehension activities, whilst she only 

organised two grammar presentation activities with the objective of explaining 

certain language points.  

 

The content of all the teachers‘ lessons was derived from the textbook which 

has a subject content-based perspective (see section 2.3). Anna, Elena and 

Andreas used the texts with accompanying comprehension questions to 

organise reading comprehension and listening activities. They also used 

language points dictated in the teaching material to guide their grammar 

presentation and practice activities. On the other hand, Maria used exercises and 

pictures given in the textbook to organise speaking activities. The focal 

teachers, also, were not GAL specialists, but mainstream Greek (mother tongue) 

teachers. They also did not have support from the GAL specialists who had 

been placed in their schools as part of the EU-funded project (see section 5.3).  

 

These findings indicate that none of the focal teachers integrated subject content 

and GAL aims into their lessons. They placed an emphasis on the subject Greek 

without including any GAL aims. This practice may be due to teachers‘ 

tendency to follow the national curriculum‘s recommendations. This principle 

was also expressed during the interviews, in which all the respondents stressed 

the necessity for GAL pupils to learn Greek in exactly the same way as GMT 

pupils. This shows that their practices did not match with the principle 

regarding the integration of language and content objectives. As was pointed 

out in section 4.1, when the curriculum appears to promote the integration of 

content and language instruction in some way or another, learners may become 

capable of not only mastering subject content, but also developing their 

language use (see Chamot & O'Malley, 1987; Snow et al., 1992). So, it is 

apparent that GLTs might not just instruct GAL pupils in how to master 
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grammar knowledge, but could also foster the development of GAL after taking 

into consideration their pupils‘ learning needs and different contextual factors. 

 

 

10.2. Communicative competence in both everyday and academic language  

 

The development of interactive informal and academic formal language skills 

has been seen as a prominent factor to support learners‘ engagement in 

everyday communication and their academic achievement in the mainstream 

classroom (Cummins, 2000; Leung, 2012a; Scarcella, 2003, see also section 

4.3). Such development appears to occur when learners not only acquire 

language knowledge (grammar and vocabulary), but also when they 

conceptualise how to use this knowledge in different contexts (sociolinguistic 

competence) (Canale, 1983, 1984; Canale & Swain, 1980). Beyond teaching 

vocabulary, language points and language functions, it is necessary that the 

purposes and the structure of academic text type be explicitly taught, as well as 

the specific language features involved in the different forms (Davison, 2001a; 

Harris & Leung, 2007; Mohan, 2001, see also section 4.3). Such teaching would 

promote learners‘ comprehension and production of different texts types. In this 

section, I discuss the components of academic and everyday language that the 

focal teachers taught in their language instruction with the view to promoting 

pupils‘ communication in both social and academic contexts.  

 

10.2.1. The grammar and lexical components of academic formal language 

 

The language points that Elena and Andreas taught in Year 2, according to the 

subject Greek syllabus, constitute linguistic components of both academic and 

everyday Greek (Pedagogical Institute, 2002). For example, the syllabus 

suggests that the teachers should encourage all their pupils to use adverbials and 

pronouns in different social and academic situations. Nevertheless, in our 

interviews, these teachers assumed that GAL pupils have already developed 

interactive informal skills because they only commented on the language 

deficiency of GAL pupils in terms of producing academic texts. It would be 
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apparent then that they promoted the development of language points that 

pupils can use in their academic texts.  

 

The syllabus of Year 3, on the other hand, places emphasis on language points 

constituting linguistic components of academic formal Greek. For instance, 

Anna and Maria presented subordinate clauses and figures of speech, which the 

syllabus argues that can be used in academic texts (Pedagogical Institute, 2002). 

From this perspective, it is assumed that GAL pupils in Year 3, similar to GMT 

pupils, have already developed communicative capacity, and so the priority is to 

improve their academic language proficiency. 

 

At both levels, the vocabulary taught was specific and academic since the words 

presented were derived from the written academic texts of the textbook. This 

was perhaps not surprising as in the teacher instruction manual for Year 2 and 

Year 3, the advice is to teach only the vocabulary of written texts in the 

textbook (Gavriilidou et al., 2006; Katsarou et al., 2006). For example, the word 

‗nihilist‘, which Anna explained in lesson 2 (see extract 4, page 172), is an 

academic word which is mostly found in academic texts. There is also a body of 

evidence from the observations showing that the teachers helped pupils to learn 

academic words in preference to everyday ones. The teachers also placed 

emphasis only on the meaning of academic words without commenting on their 

forms, as suggested by Scarcella (2003). This indicates that their aim was only 

to help learners attend to word meaning. 

 

10.2.2. No emphasis on sociolinguistic components  

 

None of the teachers seemed to consider it necessary to inform pupils about 

language functions. All of them merely presented the forms and general uses of 

language points. For example, in lesson 2, when Elena was trying to explain the 

time adverbial, she first pointed out the different forms that such adverbials can 

have and then gave a general definition without referring to the different 

meanings that they can take when they are employed for different 

communicative purposes. Andreas also taught pronouns constituting linguistic 

components of both academic and everyday language and at no time did he 
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point out the difference of using them for different occasions. This shows that 

no reference has been made to the meanings that language points can realise in 

different contexts and to how parts of speech could be used in either academic 

or social contexts.  

 

They also focused on the specific meaning of words as used in a particular text 

orally without focusing on the sociolinguistic aspects of vocabulary. For 

example, in lesson 3, Maria explained the term ‗impressionism‘ by giving a 

general definition without explaining its uses in different contexts (see extract 

16, page 223). It would appear that due to the absence of instruction on 

functional and sociolinguistic aspects of language points and vocabulary, the 

focal teachers supposed that pupils had the ability to use language points and 

words presented in their lessons in different social and academic situations 

unassisted.  

 

10.2.3. No emphasis on discourse components 

 

None of the four teachers referred to the characteristics of different discourse 

features used in specific academic genres in their lessons, even though all the 

pupils were expected to comprehend different text types, such as journal articles 

and explanation texts. Maria did not resort to the use of texts at all during any of 

the four lessons observed while in Anna, Elena and Andreas‘ lessons, pupils 

were expected to comprehend the main ideas of different text types discussing 

the same topic. In these activities, these teachers mainly drew their attention 

exclusively to the meaning of texts without commenting on their genre or on 

how linguistic or rhetorical features are used to represent different ideas. Only 

once, in lesson 4, did Anna ask a group for the genre of a written text, which 

was a newspaper report, but without commenting any further.  

 

Anna, Elena and Maria also mentioned in our informal discussions that at the 

end of each unit, they engaged all the pupils in writing activities in which they 

were expected to write academic texts about themes discussed in class. They 

stressed the difficulty that GAL pupils were having in producing such texts 

using complex grammar structure and academic vocabulary. However, in their 
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lessons, they did not elucidate the discourse features found in different 

academic genres to facilitate pupils‘ writing. Andreas also read information 

referring to the structure of formal and informal letters aloud from the textbook, 

without commenting any further, during lesson 3.  

 

10.2.4. Summary and concluding comments 

 

With respect to the principle that highlights the importance of developing all 

components of both interactive informal and academic formal language skills 

(see section 4.3), it can be seen that all the teachers mainly taught grammatical 

components of academic Greek. The teachers argued that language knowledge 

would lead pupils to produce accurate spoken and written language. This 

practice conforms with Scarcella‘s (2003) argument that the learning of 

grammatical components can assist pupils in the production of grammatically 

correct sentences.  

 

However, even though the teaching of grammatical aspects of Greek is salient 

for additional language learning, it is not sufficient for getting pupils to produce 

highly proficient spoken and written language. Teachers also need to take into 

account the sociolinguistic aspects of language that would enable pupils to 

produce language appropriate for specific contexts (Leung, 2010a; Scarcella, 

2003, see also section 4.3). In this study, as mentioned above, the teachers did 

not include this component of academic language in their lessons. This practice 

may be due to their belief that GAL pupils, like the GMT pupils, had already 

developed this competence. The teachers also did not enhance the development 

of vocabulary. This practice is inconsistent with studies (e.g. Allison & 

Harklau, 2010; Franken, 2005) highlighting the significance of supporting the 

development of academic vocabulary so that learners can develop the language 

needed to meet subject content aims. 

 

The teachers also did not foster the development of discourse competence. A 

possible explanation for this might be that they assumed that GAL pupils share 

the same cultural knowledge as GMT pupils and teachers, and were already 

familiar with the characteristics of text types, despite the focal teachers‘ 
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unanimous assertion that GAL pupils had writing problems. This teachers‘ 

practice may also be due to their limited knowledge about how to teach the 

concept of genre since they mainly analysed language at the level of the 

sentence and not as discourse. There seems, therefore, to be a need for 

incorporating such a teaching in the context of the subject Greek to help GAL 

pupils to become adequate writers. 

 

Another discrepancy between the principles and the teachers‘ practices is that 

they underestimated the importance of teaching features of everyday language. 

Anna, Maria and Elena stressed only the importance for GAL pupils of 

developing academic formal language to meet subject lesson aims, and in the 

lessons that I observed all the teachers mainly focused on this type of language. 

This indicates that they worked under the assumption that pupils had already 

mastered interactive informal language. However, even though the development 

of academic formal language would support all pupils in coping with subject 

content demands, GAL learners need to continue developing their interactive 

informal language. As explained in section 4.3, language use in social situations 

can take different forms and have different features which can only be learned 

through previous learning experiences (Leung, 2012a). A reasonable strategy to 

tackle this issue could be for teachers to design lessons in which GAL pupils 

would be able to continue developing their informal interactive language and to 

conceptualise how to use different language forms in different contexts. 

 

 

10.3. Form-focused language teaching  

 

As discussed in section 4.3, explicit language teaching can lead to the 

development of communicative competence when it occurs alongside meaning-

focus activities (Ellis, 2006; Long, 1991). In this section, I point out the 

teaching strategies that the focal teachers used to teach language points and 

vocabulary in their lessons. To characterise the form-focused instruction of the 

focal teachers, I adopt the Long‘s (1991) categorisation of such teaching, i.e. 

focus-on-forms and focus-on-form instruction. 
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10.3.1. Explicit focus on forms 

 

All the focal teachers taught language knowledge in a similar way whereby 

explicit grammar instruction took place in all the lessons observed. Anna and 

Maria organised less language-focused activities than Elena and Andreas, who 

carried out eleven and twelve such activities respectively. They all used the 

language points predetermined by the syllabus to organise these. Despite the 

difference in the presentation of language points, at interview, they all stressed 

that the development of explicit language knowledge would enable all their 

pupils to gain an understanding of how to employ these points in their spoken 

and written language.  

 

Anna, Maria and Andreas chose merely to present language points deductively 

in their grammar presentation activities, because of, as they put it, their 

complexity (Anna) and the low academic performance of all their pupils (Maria 

and Andreas). During these activities, they first gave an explanation of a 

language point using metalanguage and mentioning, as discussed in section 

10.2.2, their forms and general uses. Andreas, unlike Anna and Maria, after the 

oral presentation of language points, provided examples to illustrate their forms 

(e.g. extract 21, page 248).  

 

Elena, by contrast, appeared to present and explain language points inductively 

in all the six grammar presentation activities (see section 7.4), which she 

justified by pointing out that this strategy is specifically recommended in the 

national curriculum (see Gavriilidou et al., 2006). In such activities, she first 

asked questions about their structure of simple isolated sentences with the aim 

of getting the pupils to work out the grammar rules of the language points. After 

this probing, she stated the grammar rules of language points. However, the 

pupils only answered the teacher‘s questions about the forms and uses of 

language points and were not able to work out the grammar rule for themselves, 

as the teacher did not give them sufficient time to do so. So, despite the 

intention of Elena to elicit the grammar rules from the pupils themselves, it was 

she who dictated the grammar rules.  

 



 

266 

 

10.3.2. Grammar practice exercises 

 

After the presentation of language points, all the teachers engaged their pupils 

in grammar exercises that all had the same characteristics. Anna and Maria 

involved their pupils in only one grammar exercise, Andreas in two, and Elena 

employed this activity on five occasions. These exercises were focused on a 

single language point, which the pupils were asked to identify and label in 

isolated sentences. For example, in lesson 1, after revising subordinate clauses, 

Maria asked the whole class to identify their types in simple isolated sentences 

that she had prepared (see subsection 8.4.2). According to all of them, these 

activities would assist them to check whether the learners had grasped the 

language points presented. 

 

10.3.3. Explicit and unplanned vocabulary teaching 

 

Explicit vocabulary teaching was found in Anna, Elena and Maria‘s lessons, 

while in Andreas‘ lessons no vocabulary teaching occurred. In such 

circumstances, the teachers gave the definition of words associated with written 

language orally without referring to other aspects of vocabulary knowledge, 

such as the phonological, grammatical, sociolinguistic or discourse-related 

features. As they argued in the interviews, they focused on vocabulary, not only 

to get pupils to develop lexical knowledge, but also to facilitate text 

comprehension. The choice of the words was unplanned. As explained in the 

interviews, the strategy for vocabulary teaching involved explaining new words 

as they arose during reading comprehension activities. For instance, Anna gave 

the definition of words orally twice when GMT and GAL pupils asked her the 

meaning of unfamiliar words in texts (e.g. extract 4, page 172). On the other 

hand, Elena and Maria focused on vocabulary only on two occasions, which 

lasted less than a minute, when they considered that some pupils might be 

unfamiliar with certain words. None of the teachers engaged their pupils in 

practice activities, which are considered salient for vocabulary learning (Ellis & 

Shintani, 2013; Lyster, 2007; Nation, 2005). It can be seen that the teachers did 

not explicitly include vocabulary teaching in their lesson aims and mainly 
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defined words that hindered the pupils‘ comprehension of the meaning of the 

set texts. 

 

10.3.4. Summary and concluding comments 

 

The focal teachers involved all the pupils in explicit language teaching which is 

a salient aspect of additional language development. However, they were found 

to adopt traditional teaching approaches that have not been particularly fruitful 

in getting learners to become capable of using language knowledge in different 

situations (see Ellis, 2006; Ellis & Shintani, 2013, and also section 4.3). They 

adopted a focus-on-forms instruction in which they presented language points 

either deductively or inductively and then engaged pupils in practice activities 

to get them to consolidate single language points one at a time. This shows that 

they taught discrete language points without including them in a context and 

without giving pupils the opportunity to produce unpredictable language using 

these.  

 

Anna, Maria and Elena also only taught vocabulary explicitly in the sense that 

they gave the definitions of words as they arose in the text. Although they 

taught vocabulary during reading comprehension activities, they did not teach it 

systematically, or give pupils the opportunity to find the meaning of words on 

their own. Instead, to teach vocabulary, they used traditional teaching 

approaches that are not generally considered helpful for pupils to increase their 

word bank (see Ellis & Shintani, 2013). 

 

To address this deficiency, as suggested in the literature (see section 4.3), 

teachers might draw pupils‘ attention to language forms in the context of 

communicative activities in which the main focus is on the comprehension or 

production of messages and not on the teaching of single language points. This 

would enable pupils to grasp how language features and words can be used 

appropriately on different occasions and thus to produce such language for 

different communicative purposes (Doughty & Williams, 1998; Ellis, 2003). 
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10.4. Focus on carrier content meaning  

 

Learners‘ involvement in meaningful communications in which they focus on 

conveying messages using real-world language and not simply on specific 

language points tends to have an effect on their language use (Littlewood, 2011; 

Prabhu, 1987; Richards, 2006). In this section, using Littlewood‘s (2004) 

framework, I discuss the classroom activities that the focal GLTs used to draw 

pupils‘ attention to the meaning of the written texts.  

 

10.4.1. Focus on meaning as a way of cultivating language skills 

 

As it can be seen from the distribution of their classroom activities (see section 

10.1), Anna and Maria focused on carrier content meaning more than Andreas 

and Elena. During the eleven reading comprehension activities, Anna asked 

groups or the whole class to use the content of the textbook texts to write a 

summary and used the themes discussed in the units as a starting point for 

further discussion. In a similar way, in the first and last lesson observed, Elena 

organised five reading comprehension activities in which she used the content 

of the texts to encourage pupils either to identify the main ideas contained 

within them or to describe their personal experiences regarding the topic of the 

texts.  

 

Maria organised eight speaking activities in lessons 2 through to 4 and mini-

lectures, to introduce and speak about topics to the whole class (e.g. extract 16, 

page 223). In contrast to the other teachers, during the three reading 

comprehension and nine listening activities, Andreas discussed the main ideas 

contained within the text (e.g. extract 19, page 245), used the carrier content to 

provide his personal experience related to the topics discussed in the texts or he 

did not comment at all.  

 

Seen in this light, it would seem that all four teachers exposed all the pupils to 

carrier content without drawing their attention to language points. During the 

interviews, the teachers expressed the view that such exposure would lead to the 

development of reading comprehension, speaking and writing skills as well as 
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to an understanding of how language is used. It would appear, then, that they 

did not have the intention of using carrier content as a means of showing the 

relationship between the language points presented in grammar-focused lessons 

and meaning. This perspective is clearly in line with Krashen (1982), under 

whose Input Hypothesis, it is proposed that exposure to carrier content is 

sufficient for language acquisition and can enhance language production (for 

discussion on Input Hypothesis, see section 4.2). However, as discussed in 

section 4.2, the exposure to carrier content can enhance the development of a 

few language skills, such as comprehension skills, but not the development of 

production skills and of accuracy. 

 

The teachers also failed to give their pupils opportunities to use the language to 

communicate new messages to others. As suggested in the literature, teachers 

need to engage learners in communicative activities in which they are required 

to use unpredictable language actively to complete a task in order for the focus 

on meaning to lead to language learning (see Littlewood, 2004). However, 

although the focal teachers concentrated on meaning during reading and 

listening comprehension activities, they did not organise communicative 

activities. Their activities mainly promoted ‗non-communicative learning‘ 

because teachers placed an emphasis on explaining the meaning of texts or ‗pre-

communicative language practice‘ because they mainly engaged pupils in 

question-answer sequences regarding text topics (see Littlewood, 2004). Three 

out of the four teachers believed that such exposure could also support pupils‘ 

acquisition of ideas that they can use in their written texts while two teachers 

pointed out that exposure to texts would contribute to character building. So, by 

organising such activities, the GLTs seemed to aim at fostering pupils‘ language 

skills rather than communicative efficiency and accuracy. A possible 

explanation for these findings may be the teachers‘ assumption that GAL pupils 

can learn the subject Greek the same way as GMT pupils. So, it is apparent that 

there is a need to organise meaning-focused activities that can give all pupils 

the opportunity to use the language to communicative carrier content in real-life 

situations and to combine these activities with focus-on-form instruction to 

support learners‘ accuracy development and communicative ability. 
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10.5. Promoting comprehension of classroom language and content 

materials 

 

Prior studies have noted the importance of exposing learners to extended and 

comprehensible input in language instruction so that language learners can 

participate in classroom interactions (Leung, 1996; 2010b, see also section 4.2). 

In this section, I first discuss the amount and the kind of input provided in the 

lessons observed to assess whether the focal teachers exposed GAL pupils to 

extensive input or not (10.6.1). I then present the teaching strategies that the 

teachers used to ensure that the input of their lessons was comprehensible 

(10.6.2 - 10.6.4).  

 

10.5.1. Extensive academic input  

 

Input in all the focal teachers‘ lessons observed was presented through 

academic written texts or through spoken language use. The language of 

academic texts could generally be characterised as academic formal, since the 

text structure was usually complex and the vocabulary consisted of words that 

are less frequently used than those in everyday language. The texts were taken 

from a range of literacy books, newspapers and magazines, being between half 

and a whole page in length. Andreas and Elena worked with more written texts 

than Anna and Maria. Andreas exposed the whole class to three to four written 

texts per lesson, while Elena used four written texts in lesson 1, one in lesson 3 

and another one in lesson 4. In Anna‘s lessons 1 and 4, each assigned group had 

to work with one written text per lesson to accomplish classroom activities, 

while in lesson 3, the teacher presented one written text. Maria used one written 

text and two oral texts in lessons 2 and 3. These texts can enable GAL learners 

to attain high proficiency in an additional language. As Wong Fillmore (2014) 

argues, complex and demanding teaching materials can help AL learners to 

develop their additional language proficiency and to sustain their academic 

development. Palincsar and Schleppegrell (2014) also support the view that 

access to rich and complex texts can enhance vocabulary and content 

development as well as provide the motivation that learners need to get 

involved in classroom activities.  
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Spoken language use in classroom interaction can be seen in terms of academic 

formal language and interactive informal language. Spoken language use in the 

classroom tended to be more informal, particularly when the teachers attempted 

to engage their pupils in discussions on content material. Maria, Elena and 

Anna, unlike Andreas, tended to use simple sentence structures and everyday 

vocabulary in question-answer sequences, which were geared towards 

explaining the meaning of the texts. In Anna‘s lessons, interactive informal 

language was also used between classmates during group activities. However, 

in mini-lectures, when the teachers were introducing a new topic, by giving 

their own view on it and/or explaining different concepts, they mainly used 

complex sentence structures, academic vocabulary and archaic expressions. So, 

at these times the spoken language use tended to be closer to academic formal 

than to the interactive informal language. In Andreas‘ case, the use of academic 

formal language was prevalent in all the lessons observed and there were few 

interactions between him and the pupils. Andreas, Maria and Elena exposed all 

the pupils to extensive spoken language use in the sense that they took up the 

majority of class talking time. Anna, on the other hand, gave GAL pupils the 

opportunity to listen to both the teacher‘s spoken informal language and that of 

their peers.  

 

This has shown that the majority of teachers provided extensive input in their 

lessons as they included many academic written texts and exposed their pupils 

to extensive spoken language use. Apart from Andreas, they also used a mix of 

both academic formal and the interactive informal language. Even though the 

exposure to such input is beneficial for learners, it is important that the teachers 

can offer the instructional support required for pupils to deal with linguistic and 

cognitive challenges (Harris & Leung, 2007; Leung, 2012a; Wong Fillmore, 

2014). The next subsections present the teaching strategies that the teachers 

used to this end.  

 

10.5.2. Limited use of visual materials 

 

As discussed in section 4.2, the use of visual materials can enhance learners‘ 

understanding of new information when teachers take into account learners‘ 
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background knowledge. Although Anna and Maria made an effort to use these 

so that pupils could comprehend input in their lessons, they did not do this 

frequently. Maria attempted to make classroom language comprehensible using 

visual materials during two episodes, but for no more than three minutes (see 

subsection 8.4.3). Anna only used a picture in one classroom episode, for 

approximately two minutes, to help pupils understand the meaning of a concept 

that she had presented orally (e.g. extract 5, page 174). Furthermore, when I 

asked them to comment on their practice, they did not refer to the importance of 

taking into account learners‘ prior learning and knowledge when adopting this 

practice. This may be the reason why the majority of GAL pupils did not 

become involved in classroom interactions connected with the use of visual 

aids. Considering this evidence, it seems that the two teachers seldom used 

visual materials to make their speech more comprehensible and when they did, 

they did not take into consideration different aspects, as suggested in the 

literature (see section 4.2). 

 

10.5.3. Extensive use of comprehension questions  

 

In our interviews, all the teachers pointed out that they used comprehension 

questions after the reading had finished, with the aim of either checking 

whether pupils comprehended the information stated explicitly in the texts or 

enhancing their understanding of the meaning of the texts. This was the main 

strategy that the teachers used during reading and listening comprehension 

activities. Elena and Andreas asked the comprehension questions from the 

textbook for all the reading comprehension activities. For example, in lesson 1, 

Elena asked the first comprehension question from the textbook to check 

whether pupils understood the meanings of text 1 (e.g. extract 7, page 195). 

Anna, on the other hand, always asked her own comprehension questions 

regarding the summaries that the groups presented in the classroom and she 

asked this type of question in one reading comprehension activity (e.g. extract 

1, page 168). Maria, by contrast, only asked these questions for one listening 

comprehension activity during lesson 3 (e.g. extract 15, page 222).  

 



 

273 

 

However, as can be seen, few pupils were able to answer such questions and 

hence, to show their grasp of classroom language or content materials. These 

results agree with the findings of other studies which have argued that this 

strategy is traditional (Gibbons, 1991), and is closer to the context-reduced end 

of the framework proposed by Cummins (1996, 2000) (for a detailed 

description of this framework, see section 4.2), and thereby learners tend to 

struggle to comprehend input. From this perspective, it seems that the focal 

teachers did not provide contextual support to pupils, but instead, they expected 

them to rely on linguistic cues to understand the meaning of the texts to answer 

their comprehension questions. This practice did not enhance pupils‘ input 

comprehension and thus did not help them to gain access to academic formal as 

well as interactive informal language. 

 

10.5.4. Limited teachers’ speech modifications 

 

Teachers‘ appropriate speech modifications tend to facilitate comprehension of 

classroom language (Chaudron, 1988; Long, 1985; Wong-Fillmore, 1985, see 

also section 4.2). In the lessons observed, Anna, Maria and Elena occasionally 

used a variety of speech adjustments but only during question-answer 

sequences. For these few times, they modified their speech by using everyday 

vocabulary and less complex sentences during question-answer sequences (see 

table 10.1 and extract 1).  

 

Teachers/ 

Speech 

modifications 

Anna Elena Maria 

Simplification 

of teacher 

speech 

3 episodes, for 

10 minutes 

approximately 

4 episodes, for 

5 minutes 

approximately 

2 episodes, no 

more than 8 

minutes 

Paraphrase 4 episodes, no 

more than 10 

seconds 

7 episodes, no 

more than 10 

seconds 

3 episodes, 

less than 5 

minutes 

Expansion of 

pupils’ 

utterances  

8 episodes, no 

more than 5 

seconds  

4 episodes, no 

more than 10 

seconds  

none 

Comprehension 

checks 

6 episodes, no 

more than 3 

seconds 

2 episodes, no 

more than 2 

seconds 

none 

Table 10.1: Frequency and duration of teachers‘ speech modifications 



 

274 

 

They also paraphrased the texts, their questions, their phrases or pupils‘ answers 

so as to provide their pupils more opportunities to understand classroom 

language. It is apparent that Elena used this modification more often than Maria 

and Anna (see table 10.1). For example, as can be seen in extract 17, Maria 

paraphrased a text about the evolution of graffiti by summarising the key points 

in a simple way for no more than one minute to improve the likelihood of her 

pupils comprehending its meaning. Anna and Elena usually expanded pupils‘ 

answers by adding factual information to explain further the meaning of their 

utterances (see table 10.1). For example, in extract 12 (cited on page 204) Elena 

intervened in order to make the meaning of the pupil‘s phrase understandable to 

the rest of the class. Anna and Elena sometimes used comprehension checks 

(see section 4.2) to aid wider understanding (e.g. extract 2, page 169).  

 

The evidence presented in this section suggests that these three teachers 

simplified their vocabulary and syntax, paraphrased, expanded pupils‘ 

utterances and used comprehension checks to ensure that their pupils 

understood both academic texts and classroom language. However, despite the 

efforts made by these teachers to use these modifications, they did not use them 

frequently or extensively, and there is little evidence that these modifications 

helped the learners to comprehend classroom language. The simplification of 

content has been also seen as an inappropriate practice for promoting 

understanding (see section 4.2).  

 

10.5.5. Summary and concluding comments 

 

A number of studies have discussed the importance of using contextual support 

and teachers‘ speech modifications so as to help learners grasp aspects of 

spoken and written language (input) used in the classroom (see section 4.2). 

However, the focal teachers‘ practices only partially matched this principle. 

Most of time, they expected pupils to rely on linguistic cues to understand 

spoken language use, either academic formal or interactive informal, and to 

respond to their comprehension questions. This practice was not sufficient for 

supporting pupils‘ input understanding since the majority seemed unable to 

respond to the teachers‘ questions regarding academic texts or to become 
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involved in classroom interaction. These findings corroborate with the ideas of 

Leung (1996, 2012a) who suggests that pupils tend to have difficulties in 

comprehending the meaning of both academic formal and interactive informal 

language when relying exclusively on linguistic cues.  

 

Only on rare occasions, three of the four teachers used contextual support and 

modified their speech to facilitate learners‘ understanding of classroom 

language and content materials. Nevertheless, although these teachers employed 

these strategies, their use was limited when considering the extensive amount of 

classroom language and content materials that the pupils were exposed to and in 

addition, they did not take into account the learners‘ background knowledge. 

This evidence suggests that the teachers need to engage with contextual support 

and speech modifications systematically and broadly as well as to consider their 

pupils‘ background. These practices can make input comprehensible and as a 

result, the teachers can foster their learners becoming more involved in 

classroom interactions.  

 

 

10.6. Creating opportunities for extended language production  

 

Learners‘ own extensive production of the target language for purposeful 

communication during classroom interactions can contribute to the promotion 

of language use and of language accuracy (Hawkins, 2010; Leung, 2001b; 

Swain, 1993; 1995, see also section 4.4). In the next subsections, I look for 

evidence from the lessons observed regarding the extent to which the teachers 

actually created opportunities for GAL pupils to produce extended and 

contingent talk during both whole-class and group activities (subsections 10.8.1 

- 10.8.2). To do this, I partially used the COLT framework proposed by Allen et 

al. (1990) (see section 4.5). I also describe the pedagogic strategies that the 

teachers adopted for assisting their pupils to produce language (subsection 

10.8.3).  
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10.6.1. Scant opportunities for language production in whole-class activities  

 

The majority of the focal teachers did not create opportunities for extended and 

contingent talk in whole-class activities. Andreas gave the fewest opportunities 

for all the pupils to produce any kind of language as he took the greatest part of 

class talking time in all the lessons observed. Maria and Elena also provided 

limited opportunities as they took a great part of this time, while in lessons 2 

and 3, Anna did give some opportunities for her class to produce language.  

 

All the teachers mainly provided opportunities for GAL pupils to produce 

spoken language contributions during question-answer sequences. For example, 

despite the fact that Maria organised speaking activities, she only used 

questions to elicit pupils‘ straightforward answers. In all the lessons of the four 

teachers, the majority of the questions were display, meaning that, the teachers 

already knew the answers and only asked them to get their pupils to elicit facts 

or to display language knowledge. The answers by pupils to these questions 

were relatively predictable, as one only was possible semantically, and minimal, 

in that they consisted mainly of one-word or one-phrase utterances (see Allen et 

al., 1990). Pupils also used simplified language forms and everyday words. In 

grammar activities, pupils‘ answers were grammar-related and restricted, 

meaning that, they were expected to produce a specific language form during 

grammar practice activities (e.g. extract 9, page 199). On the other hand, their 

responses were meaning-related and unrestricted during reading comprehension 

and speaking activities, whereby they were not confined to using any particular 

linguistic form or vocabulary (e.g. extract 1, page 168). These results agree with 

the findings of other studies (see section 4.4), in which display questions 

invariably led to limited and minimal complexity of talk from pupils.  

 

Anna and Elena, unlike the other teachers, asked a different type of question, 

the answers to which they did not know in advance in two and one speaking 

activities, respectively. These questions were about pupils‘ beliefs and opinions 

on different topics. In this case, pupils‘ answers were relatively unpredictable, 

meaning that, a range of answers was possible, and sustained, meaning that, 

they consisted of at least two main clauses (see Allen et al., 1990). Their 
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answers were meaning-related and unrestricted, i.e. they could use any language 

forms and vocabulary to reply (see Allen et al., 1990). They were also 

characterised by the use of simplified language forms and everyday words. For 

example, when Elena asked about the pupils‘ personal experiences regarding 

car accidents (see subsection 7.4.1), the talk of the four GAL pupils who did so 

consisted of at least two main clauses, was relatively unpredictable and 

unrestricted, and included simple language structures and vocabulary. This 

finding supports the perspective that an ‗information request‘ (Allen et al., 

1990) can elicit more extensive responses from pupils than display questions. 

However, the focal teachers used significantly fewer such requests when 

compared to display ones during the lessons that were observed.  

 

10.6.2. Scant opportunities for language production during group activities  

 

The involvement of pupils in group activities has been seen as a way of 

increasing the opportunities for language production (see section 4.5). Only 

Anna and Maria created opportunities for all the pupils to produce language 

while cooperating with their classmates to complete tasks. However, most of 

the time during these activities it was noticed that the majority of GAL pupils 

produced limited and simple language while only those who, according to the 

teachers, exhibited high academic performance produced extensive spoken 

language during this kind of activity. On the other hand, GMT pupils engaged 

in extensive spoken and written language as they narrated the main ideas of the 

texts, wrote the summaries and presented them to the class. In addition, when 

the teachers held group discussions, they asked display questions to elicit the 

correct answers from pupils whose responses were limited to one-word or one-

phrase utterances.  

 

10.6.3. Limited teachers’ pedagogic strategies for promoting talk 

production  

 

Cummins (2000) argues that teachers are able to use contextual cues not only to 

promote comprehension, but also to help pupils to produce both spoken and 

written language. Chaudron (1988) also states that teachers‘ speech 
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motifications can encourage pupils to produce language. In the lessons 

observed, Anna, Elena and Maria, unlike Andreas, used a few pedagogic 

strategies to encourage pupils to talk in their classrooms (see table 10.2). In the 

main, they rephrased their questions and usually repeated them to enable pupils 

to respond. Anna and Maria also used pictures or videos as a starting point to 

get the learners to produce extensive talk, because they considered that having 

such as these as references would facilitate their engagement in discussions. For 

example, in lesson 2, Maria organised a speaking activity around two pictures to 

help pupils to produce language (see extract 14, page 221). Despite the intention 

of these teachers, as can be seen in table 10.2, they did not use these strategies 

extensively or regularly.  

 

Teachers/ 

pedagogic 

strategies 

Anna Elena Maria 

Reformulation 4 episodes, no 

more than 5 

seconds 

2 episodes, 

no more than 

5 seconds 

1 episode, no 

more than 3 

seconds 

Repetition  2 episodes, no 

more than 5 

seconds 

5 episodes, 

no more than 

5 seconds 

3 episodes, 

no more than 

5 seconds 

Use of visual 

materials 

1 episode, no 

more than 5 

minutes 

none 2 episodes, 

no more than 

15 minutes 

 Table 10.2: Frequency and duration of the teachers‘ pedagogic means  

 used for promoting talk production 

 

10.6.4. Summary and concluding comments  

 

Although the teachers created opportunities for all the pupils to produce spoken 

and written language, these were short and mainly involved engaging the pupils 

in question-answer sequences. In such sequences, teachers‘ questions were of a 

display type, which resulted in all the pupils‘ responses being simple and 

limited. It seems possible that this occurred due to the teachers‘ constant need to 

check pupils‘ comprehension and language knowledge. Even in group 

activities, GAL pupils‘ talk appeared to have the same characteristics, with very 

few opportunities to practice extensive dialogue. These findings contrast with 
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other findings that support the view that group activities can lead to extensive 

language use (see section 4.4). A possible explanation for this might be that the 

teachers did not explain to all the pupils how to work together to complete a 

task. The teachers also did not provide their pupils with any opportunities to 

produce extended written language in classroom, but they did sometimes 

instruct them to write short texts for homework. This may be due to the 

teachers‘ need to complete the syllabus, which affected their teaching decisions, 

as all of them mentioned. These practices are counter to the principle stressing 

the importance of giving learners opportunities to undertake spoken and written 

language in order to master the language (see section 4.4).  

 

Only on rare occasions did Anna and Elena put out opportunities for GAL 

pupils to contribute extensive spoken language during whole-class activities. 

The teachers, apart from Andreas, also adopted limited pedagogic strategies to 

encourage pupils to talk in their classrooms. However, it is likely that these 

limited practices have not contributed to GAL pupils‘ language development. 

These findings suggest that opportunities for producing extensive language, 

both written and oral, should be introduced into classroom activities on a 

systematic basis. 

 

 

10.7. Promoting participation in classroom interactions 

 

Participatory involvement in event/task-related interaction has been identified 

as a major contributing factor to language development (Leung, 2005a, 2013, 

2014a). Such involvement can help pupils conceptualise how to exploit their 

language resources to communicate in a range of contexts inside and outside the 

classroom. In this section, I discuss the main participation structures of the 

lessons observed, the turn-allocations in these lessons (subsections 10.7.1 - 

10.7.4) and the classroom layout (subsection 10.7.5). My aim is to illustrate the 

extent to which pupils actually participated in the lessons observed.  
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10.7.1. Restricted participation during whole-class interaction  

 

The main participation structure was whole-class participation in all the 

teachers‘ lessons. This type of participation was used by Anna in eight 

activities, by Elena and Maria in all except for one, and by Andreas without 

exception. Under these circumstances, the teachers conducted the activities in 

exactly the same way for the whole class. They also initiated and guided 

interactions which were dyadic occurring between the teacher and individual 

pupils. They mainly addressed the questions to the whole class allowing anyone 

to participate in interactions and, most of the time, they regulated turn taking by 

choosing who would answer. In all such sessions, Anna, Elena and Maria 

nominated either GMT or GAL pupils, who, in their opinion, had developed 

communicative capacity, while Andreas nominated only the former. None of 

the teachers provided sufficient wait time between asking the question and 

soliciting a response. They also almost always concluded the interactions by 

providing positive or negative evaluation of the pupils‘ answers. Extract 11 

(cited on page 202) is a good illustration of this practice where Elena engaged 

the whole class in the IRE sequence. This evidence indicates that they did not 

give extended opportunities for pupils to participate in classroom interactions 

(see section 4.5).  

  

Sometimes, some of the teachers used different participation strategies. In four 

episodes of Anna and Maria‘s lessons observed, pupils who knew the answer 

shouted it without waiting for teacher nomination (e.g. extract 15, page 222) or 

the whole class answered in unison (e.g. extract 2, page 169). Anna, unlike the 

other teachers, gave feedback on pupils‘ responses in two episodes. 

Specifically, she did not provide pupils with the correct answer as in the case of 

evaluation, but helped them to find the answer to the initial question by 

providing them with several opportunities to answer, formulating their answers 

into further questions and requesting further information (e.g. extract 1, page 

168). This seems to result in the pupils having more chances to participate in 

classroom interaction, as recommended in the literature (see section 4.5), rather 

than simple non-dialogic evaluation.  
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10.7.2. Competitive participation 

 

In the majority of the lessons observed, only a few pupils participated in 

classroom interactions during the whole-class activities. In particular, in Maria, 

Elena and Andreas‘ lessons just a small number raised their hands to answer the 

teacher‘s questions. For example, in lesson 1, after Andreas asked the whole 

class a comprehension question about the text ‗When the television tries to be 

serious‘, only three GMT pupils raised their hands in response (see extract 19, 

page 245). In contrast, in the two activities during which Anna asked the whole 

class to express their opinion and personal experiences as well as on the one 

occasion that Elena did the same, many pupils, including GAL pupils, raised 

their hands to participate in classroom interactions. The teachers also always 

addressed questions in the whole class and then nominated one pupil to respond 

or sometimes addressed questions to particular pupils. They appeared to favour 

choosing certain pupils to answer their questions over others and it was also 

noticeable that some never offered any response at all. Thus, it became apparent 

that whole-class participation sessions did not provide many opportunities for 

GAL pupils to participate in classroom interactions.  

 

10.7.3. Limited opportunities for individual learner work  

 

Another participation structure was individual work which all the teachers 

employed in their lessons. Maria, Anna and Andreas only asked the pupils to do 

so for one activity, such as, in lesson 1, when Maria asked pupils to work 

individually for a multiple-choice exercise on subordinate sentences. By 

contrast, Elena asked pupils to work individually in all the grammar practice 

activities that she organised. In her opinion, individual work enabled them to 

consolidate language points that she had previously presented. These findings 

show that no opportunities were made available for the pupils to interact with 

either the teacher or their classmates during individual work activities. 

However, as discussed in section 4.5, such participation can enable learners to 

complete activities at their own pace and to grasp how to do so effectively. 
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10.7.4. Restricted participation during group work  

 

As mentioned above, Anna and Maria were the only teachers who included 

group activities in the lessons that were observed. Nevertheless, even though 

both these teachers had the objective of getting all pupils to participate in peer 

interactions, the majority of GAL pupils had difficulties in doing so. Anna had 

allocated her pupils to groups without distributing roles, and so all the members 

were expected to participate equally in the tasks. The groups, which were 

permanent, consisted of both GMT and GAL pupils who had different degrees 

of academic proficiency. In her opinion, this group composition (mixed groups 

in terms of ethnicity and proficiency) would allow all to participate, but in the 

majority of cases the participation of GAL pupils was limited. In fact, within 

the groups, including those where GAL pupils were in the majority, it was 

always the GMT pupils who completed the tasks and the former took little or no 

part. This observation was also confirmed by my discussion with GAL pupils, 

some of whom stressed that they did not feel comfortable working in groups as 

they did not have the opportunity to participate in the discussions (interview 

with Anna‘s GAL pupils, 9/5/12).  

 

This type of participation was also noticed in the group activity that Maria 

organised. Maria did not assign a specific role to each pupil in the group, but 

rather, all the group members were expected to participate equally in group 

discussions to accomplish their task. She formed the groups based on the 

seating arrangements formed by the pupils and consequently the groups were 

mainly homogenous. The two groups that consisted of only GAL pupils were 

discussing extracurricular activities, because, as they informed the teacher, they 

had difficulty in completing the activity. In the other groups, GAL pupils who, 

according to Maria, had high academic performance participated in the 

discussions. These findings further support the idea of organising group 

activities taking account of a variety of factors so that pupils‘ participation can 

be promoted (see section 4.5). 
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10.7.5. A quasi-traditional classroom layout 

 

In all the lessons that were observed, Elena, Maria and Andreas arranged the 

class in a traditional way that seemed to restrict the pupils‘ participation in 

classroom interaction. All the pupils‘ chairs were facing forward and their desks 

were lined up in rows and were perpendicular to the front wall of the room. At a 

desk, they could sit either in pairs or alone and most of the time. The teachers 

always stood near their desk, which faced those of the pupils, standing on a 

raised platform and beside the whiteboard. As a result, all the pupils were 

looking at the teacher. This classroom layout encourages teacher-led and whole-

class activities, where the teacher is seen as the dominant figure and the pupils 

are unable to communicate with classmates other than their immediate 

neighbour (see section 4.5).  

 

Unlike the other teachers, in all of her lessons and in both whole-class and 

group-work activities, Anna arranged her classroom into clusters of two desks, 

and so each group consisted of four members. This helped the pupils have eye 

contact, which facilitated their participation in discussions. Some had their 

backs to the whiteboard and the teacher‘s desk, where she usually stood during 

teacher-led activities. Most of the time, however, she stood between the groups 

in order to encourage all of them to take part in her teacher-led discussions. 

 

10.7.6. Summary and concluding comments  

 

It is interesting to note that all the four GLTs rarely gave GAL pupils 

opportunities to become actively involved in classroom interactions. They 

mainly let their pupils to participate in whole-class activities being only able to 

engage in classroom talk after teachers requested them to respond to questions. 

This shows that pupils never initiated an interaction and had limited 

opportunities for interacting with their classmates. It may be due to the 

teachers‘ lack of knowledge about how fruitful such interactions can be. In the 

interviews, none referred to the relationship between the pupils‘ participation in 

classroom interactions and language development. On the other hand, two 

teachers organised a few group activities to get GAL pupils to communicate 
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with their classmates to complete a task. Nevertheless, the majority of GAL 

pupils rarely became involved in such interactions or initiated them. A probable 

explanation for this might be that the teachers did not design these activities 

after having taken into account the learners‘ backgrounds, needs and language 

levels, as well as the classroom contexts (for a related discussion, see section 

4.5). It is apparent then that the teachers‘ practices only partially matched the 

principle that encourages the active participation of pupils in classroom talk 

(see section 4.5). So, it would seem to be of significance that teachers 

endeavour to involve all the pupils in activities where they would have the 

opportunity to interact with each other as well as initiate such communication in 

order to complete classroom tasks on a regular basis. 

 

Although some similarities were found when comparing the teachers‘ beliefs 

and practices with the general principles for additional language teaching 

discussed in Chapter 4, it is apparent that there were also some striking key 

differences. The aim here is not to blame the GLTs for failing to address GAL 

in their classrooms in the way prescribed in the progressive literature. Rather, 

the principles for additional language teaching, as set out in Chapter 4, are put 

forward as general guidelines that teachers should be made aware of and could 

draw upon in some particular configuration so as to serve different learner 

cohorts across different contexts. 

 

As mentioned in previous chapters, the focal teachers had had no training 

regarding GAL teaching in which they could have become aware of these 

principles, and the national curriculum that they were following makes no 

mention of these. From this perspective, the consideration of these differences 

is geared towards uncovering the gaps in education policies and highlighting the 

lack of attention paid to GAL in teacher education programmes, which has 

resulted in the insufficient teacher preparation regarding GAL teaching. In 

Chapter 11, I suggest ways that these gaps can be bridged such that the GAL 

dimension can be addressed systematically in the Greek education system.  
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Chapter 11 

Conclusion and Recommendations  

 

11.0. Introduction 

 

In the last chapter of this thesis, the emphasis moves away from data analysis 

and interpretation, to the identification of the gaps in the way GAL has been 

addressed in real classroom settings and to a discussion on the implications of 

this research for pedagogy and teacher education. To begin with, I restate the 

research aims and questions, outline the methodological choices and summarise 

the key findings of this research with respect to the research questions. In 

section 11.3 recommendations for curriculum provision are put forward, while 

section 11.4 offers an account of the professional knowledge base that GLTs 

need to develop to teach the subject Greek in mainstream classrooms so that the 

GAL dimension can be addressed systematically. The chapter concludes with 

suggestions for further research directions and a discussion of the contribution 

of this case study research to the Greek and other educational contexts.  

 

 

11.1. Summary of the research questions and methodological choices  

 

Greek subject teachers have been expected to address the needs of both GMT 

and GAL pupils in their mainstream classrooms, in spite of the deficiencies of 

the Greek educational system and the teacher education regarding GAL 

teaching, as discussed in Chapter 2. With this in mind, this study set out to 

investigate how GAL is actually taught in real classrooms in which children 

from different linguistic and cultural backgrounds have been placed together. 

The research was guided by the following research questions: 
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1. How do the focal Greek language teachers conceptualise the teaching of 

GAL in their mainstream classroom? 

2. What kinds of teaching strategies and activities are employed by the focal 

teachers when they work with GAL pupils, alongside GMT pupils, in their 

classrooms? How do these strategies and activities relate to their espoused 

beliefs? 

3. To what extent do teachers‘ principles align with those regarding 

additional language teaching as found in the professional and research 

literature? 

 

 

To tackle these questions, a qualitative case study approach was chosen not 

only because it has not been used before in Greek contexts for investigating this 

topic, but also because it would allow for an in depth and holistic examination 

of GAL teaching (see section 5.1). Three methods were chosen to collect a 

variety of data from the classrooms of the four participant-teachers: qualitative 

classroom observations, qualitative interviews and analysis of policy 

documents, the national curriculum and teaching materials (for a discussion of 

my methodological choices, see section 5.2). The analysis of the collected data 

contributed to the identification of the teachers‘ actual teaching practices in 

their classroom settings, of the pedagogic principles underlying their practices, 

their beliefs about GAL teaching, as well as to the unearthing of the philosophy 

underlying educational policies regarding GAL teaching. This led to a 

comprehensive understanding of the way that GAL was being taught by the four 

focal teachers in the context of the subject Greek.  

 

 

11.2. GAL as a ‘diffused’ aspect in the mainstream classrooms  

 

In this section, I comment on the key findings of my research with respect to the 

research questions. In subsection 11.2.1, I present the teachers‘ espoused beliefs 

about GAL teaching in order to address the first research question and the 

second part of the second. In subsection 11.2.2, I endeavour to explain why 

there are vast differences between these teachers‘ principles and additional 
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language principles seeking to highlight the gaps in teacher education and the 

national curriculum. 

 

11.2.1. Teachers’ conceptualisations of GAL teaching in the mainstream 

classroom  

 

In the interviews, all the teachers stressed that GAL pupils need to learn the 

subject Greek in the same way as GMT pupils. They argued that the given 

curriculum aims, content and activities can serve the needs of both GAL and 

GMT pupils, and that the set textbook is appropriate for all the pupils 

irrespective of their linguistic and cultural background. Only Anna stressed the 

inappropriateness of the textbook because of the lack of intercultural texts, but 

she did consider it appropriate with respect to the class level. When expressing 

their views regarding language learning, they mainly considered that both GMT 

and GAL pupils could develop the language in a similar way. For instance, 

when suggesting that error correction can facilitate pupils‘ development of their 

writing skills, Elena believed that this applies to both GMT and GAL pupils. 

These espoused beliefs were reflected in their lessons observed. The focal 

teachers followed the given curriculum aims, content and activities when they 

planned and delivered their lessons to all the pupils indiscriminately. They also 

organised reading comprehension, listening, grammar presentation and 

grammar practice activities as suggested in the textbook without devising 

different activities for GAL pupils.  

 

In the interviews, all four respondents suggested that GAL pupils who still had 

language problems needed to join language support classes outside regular 

school hours. Nevertheless, in order to facilitate GAL pupils‘ understanding of 

the subject Greek, Anna and Maria pointed out that they had to use teaching 

strategies different from those used in a monolingual classroom. For example, 

Anna organised group activities and Maria adopted visual aids, which, for them, 

can support GAL pupils‘ comprehension of the subject content. Elena also 

shared that she had to simplify the curriculum content and activities to make 

classroom language comprehensible and to engage GAL pupils in classroom 

activities. This indicates that the teachers did not consider themselves solely 
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responsible for supporting GAL pupils in developing additional language 

proficiency, but rather, they saw themselves as being tasked with supporting 

these pupils in meeting the demands of the subject Greek. It also seems that 

three out of the four teachers have endorsed the conceptualisation of the 

national curriculum regarding GAL teaching. The curriculum recommends that 

in order to teach this subject in a mainstream classroom, GLTs should use 

strategies different from those they usually adopt in monolingual classrooms 

without specifying what types of strategies (see section 1.3). On the other hand, 

Andreas expressed the belief that he did not have to change his teaching 

because of the attendance of GAL pupils in his class. In his opinion, they had 

the same learning needs as GMT pupils. The observations of his lessons 

confirmed that his teaching practices were consistent with his belief. This 

probably suggests that Andreas did not believe that a GAL dimension should be 

included in mainstream classrooms. Seen in this light, GAL has been mainly 

conceptualised as a matter of embracing generic and just-in-time teaching 

practices.  

 

11.2.2. ‘GAL’ teaching and the participant teachers  

 

As discussed in Chapter 10, the differences are apparent between the focal 

teachers‘ practices and key principles for additional language teaching (see 

Chapter 4). The participant teachers mainly taught the subject Greek as a 

mother tongue without incorporating the GAL dimension in their lesson 

delivery. This could be attributed to the lack of their teacher education 

regarding additional language teaching principles and practices. As they shared, 

none of them attended courses related to GAL teaching in their initial teacher 

education. Only Anna had attended relevant in-service teacher education 

programmes while Maria and Andreas had attended random seminars. 

Furthermore, it seems that they were not able to access relevant literature and 

the national curriculum that they were following has not incorporated these 

general principles. As mentioned in section 2.3, the curriculum addresses GAL 

not as a ‗distinct‘ subject, such as subject Greek and maths, but as a ‗diffused‘ 

curriculum concern (see Leung, 2001a), indicating that GAL has not been given 

subject status. For example, the curriculum makes a reference to the needs of 
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GAL pupils in the subject Greek (see section 2.3), but provides little and only 

abstract information on how teachers could meet these pupils‘ needs. On the 

other hand, it refers extensively to how GMT pupils‘ needs can be addressed. 

  

Nevertheless, it can be seen that the teachers occasionally drew on some aspects 

of additional language teaching principles in their lessons. It is apparent, 

however, that they did not adopt them consistently or consciously as the 

majority did not have knowledge of these principles. They mainly followed 

these principles because of their strong similarity to language teaching 

principles proposed in the national curriculum. For example, they taught 

grammatical components, focused on text meaning and gave language 

production opportunities, because these activities are suggested in the national 

curriculum and are contained in teaching materials in relation to the teaching of 

the subject Greek, rather than explicitly adopting GAL teaching principles. 

They may also have embraced them due to their affinity with mother tongue 

teaching approaches. By way of illustration, their assumption that exposure to 

academic texts can contribute to the development of both comprehension and 

production skills may be related to first language acquisition theories (see 

Brown, 2000; Paribakht & Wesche, 1993).  

 

Furthermore, Maria used visual aids since she believed that in this way, she 

could keep all pupils‘ interest alive while Anna used pictures because she felt 

that when she was a learner herself, she was able to grasp concepts when they 

were related in this way. This indicates that these are strategies that they would 

have employed in any teaching situation regardless of whether the class 

included GAL pupils. On the whole, the findings of this study suggest that the 

focal teachers were not aware of the principles of additional language teaching 

and hence, continued to apply teaching practices appropriate for monolingual 

classrooms. Seen in this light, the national curriculum needs to be amended and 

teacher education needs to be restructured so that teachers can tailor their 

teaching to the needs of both their GAL and GMT pupils. 
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11.3. Implications for curriculum provision  

 

This section is concerned with the adjustments that could be made in order for 

the national curriculum to serve the needs of all pupils irrespective of their 

linguistic or cultural background. As discussed in section 2.3, there is no GAL-

sensitive curriculum, and GAL teaching has not been given subject status. 

There is also the assumption that mainstream teachers can facilitate GAL 

pupils‘ participation in the curriculum subjects by adopting generic teaching 

practices that have not been specified in the national curriculum without 

adapting its aims, content and assessment criteria (see section 2.3). This 

perspective can be also confirmed by the findings of this study. The focal 

teachers mainly conceptualised and approached GAL teaching only as a matter 

of applying some diffuse teaching practices that can contribute to GAL 

learners‘ involvement in the subject area. There is, therefore, a definite need for 

amending the current national curriculum so as to incorporate a dedicated GAL 

extension applicable for GAL pupils. 

 

11.3.1. Alternative curriculum models 

 

As was pointed out in section 2.3, bilingual programmes may not be appropriate 

for Greek education contexts on the grounds that more than one GAL pupils‘ 

mother tongues can be found in mainstream classrooms. In such contexts, the 

integration of AL learners into the mainstream educational provision should be 

encouraged. This does mean that the development of the host language as an 

additional should be supported in these classrooms along with the recognition 

that learners‘ mother tongues need to be acknowledged during classroom 

delivery. Of course, as mentioned in section 2.2, Greek authorities attempted to 

promote the development of GMT pupils‘ mother tongue/s in cross-cultural 

school or in after-school classes but this has not been systematic. 

 

Some European and English speaking countries have attempted to integrate 

additional language within the mainstream curriculum in a variety of ways (e.g. 

Leung, 2007; Mohan et al., 2001). The variation noticed in these examples can 

be attributed to the different educational contexts, ideologies, political and 



 

291 

 

social processes underlying education policy decisions (Leung, 2007). In 

England, even though there is no dedicated EAL curriculum and the non-EAL-

oriented national curriculum is presented as suitable for both English mother 

tongue and EAL pupils, there has been recognition of the different needs of 

EAL learners and so, the need for a pedagogic shift. All subject teachers are 

expected to adopt systematically different teaching practices defined by the 

curriculum to facilitate EAL learners‘ participation in the mainstream age-

appropriate classroom. EAL specialist teachers, where available, or teaching 

assistants are also expected to support pupils in the mainstream classroom and 

to collaborate with mainstream teachers towards planning EAL-sensitive 

lessons (Leung, 2007). In this curriculum provision, however, there is a 

possibility that the needs of EAL pupils and the necessity for a dedicated EAL 

curriculum could be downplayed since EAL has been seen as a general 

communicative issue (see Leung, 2007, for a discussion). Another limitation of 

this model is that mother tongue development has not been addressed. 

However, it is permitted to be used when appropriate as a way of facilitating 

English development.  

 

In Victoria, Australia, where EAL learners have also been integrated into the 

mainstream classroom, different structural options and curriculum approaches 

have been developed. The system of this state has included ―mainstream classes 

with EAL support, mainstream classes with some separate EAL classes, EAL 

classes combined with some mainstream classes and intensive English classes 

in separate English language centres‖ (Davison, 2001a). These options in the 

curriculum structure are closely connected to the different stages of EAL 

development. By way of illustration, the curriculum emphasises the 

development of the host language for beginner EAL pupils, whereas the 

learning of curriculum content comes into focus only at more advanced stages 

of their development (Davison, 2001a). In addition, mother tongue may be used 

occasionally to enhance pupils‘ progress. So, in Victoria, an EAL dedicated 

curriculum has been applied and a variety of curriculum approaches has been 

embraced that takes into account pupils‘ language proficiency. This curriculum 

model was also implemented in some parts of California before and after 

Proposition 227 (see Leung, 2007, for a discussion). Nevertheless, as Leung 
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(2007) explains, in the past few years many obstacles have been placed to 

applying this system across Australia due to the introduction of economic 

policies aimed at reducing public expenses and at increasing competitiveness.  

 

In Denmark, which has been considered as being one of the EU countries that 

has delivered effective practices for AL pupils (PPMI, 2013), a differentiated 

curriculum for AL learners has been adopted. Reception classes for beginner 

AL learners which aim at the development of Danish as an additional language 

have been launched and a language assessment framework for identifying the 

kind of language support needed to be provided has been developed. There is a 

gradual participation of AL pupils into the curriculum subjects while continuous 

language support is provided within the mainstream classroom depending on 

AL learners‘ progress (PPMI, 2013). Special classes have also been introduced 

for ―weaker students who do not have educational attainment appropriate for 

their age or have learning difficulties that do not allow them to continue upper 

secondary education‖ (PPMI, 2013: 101). In Danish regular schools, the respect 

of diversity has been encouraged and teachers usually receive training in it 

(ibid). However, no differentiated support is provided to the newly arrived and 

the other AL pupils within mainstream classrooms (ibid).  

 

Different approaches could also be adopted for the promotion of mother-tongue 

instruction within the regular school that mainly promotes the host language 

development. PPMI (2013) recommends the following approaches: ―offering 

immigrant languages as modern foreign languages within the curriculum, using 

bilingual classroom assistants, providing team teaching with a mother tongue 

teacher and training teachers to support their students in using their language 

competencies as a learning tool‖ (p. 96). The case of Austria is a good 

illustration of the way that mother-tongue development could be included in the 

mainstream classroom. AL pupils‘ mother tongues are taught as an optional 

curriculum subject either in afternoon classes or within the mainstream 

classroom where the mother-tongue teacher is working alongside the 

mainstream one. Other EU countries, such as Ireland and Sweden have also 

incorporated this perspective in the curriculum of regular schools (for a 

description, see PPMI, 2013). 
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Despite their limitations, these practices can provide an illustration of how GAL 

and mother tongue instruction can be integrated within the mainstream 

curriculum. Taking account also of a range of factors, such as educational 

contexts, teachers‘ beliefs as well as their practices, a combination of different 

types of curriculum provision would best address GAL teaching in Greek 

educational contexts. An OECD report (2010a) emphasises that EU educational 

policies following a holistic approach, i.e. they promote different policies 

considering a range of contextual factors, tend to meet the needs of AL pupils 

rather than when one kind of policy is adopted, such as in Greece and Cyprus 

which both have centralised education systems. Sweden is a good illustration of 

this policy. It has established reception classes focusing on teaching Swedish as 

an additional language while the help provided in mainstream classrooms tends 

to be based on learners‘ performance (PPMI, 2013). What follows is an outline 

of how GAL teaching and learning could be introduced as a mandatory part of 

the Greek national curriculum. 

 

11.3.2. GAL-sensitive Greek curriculum provision  

 

The policy underlying the current Greek national curriculum and the focal 

teachers‘ principles and practices have led me to the conclusion that the current 

curriculum has not integrated GAL teaching in a systematic and principled way. 

So, taking account of the advantages and deficiencies of the curriculum models 

explained above and in section 4.1, theories of additional language teaching and 

learning (see Chapter 4), the educational contexts (see Chapter 2) and the codes 

that emerged from the observations and interviews (see Appendices 11 and 12), 

I recommend a curriculum model that would create space for GAL development 

within the national curriculum. As mentioned above, this model should follow a 

holistic approach, i.e. it should embrace different perspectives with regards to 

the different levels of GAL development and learners‘ needs. It should include 

support classes for beginners, continuous support within the mainstream 

classroom for all GAL pupils, GAL-sensitive teaching principles and practices, 

differentiated assessment as well as exploitation of different mother tongues. 

This shows that there is a need for a GAL assessment framework which would 

assess GAL pupils‘ language knowledge and level. Such framework would 
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assist with the identification of the kind of language support that should be 

given to individual GAL pupils. Here, I follow the description of language 

levels (beginning, second and advanced level) proposed by Leung and Franson 

(2001c), because these pertain to the levels of AL learners.  

 

For GAL pupils who have no knowledge of Greek, there is a need to develop 

quickly both interactive informal and academic formal language. So, it would 

be beneficial for them to attend some separate GAL support classes, which 

would promote the development of Greek through subject content. These 

classes should not have the characteristics of the current integration ones (see 

section 2.2) which mostly promote the development of the grammatical 

component of interactive informal language. In such classes, as explained in 

section 2.2, GAL pupils tend not to receive the appropriate preparation for 

joining the mainstream classroom. By contrast, the curriculum focus of GAL 

support classes needs to be on the attainment of all aspects of communicative 

competence of both academic formal and interactive informal language. In 

addition, the content should be drawn from the topics of the national curriculum 

while GAL-sensitive practices, e.g. focus-on-form instruction, need to be 

encouraged. Pupils‘ mother tongue could be also used as a transitional aid and 

references to their culture could be included in the teaching materials. So, these 

classes should adopt ‗contextualised language teaching‘ (see section 4.1, for a 

description). When these pupils attend mainstream classrooms, GAL specialist 

teachers could support them by exposing them to spoken or written language 

and offering them opportunities for language development.  

 

GAL pupils who have reached a good level in interactive informal language use 

and have an evolving ability to read and write could participate exclusively in 

mainstream classrooms. Unlike prosperous countries like Australia, the Greek 

education system at present is not able to endow support classes for GAL pupils 

at the second level owing to the current financial crisis. Statistical data also 

demonstrate that fewer support classes have been running in the recent years of 

austerity than integration classes, which would appear to provide evidence for 

this assumption (see section 2.2). Nevertheless, in mainstream classrooms, it 

would be helpful if a GAL specialist teacher was present in addition to the 
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mainstream teacher for providing targeted support. The specialist could help 

them develop the linguistic components of academic formal language as well as 

to comprehend and produce subject-specific language for different subject 

areas. Of course, this does not mean that the development of interactive 

informal language should be pushed aside. As discussed in section 4.3, teachers 

need to continue promoting the development of interactive informal language 

when necessary. GAL pupils who are able to use Greek appropriately in almost 

all the social and academic situations, but still need to improve their academic 

formal language use, could also get the required support within the mainstream 

classroom rather than in support classes.  

 

In mainstream classrooms, not only should GAL specialists focus on the aspects 

of language that they have difficulties with, but also the mainstream teachers 

should increasingly be better equipped for addressing these difficulties. For 

learners at all language levels, the mainstream teacher should adapt their 

curriculum aims by integrating subject-specific language goals, their content 

and assessment criteria and embracing GAL-sensitive teaching practices, such 

as engaging learners in language production activities that would lead to 

extensive and contingent language use. These adaptations should be based on 

their learners‘ needs and language level. Of course, this does not mean that 

mainstream teachers should simplify their lessons. As Gibbons (2009) rightly 

highlights, teachers need to provide an intellectually challenging curriculum in 

which: 

 

… all students, including EL learners, are afforded the opportunities to think 

creatively, transform information, engage in inquiry-oriented activity and 

construct their own understanding through participating in substantive 

conversations and, critically, are given the scaffolding and support to be 

successful (p. 1). 

 

Seen in this light, ‗language-conscious teaching‘ (see section 4.1, for a 

description) should be adopted in which mainstream teachers need to develop 

suitable and systematic aids so that GAL pupils can cope with the linguistic and 

cognitive demands. 
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In addition to the above mentioned practices, the current national curriculum 

needs to be adjusted so that the GAL pupils‘ needs could be taken into account. 

It must highlight the language knowledge and skills that they need to develop 

alongside subject content knowledge so that language development can occur at 

the same time as subject content mastery. Considering my findings and the 

current syllabus of the subject Greek, curriculum aims that encourage the 

development of sociocultural and discourse competence in both academic 

formal and interactive informal language should be added. It is also essential 

that the teaching materials are amended so that themes from a range of cultures 

could be included. For instance, in the subject Greek, social issues of other 

societies and not only the host society could be discussed.  

 

The curriculum should embrace GAL-sensitive pedagogical principles 

emerging from those pertaining to additional language teaching, as discussed in 

Chapter 4, and provide illustrative examples to demonstrate how these 

principles could be applied in actual classroom settings. In Table 11.1, I present 

the principles that could fill the gaps identified in the teachers‘ practices in 

terms of GAL teaching and in the subject Greek syllabus. For example, it was 

apparent that none of the focal teachers explained how the language points 

presented in their lessons could be used appropriately in a range of contexts. 

This may be, inter alia, due to the lack of clarity regarding this principle in the 

curriculum or teacher instruction manual. It is then necessary that this principle 

becomes an important part of the curriculum in the sense that it would enhance 

pupils‘ appropriate language use (see section 4.3, for a discussion).  

 

Curriculum principles 

1. Subject-specific language aims and GAL aims 

2. Lessons based on learners‘ background information, Greek proficiency and 

prior knowledge 

3. Linguistic structures and features of interactive informal language  

4. Sociolinguistic aspects of both academic formal and interactive informal 

language 

5. Explicit teaching of the characteristics of text types used in subjects across 
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the curriculum 

6. Communicative and focus-on form activities 

7. Systematic use of contextual support and speech modification  

8. Use of information request questions  

9. Student-led instruction 

10. Systematic use of the IRF sequence in whole class participation 

11. Carefully designed collaborative group activities 

12. Use of pupils‘ mother tongue opportunistically 

Table 11.1: Principles of a GAL-sensitive national curriculum 

 

These are general principles that should be adapted and made specific, taking 

into consideration the class level, different subject area demands as well as the 

language level and background information of GAL pupils. This suggests that 

the national curriculum needs to offer a framework which mainstream teachers 

would have the flexibility to adjust after taking into account the classroom 

contexts and their learners. As explained in section 2.3, the curriculum is the 

same for all teachers and learners in all contexts, which may have been why the 

observed teachers failed to differentiate their lesson aims, content and 

assessment criteria. However, in order for teachers to revise their lesson plans 

accordingly, they need appropriate training so as to acquire the necessary 

knowledge and skills (see section 11.4).  

 

Besides designing a GAL assessment framework, the curriculum designers also 

should re-define the assessment criteria of the subject areas. As discussed in 

subsection 2.3.3, these criteria currently are based on GMT learners‘ language 

performance and needs, and are the same for all years. The revised curriculum 

should consist of differentiated subject-specific language knowledge and skills 

that GAL pupils need to develop so that they could deal with the linguistic 

demands of the subject areas for the different years. By way of illustration, Year 

1 when learners are introduced to subject-specific literacy and academic 

language are likely to experience different language demands than Year 3 

where they have to pass the final exams to enter the senior secondary school. 
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This suggests that a subject-specific GAL assessment system would need to be 

designed based on such differences.  

 

In addition, the Greek authorities need to offer systematically some 

programmes that would promote GAL pupils‘ mother tongues where 

appropriate. This not only would help GAL pupils keep developing their mother 

tongue but also would contribute to GAL development and to high academic 

performance (see section 2.3, for discussion). Mainstream teachers should be 

advised to encourage GAL learners with the same mother tongue to work 

together and more advanced ones might support beginners‘ understanding of 

subject concepts. Mother tongues could also be incorporated as optional 

curriculum subjects in the mainstream classroom. As mentioned in subsection 

2.3.1, it might be difficult to organise mother tongue classes outside the 

mainstream classroom. However, in these courses, mother tongues should be 

not conceptualised as foreign languages and foreign language pedagogy should 

be avoided in the sense that such conceptualisations tend to ignore GAL pupils‘ 

language needs and backgrounds (see Tosi, 1999). This recommends that in 

these courses, mother tongue pedagogy, i.e. the development of communicative 

competence in both academic formal and interactive informal language, must be 

promoted.  

 

Generally, this curriculum model suggests that the focus of the current 

integration classes needs to be changed and GAL specialists need to enter the 

mainstream classroom. The current national curriculum needs to become GAL-

sensitive by modifying the aims, content, teaching materials, teaching 

methodology and assessment criteria and to contain mother tongue curriculum 

subjects. This means that mainstream teachers should develop the knowledge 

and attitude to accept this curriculum change and apply it in practice. In the 

section that follows, I propose the professional knowledge base that mainstream 

teachers as independent professionals need to develop so as to be able to teach 

all pupils effectively in mainstream classrooms. 
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11.4. Implications for teacher education and professional development  

 

In this section, I discuss the pedagogic implications of this research for GLT 

education. As mentioned earlier in this thesis, there are gaps in teacher 

education and professional development regarding GAL teaching and in the 

knowledge and expertise of the focal GLTs to address this dimension in their 

classroom. This indicates that there is a need for teacher education programmes 

of Schools of Greek Language and Literature and in-service programmes to be 

modified so as to take this dimension into account. The findings of this study 

that explored what teachers know, believe and practise in terms of GAL 

teaching would be helpful in building on what teachers have already known so 

that an appropriate professional knowledge base for GLTs to teach the subject 

Greek in classrooms with pupils from diverse linguistic and cultural 

backgrounds could be proposed. 

 

11.4.1. Designing teacher education and professional development 

programmes 

 

The current GLT initial education programmes have mainly prepared applied 

scientists who have linguistic knowledge that they can apply in practice without 

having developed expertise in teaching and reflexivity. They have also prepared 

teachers only to teach the subject Greek in monolingual classrooms. On the 

other hand, in-service GLT education programmes tend to have an 

interventional character proposing effective teaching practices that GLTs need 

to apply in any classroom context (see section 2.4). However, as pointed out in 

Chapter 3, the traditional models of teachers as mechanical operators who have 

to apply particular skills and follow plans as well as being applied scientists 

who have to develop theoretical knowledge to be able to teach in real 

classrooms, have increasingly become discredited regarding their ability to 

prepare teachers for classroom settings (Graves, 2009; Leung, 2012b). Teachers 

tend to base their teaching practices neither on university-based knowledge nor 

on pre-given lesson plans, but on their beliefs about different aspects of their 

teaching, their conceptualisations of theoretical knowledge and on contextual 

factors (Freeman & Johnson, 1998; Johnson, 2009, see also section 3.1). So it 
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seems that teacher education needs to prepare them to be informed independent 

professionals who are aware of the impact of their beliefs and values in terms of 

how these can influence their teaching practices. Teachers also need sufficient 

knowledge and expertise to be able to ensure that their adopted practices are 

appropriate in the different classroom contexts (Eraut, 1994; Leung, 2009, 

2012b). Having this perspective in mind, in order to prepare professional GLTs, 

designers of teacher education and development programmes need to take 

account of the following three aspects.  

 

First, the content of teacher education programmes should be based on the 

current theories of language teaching education. As Leung (2012b) argues, over 

the years, the content of these programmes has been changing depending on 

theories considered effective for language teaching (for a discussion, see section 

3.2). From this perspective, it seems important that the general principles of 

teaching additional languages in linguistically and culturally diverse classrooms 

should be acknowledged in the current GLT education programmes. This would 

enable GLTs to use them in a generic way that involves adapting their practices 

to suit each learning context they face.  

 

Second, teacher educators should be aware of the importance of preparing 

teachers to adapt their teaching according to different classroom environments, 

student populations and the varying demands of particular education systems 

(Leung, 2012b). As mentioned in section 3.2, during their teaching career, 

teachers work in a variety of educational contexts and systems, and with pupils 

with different characteristics. If they want to provide a meaningful experience 

for all learners, they cannot plan and deliver the same teaching in different 

classroom and educational environments. Therefore, teacher education needs to 

prepare GLTs to become able to cope with the demands of different educational 

contexts and systems and to modify their teaching accordingly.  

 

Third, teachers‘ previous knowledge and beliefs about language teaching need 

to be taken into consideration in curriculum design for teacher education and to 

be used as a basis for further learning. As discussed in section 3.1, teachers‘ 

beliefs about different aspects of their work as well as their prior knowledge 



 

301 

 

tend to have an impact on what and how they learn and whether they are open 

to new knowledge and values (Borg, 2006; Graves, 2009; Johnson, 2009). 

Based on the finding of this study, it is important to acknowledge that GLTs are 

fairly knowledgeable in Greek philology and inter alia they have developed 

linguistic knowledge about the language as a mother tongue during their initial 

teacher education. They are also Greek native speakers who are competent 

language users but much of their knowledge may be implicit. As discussed 

above, the focal GLTs were also working under the assumption that GAL pupils 

need to learn the subject Greek the same way as GMT pupils. So, teachers need 

to be engaged in reflective activities that could lead to them challenging and 

changing their beliefs and values.  

 

On a practical level, GLT education programmes need to enable GLTs to 

develop disciplinary knowledge regarding GAL teaching, pedagogic content 

knowledge, contextual knowledge (of learners, school and society) and critical 

reflection skills (see section 3.2). These kinds of knowledge are interconnected 

and inform one another, therefore, teachers also need to learn how to combine 

them to cope with teaching demands (Woods, 1996). Below, I put forward the 

components of the professional knowledge base that GLTs who are not GAL 

specialists will need to develop during their initial teacher education and 

professional development bearing in mind that the focus of this study is on 

GAL teaching in mainstream classrooms and not in separate support classes.  

 

11.4.2. Defining the professional knowledge base of Greek (as a mother 

tongue) teachers  

 

Being aware of the content of the current GLT education (see section 2.4), 

having seen what actually happens in the four classrooms and the teachers‘ 

beliefs regarding GAL teaching (see Chapters 6-9 and Appendices 11 and 12), I 

acknowledge that these and their background knowledge in philology has not 

supported them in GAL teaching or in conceptualising what GAL is. So, 

drawing on the professional knowledge base suggested in the empirical and 

theoretical literature and discussed in Chapter 3, I suggest that GLTs need to 
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develop the following additional knowledge and expertise in order to address 

GAL in their mainstream classroom (see Table 11.2).  

 

Table 11.2: Professional knowledge base for GLTs 

 

Firstly, GLTs should have knowledge of theories of additional language 

learning. In their initial education, they usually have not had the opportunity to 

attend courses about these theories as the current GLT education programmes 

very rarely include any relevant or compulsory courses. This suggests that 

GLTs need to gain an understanding of the difference between learning a 

language as a mother tongue and learning it as an additional language. This 

knowledge would help them modify their practice so as to be able to cater 

Professional knowledge base 

1. Disciplinary knowledge 

a) Theories of additional language learning 

b)  Intercultural Pedagogy 

2. Pedagogic content knowledge 

a) Pedagogic knowledge of how to teach Greek subject-specific language 

use 

b) Pedagogic knowledge of how to teach everyday language knowledge 

use 

c) Pedagogic knowledge of how to teach text types 

d) Pedagogic knowledge of how to promote interaction in their 

classrooms 

e) Pedagogic knowledge of how to teach grammar and focus on meaning 

f) Pedagogic knowledge of how to promote language production and 

input comprehension 

 g) Expertise in assessing pupils‘ needs and classroom context 

3. Reflexivity  

a) Critical reflection on their beliefs, prior knowledge and teaching 

practices  

b) Evaluating curriculum aims, content, teaching materials, educational 

policies 
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effectively for both their GMT and GAL pupils. For example, they should be 

aware of the importance for GAL pupils to have opportunities to produce 

extensive spoken and written language.  

 

They need also to have knowledge of intercultural education, which they often 

have not developed in their initial education owing to the lack of such a focus in 

university curricula. This knowledge would make teachers aware of the 

connection between language and culture as well as the negative consequences 

of racism and stereotyping (Menken & Antunez, 2001). It would also enable 

teachers to cope with linguistic and cultural diversity in the classroom as well as 

to become cognisant of the importance of respecting and including aspects of 

the culture of GAL pupils in their lessons (see Carrasquillo & Rodrguez, 2002, 

and section 3.2).  

 

Apart from theoretical knowledge, teachers need to become familiar with 

teaching practices that they could use in their lessons to teach GAL through 

their subject content. They should learn how to teach explicitly the Greek 

subject-specific language knowledge (vocabulary, language expressions and 

structural elements) that they have mainly developed during their initial 

education to facilitate pupils‘ development of academic formal language. They 

also need to understand how to teach the everyday language that they have 

probably developed as native speakers so as to assist pupils to use it in informal 

interactive contexts.  

 

GLTs need not only to be aware of the characteristics of a variety of text types, 

but also to grasp how they can teach them explicitly to pupils so that they can 

comprehend and produce a range of academic written texts. They should be also 

informed about the participation structures that promote classroom interaction 

and how they could apply them in different classrooms. For example, teacher 

education could include courses that inform teachers about how group work can 

be applied in a class, its characteristics and requirements, as well as the 

occasions when they could use it.  
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They should know the different approaches to grammar teaching and, in 

particular, the need to focus on meaning. During their first degree, GLTs tend to 

develop knowledge of Greek grammar and of how to interpret texts. However, I 

concluded from the lessons that I observed that the participant teachers did not 

show awareness of the different ways of teaching grammar and of text 

comprehension in different classroom contexts. GLTs also need to become 

familiar with a range of teaching practices that promote language production 

and pupils‘ comprehension of classroom language and content material. If 

teachers were to implement these recommendations, their GAL pupils would be 

able to cope with the language demands of different contexts and hence, 

become more on a par with their GMT counterparts. 

 

GLTs need to develop expertise in assessing the language level of GAL pupils 

and their needs as well as the ability to judge classroom context (see Freeman, 

1989; Garcia, 1996, and also section 3.2). In addition, they have to be aware of 

these pupils‘ background experience and dispositions, and especially their 

previous schooling so as to be able to identify the demands and the potential 

difficulties that GAL pupils could face (see Carrasquillo & Rodrguez, 2002; 

Leung, 2012b). This would lead them to adapt their lesson aims, content and 

teaching materials taking into account all pupils‘ needs. 

 

Besides disciplinary and pedagogic content knowledge, GLTs need to develop 

skills of reflexivity. As professionals, they should be capable of questioning 

their beliefs, background knowledge and their teaching practices on a constant 

basis (see Borg, 2009; TESOL, 2010, and also section 3.2). Through critical 

reflection they would have the opportunity to investigate their teaching, adapt 

their practices in a teaching situation and combine their past experience to solve 

current problems (Calderhead, 1996; Johnson, 1999). They should also develop 

expertise in evaluating teaching materials and curricula as well as gaining a 

critical awareness of the education policies regarding GAL. This would enable 

them not only to identify policy deficiencies but also to be able to address them 

in order to plan and deliver GAL-related lessons. Of course, this is a general 

knowledge base that needs to be adapted to meet local conditions. In the 

following subsection, I suggest ways this knowledge base could be incorporated 
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into the initial and in-service teacher education programmes taking account of 

the current Greek teacher education system.  

 

11.4.3. Organising teacher education and professional development 

programmes 

 

In Greece, initial teacher education is provided by the universities that have 

total autonomy for designing and organising their curriculum (Eurydice, 2015). 

This means that teacher educators are the ones who can decide how they could 

modify the curriculum to include a GAL perspective. One way of doing this is 

to add a compulsory course in the existing curricula, as the University of 

Minnesota did in the initial education of primary school teachers (for a 

description, see Lucas & Grinberg, 2008). This course could be organised in 

three modules that would enhance the development of disciplinary knowledge, 

pedagogical content knowledge and of reflective skills. For instance, one 

module could inform teachers about the principles of additional language 

development and how they can be applied in real classroom settings. This 

would enable all teachers to become aware of the need to adapt their lesson 

plans and teaching practices in multilingual and multicultural classroom. 

However, a single course might not provide teachers with the knowledge and 

expertise required to design and deliver GAL-sensitive lessons.  

  

Teacher educators could infuse the suggested knowledge base into existing 

courses (see EUCIM-TE, 2010; Lucas & Grinberg, 2008). By way of 

illustration, the existing university course which aims at the development of 

linguistic knowledge about GMT could make reference to the development of 

knowledge regarding GAL and engage trainees in evaluating their assumptions 

about language. Special seminars or lectures on pedagogical issues could be 

organised so that trainees could become aware of the importance of GAL 

teaching across the national curriculum. The universities that include teaching 

practicum might also encourage trainees to observe and deliver lessons in 

multicultural and multilingual classrooms. However, such modifications might 

be difficult to be implemented on the grounds that, as mentioned above, all 

teacher educators need to agree upon them. They might be motivated for such 
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change in case the ASEP (see section 2.4) would consider this kind of 

knowledge base salient for teachers to be appointed in public schools.  

 

The in-service teacher education programmes are mainly organised by the 

Regional Training Centres (Πεξηθεξεηαθά Δπηκνξθσηηθά Κέληξα)
20

, the 

universities and schools (for other training bodies, see Doukas et al., 2007). It is 

compulsory for newly-appointed teachers to participate in induction training for 

four months organised by the Regional Training Centres (Eurydice, 2015). The 

aim of this training is to inform teachers about the educational system, their 

role, the teaching approaches of their subject areas, the use of technology and 

how to work with pupils with special educational needs (Makri-Mpotsari, 

2007). In this training, the teaching methodology modules could be extended by 

raising methodological issues of language and content integration in 

mainstream classrooms. The training could also introduce modules on GAL 

pupils‘ backgrounds and on how to work with these pupils, as well as encourage 

the acquisition of critical reflection skills.  

 

In-service teachers are obligated to participate in in-service programmes in a 

range of areas defined by the central government or the administrative 

executives (Doukas et al., 2007). One such programme could be on the GAL 

teaching in mainstream classrooms. These programmes, however, tend to ignore 

classroom reality as well as teachers‘ own views and principles as well as their 

actual practices (Eurydice, 2015). So, it is necessary for designers to take into 

account a range of contextual factors and teacher cognition so that in-service 

teachers can be prepared to teach GAL through their subject areas in actual 

classroom contexts. For example, considering that Andreas was not aware of 

the number and the background of GAL pupils in the Greek educational system 

(see Chapter 9), a programme could inform in-service teachers about the 

numbers of such pupils in Greece, their cultural and linguistic backgrounds as 

                                                 
20

 The Regional Training Centres were established in 1985 by the Greek ministry of Education. 

They are responsible for organising and delivering a range of compulsory and optional 

professional development programmes for primary and secondary school teachers. However, the 

ministry is the entity that defines the type, the topic and the duration of the programmes as well 

as the number of participants (Decree, 1992).  
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well as the need to take into account these factors when designing and 

delivering their lessons.  

 

Σhere have been some attempts to undertake school-based training in 

collaboration with universities in Greece (Eurydice, 2015). Schools with GAL 

pupils with the help of teacher educators could design such training after taking 

account of their school, learners and their own needs. In these programmes, in 

addition to developing knowledge and expertise in GAL teaching, teachers 

could be provided with the opportunity to experiment with new teaching 

practices and to identify those most effective for their classroom contexts. 

Universities could also organise conferences and seminars for in-service 

teachers focusing on disciplinary or pedagogical content knowledge after 

evaluating the local contexts. Seen in this light, there is an extensive need to 

include a GAL dimension as part of the current initial and in-service teacher 

education programmes so that teachers would be able to teach language through 

their subject areas. 

 

  

11.5. Further research directions 

 

The findings of this study indicate that research grounded in teachers‘ actual 

teaching practices and principles can make a significant contribution to a better 

understanding of how GAL teaching is being addressed in real classroom 

settings. Nevertheless, there is a great need for further research as little has been 

conducted in relation to secondary education in Greece. In this section, I briefly 

outline recommendations for further research on this subject matter.  

 

Future research incorporating a larger sample size and conducted in a range of 

contexts would be of value. One limitation of this study was the small sample 

size which prevented generalised statements about GAL teaching in mainstream 

classrooms. The research conducted in two schools in the same area of 

Thessaloniki with a high percentage of GAL pupils may not accurately reflect 

GAL teaching in other areas of the country. So, future research covering a range 

of contexts across the country would give a clearer picture of how GAL 
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teaching has been addressed in different parts of Greece. This additional 

information could contribute to the development of a pedagogic framework that 

would enable GLTs to meet the needs of both GAL and GMT pupils in 

mainstream classrooms. As Breen et al. (2001) point out, the better 

understanding of teachers‘ principles, as has been one of the goals of the current 

research, would ensure that practitioners reflect on how they could modify their 

teaching to cater for different contexts as well as contribute to the development 

of language teaching frameworks that are grounded in classroom reality.  

 

The present research focused on GAL teaching in the subject Greek classes 

because GLTs have had linguistic training, and the national curriculum of this 

subject only makes reference to GAL pupils. Another avenue for enquiry would 

be to investigate how secondary teachers from a range of subject areas deal with 

GAL pupils in their Greek mainstream classrooms. For example, how maths or 

physics teachers handle the GAL dimension. This would be of interest, in 

particular, because the national curriculum does not refer to these pupils in 

subjects other than the subject Greek and teachers of other subjects have not 

had relevant training, as mentioned in section 2.4. Such a study would uncover 

whether GAL pupils were being handicapped in other curricula areas due to 

lack of appropriate training for these teachers. Overall, the proposed research 

would contribute to creating a holistic picture of how Greek secondary 

education has conceptualised and approached GAL teaching.  

 

In this study, the participants were presented with key instructional episodes 

from their lessons and were prompted to comment on my descriptions and 

understandings of their actual teaching activities and strategies, with the aim of 

capturing the teaching principles underpinning their practice. This approach 

may have influenced how the teachers described and reasoned their teaching 

practices. By way of illustration, their description and explanation may have 

differed from what they actually delivered in the classroom so as to give the 

interviewer the answers they thought she wanted to hear. Seen in this light, 

another kind of data collection method to identify the principles underpinning 

actual practice could have been adopted. For example, prompting them to 

comment extensively on lesson transcripts would help them analyse and explain 
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their own practices, either verbally or in writing, without researcher 

interference.  

 

In this study, the focus was on how the GLTs reasoned about their teaching 

practices, thereby uncovering their underlying beliefs and the background 

knowledge influencing their teaching decisions. Even though I attempted to find 

out how GAL pupils experienced these practices in their lessons, the data were 

not valid (see section 5.3). Nevertheless, pupils are considered to be an 

important part of the classroom process. It seems therefore important not only 

to have teachers‘ perspectives, but also pupils‘ perceptions of their experience 

in this process (Kiely, 2001; Kinchin, 2004; Tarone & Allwright, 2005). So, 

another research area that would prove valuable is the investigation of pupils‘ 

perspectives on GAL teaching. Such research would allow for a more 

comprehensive understanding of what is going on in real classroom settings and 

thereby, support teachers modifying their practice after consideration of their 

learners‘ experiences.  

 

 

11.6. Final remarks 

 

This thesis makes several noteworthy contributions to the professional 

knowledge of migrant education in a Greek context. It contributes to the 

development of a more sophisticated conceptualisation of GAL teaching in real 

classroom settings. As mentioned in Chapter 1, the majority of Greek research 

on minority education has had an interventional character aiming at proposing 

principles on how the Greek educational system can address this issue but 

ignoring the classroom reality and the pivotal role of the teachers. The current 

research comes to fill this gap by investigating what occurs in non-contrived 

classroom settings and connecting these findings with the international 

literature related to the established principles of additional language teaching 

(see Chapter 4). This has resulted in my drawing the conclusion that GAL 

teaching has not been addressed methodically in mainstream subject Greek 

classrooms. It also appears that GLTs have not been prepared sufficiently to 

teach GAL, because they are still using only mother tongue teaching approaches 
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in their classrooms. These findings provide evidence that the Greek educational 

system has not yet addressed this issue, despite the increasing percentage of 

GAL pupils in regular schools. This situation may have negative consequences 

for these pupils who are still being expected to cope with the demands of the 

educational system. 

 

The outcomes of this study provide evidence of the need for certain context-

sensitive policy and educational actions as well as professional knowledge base. 

To the best of my knowledge, there has not been a concerted effort to provide 

such recommendations in the Greek context. As discussed throughout the thesis, 

without adapting general policies to local contexts, education systems tend to 

struggle to tackle pressing educational issues. Teachers also tend not to accept 

any curriculum innovation or new professional knowledge when it is not 

accommodated to their social and educational contexts and their cognition. For 

this reason, in this last chapter, based on my findings rather than on general 

models, I have suggested how the Greek education curriculum and the subject 

Greek should be revised so as to take into account the GAL dimension and thus, 

deliver an appropriate education for all pupils irrespective of their linguistic and 

cultural background. I have also made recommendations regarding the 

professional knowledge base that GLTs as informed independent professionals 

need to develop to cope with GAL-teaching demands in their mainstream 

classrooms.  

 

This case study also provides insights for how global perspectives can be 

transformed to local practices. It demonstrates how situated pedagogical 

solutions can be developed after adapting general pedagogical principles to 

specific educational settings. This shows that the outcome of this thesis could 

be used to enhance our understanding of how GAL teaching could be 

incorporated in other subject areas of Greek secondary schools and how teacher 

education programmes could include training for all secondary school teachers 

to enable them to improve their delivery of GAL in their lessons Even though 

my intention was not to generalise my research findings into different contexts, 

they could be used as a basis for discussions on how additional language issues 

could be addressed in other countries where additional language teaching in 
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mainstream classrooms involves little or no differentiation, as has been shown 

in the case of GAL being taught in mainstream classrooms in this study.  
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Appendices 

 

Appendix 1 – List of abbreviations 

 

ACARA The Australian Curriculum, Assessment and 

Reporting Authority 

AL learners/ pupils Additional language learners/ pupils  

ASEP Supreme Council for Civil Personnel Selection  

CALLA Cognitive Academic Language Learning Approach 

CEFR Common European Framework of Reference for 

Languages 

CLIL Content and Language Integrated Learning 

COLT Communicative Orientation of Language Teaching  

EAL English as an additional language (in UK schools)  

EL.STAT Hellenic Statistical Authority 

EPEAEK EU Community Support Framework funding 

ESL English as a second language (broad term for 

English as a second/foreign/additional language in 

the US)  

GAL Greek as an additional language  

GAL pupils/learners Greek as an additional language pupils/learners 

GLTs Greek language teachers  

GMT pupils/learners Greek mother tongue pupils/learners 

GSL Greek as a second language 

IPODE Institute of Expatriated Education and Intercultural 

Education 

IRE Initiation- response-evaluation 

IRF Initiation-response-feedback 

MT pupils/learners Mother tongue pupils/learners 

OECD The Organisation for Economic Co-operation and 

Development 

PISA Programme for International Student Assessment 
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PPMI Public Policy and Management Institute 

SLA Second language acquisition  

TBLT Task-based language teaching  

TESOL  Teaching English for speakers of other languages 
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Appendix 2 - Glossary  

 

Additional language learners/ pupils - Greek as an additional language 

pupils/learners 

 

In this study, I write about immigrant and refugee pupils who are placed in 

public schools and are expected to learn additional language as AL 

pupils/learners. I decided not to use terms like ‗language-minority‘ or ‗non-

native‘ learners on the grounds that they are usually underlined by ideological 

assumptions. They tend to imply that these pupils are inferior from the host 

population stressing their linguistic and ethnic minority status. They usually 

ignore the background knowledge and prior education, and mainly highlight 

their low cognitive/ academic proficiency (Jong & Field, 2010). To avoid 

these ideological and identity distinctions and because the purpose of this 

discussion is related directly to GAL, I adopt the term GAL learners/ pupils to 

characterise the pupils who are learning Greek as an additional language 

without ignoring their backgrounds.  

 

In adopting this term, I am aware that GAL pupils are not a homogenous 

group, but rather have distinct and different needs. They have different 

linguistic, cultural and educational backgrounds, as well as learning needs. 

This is why teachers need to be aware of their pupils‘ backgrounds and adapt 

their teaching to meet their needs. 

 

Approach – Methods - Technique 

 

A number of definitions for the terms ‗approach, method and technique‘ have 

been proposed. Anthony (1963) originally seeks to clarify the distinction and 

at the same time to highlight the relationship between these terms. He defines 

an approach as ―a set of correlative assumptions dealing with the nature of 

language teaching and learning‖ (p.63); a method as ―an overall plan for the 

orderly presentation of language material, no part of which contradicts, and 

all of which is based upon, the selected approach‖ (p.65); a technique ―is 
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implementational - that which actually takes place in a classroom‖ (p.66). 

Although Anthony‘s model (1963) demonstrates the distinction and the 

connections between these terms, a number of critics have highlighted the 

weaknesses of these definitions.  

 

Richards and Rodgers (2001) argue that this model seems not to clarify what 

a method means, the roles of teachers and learners, how an approach may be 

become method and how method and technique are related. Celce - Murcia 

(2001a) also challenges the term ‗method‘ as used in Anthony‘s model. She 

argues that in the 1970s this term led to the development of specific 

procedures and materials that teachers were expected to use in the teaching 

process without taking account of classroom context and pupils‘ needs. 

However, in classroom reality, teachers tend not to follow particular methods 

but they usually combine a range of methods considered appropriate for their 

classes. This led to the assumption that one method cannot be applied in all 

circumstance and cannot facilitate language learning of all learners in all 

settings (Celce-Murcia, 2001a; Larsen-Freeman, 2000). 

 

Based on these critiques, other definitions have been proposed. Richards and 

Rodgers (2001) attempt to extend Anthony‘s model. They use the term 

‗method‘ as an umbrella term to demonstrate the interconnection between 

theory and practice suggesting that ‗method‘ is constituted by the elements of 

‗approach‘, ‗design‘ and ‗procedure‘. They adopt Anthony‘s definition to 

define the term ‗approach‘ while the term ‗design‘ to replace Anthony‘s 

definitions of ‗approach‘ and ‗method‘. In fact, ‗design‘ specifies the 

objectives of a method, the syllabus model, teachers and learners‘ roles, types 

of teaching and learning activities as well as the role of instructional 

materials. They also use the term ‗procedure‘ to refer to the actual practices 

and techniques that teachers adopt in classrooms (Richards & Rodgers, 

2001p.20). Overall, according to Richards and Rodgers (2001), an ‗approach‘ 

gives the theoretical base of a ‗method‘ which is organized in the level of 

‗design‘ and is applied in procedure.  
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However, Brown (2001) states that this specification can lead to the 

assumption that teachers pre-design their teaching practices and adopt a set of 

procedures in all circumstances. Hence, he prefers the term ‗methodology‘ 

rather than ‗method‘ to define pedagogical practices in general while he 

adopts the term ‗method‘ to describe ―a generalized set of classroom 

specifications for accomplishing linguistic objectives‖ (p.16). Brown (2001) 

also defines ‗approach‘ and ‗technique‘ in a similar way to Anthony (1963) 

adopting the term ‗curriculum/ syllabus‘ instead of that of ‗design‘ used in 

Richards and Rodgers (2001). Generally, Brown (2001) adopts definitions 

similar to those used in Anthony‘s model arguing that the latter‘s definitions 

can better describe the conceptualization of approach, method and technique. 

Nevertheless, as discussed below, in this thesis, I chose to embrace the term 

‗principles‘ rather than ‗approach‘ or ‗method‘ to describe the 

conceptualisation underlining teachers‘ teaching practices. 

 

Mother tongue pupils/learners - Greek mother tongue pupils/learners 

 

I use this term to refer to the learners for whom the language of the host 

society is the mother tongue of their parents and their mother tongue. I did not 

adopt terms like ‗native‘ or ‗language-majority‘ learners because of their 

ideological assumptions and of the focus of this thesis being on language 

teaching rather than on ethnicity or identity. So, the term ‗Greek mother 

tongue pupils/learners‘ is used for learners who are learning Greek as mother 

tongue without assuming that all of them have the same needs, backgrounds 

and characteristics.  

 

Principles of language teaching 

 

In this thesis, I adopt the term ‗principles‘ rather than ‗approach‘ or ‗method‘. 

As mentioned above, the term ‗method‘ refers to a set of specific procedures 

derived from theories of language, learning and teaching. This is underlined 

by the assumptions that methods can be used in any classroom context and 

that teachers can transfer theories into practice without adaptation to the 
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classroom context. However, no single method has been considered a panacea 

of language teaching, and in reality, teachers tend to adopt different principles 

of language teaching approaches and methods to cope with their classroom 

demands and pupils‘ needs (Brown, 2000; Jin & Cortazzi, 2011; Nunan, 

1991, see also Chapter 2). Accordingly, I adopt the term ‗principles‘ to 

describe the general principles that can guide teachers‘ practices stressing the 

importance of adapting them to particular contexts. This term also indicates 

that teachers are informed professionals (see Chapter 2) who have the 

knowledge and skills to reflect on their practices and classroom reality as well 

as to select principles that are suitable for their classroom reality and pupils‘ 

needs.  

 

Repatriated children 

 

Repatriated children have been called the children of Greek nationals who 

have returned to Greece after they had left from the country because of their 

political ideology during either the civil war in 1946 or the Greek military 

junta of 1967-1974. 

 

Teacher cognition 

 

A wide range of psychological constructs, such as beliefs, knowledge, 

theories, attitudes, assumptions, conceptions, principles, thoughts and 

decision-making, have been used to describe teachers‘ cognitive processes. 

The diversity of these concepts is not surprising because, as Borg (2006) 

comments, different concepts ―... highlight the personal nature of teacher 

cognition, the role of experience in the development of these cognitions and 

the way in which instructional practice and cognitions are mutually informed‖ 

(p. 49). An important consideration in terms of describing teacher cognitive 

process has been the unclear distinction between knowledge and beliefs. 

Some researchers have stressed that there is a difference between teacher 

beliefs and knowledge. For example, Fenstermacher (1994) when aiming to 

shed light on the relationship between knowledge and beliefs points out that 
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―... a claim to know is a special type of claim, different from a claim to 

believe and requiring justification in ways that beliefs do not‖ (p. 30).  

 

On the other hand, these terms have been used in some studies 

interchangeably because of the difficulty in distinguishing them in empirical 

investigations. Woods (1996) argues that in his research he could not 

understand which teachers‘ interpretations were based on their knowledge and 

which on their beliefs. For this reason, he integrated the terms ‗beliefs, 

assumptions and knowledge‘ (BAK) to explain the kind of knowledge that 

influences teachers‘ actions. According to Verloop et al. (2001), because ―in 

the mind of the teacher components of knowledge, beliefs, conceptions and 

intuitions are inextricably intertwined‖ (p. 446), there is a difficulty in 

distinguishing these terms. Furthermore, different terms have been used to 

characterise teacher cognitive processes, including principles or maxims 

(Richards, 1996), pedagogical concerns (Breen et al., 2001), pedagogical 

knowledge (Gatbonton, 1999) and personal practical knowledge (Golombek, 

1998). In this study, even though I am conscious that the terms of 

psychological constructs, like ‗knowledge‘ and ‗beliefs‘, do not have the same 

epistemological status, I have integrated the variety of underlying teacher 

mental processes under an umbrella term of ‗teacher cognition‘, as suggested 

by Borg (2003, 2006). 
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Appendix 3 – European-funded projects from 1997-2014 

 

Project School 

years 

Organisation Project website 

European-funded projects for foreigner and repatriated pupils 

Δθπαίδεπζε 

Παιηλλνζηνύλησλ θαη 

αιινδαπώλ καζεηώλ 

[Education of repatriated 

and foreigner pupils]  

1997-

2000 

National and 

Kapodistrian 

University of 

Athens 

http://www.keda.gr/pr

ograms.php  

Δθπαίδεπζε 

Παιηλλνζηνύλησλ θαη 

αιινδαπώλ καζεηώλ 

[Education of repatriated 

and foreigner pupils] 

2002-

2004 

National and 

Kapodistrian 

University of 

Athens 

http://www.keda.gr/pr

ograms.php  

Έληαμε παηδηώλ 

παιηλλνζηνύλησλ θαη 

αιινδαπώλ ζην ζρνιείν 

γηα ηελ Πξσηνβάζκηα 

εθπαίδεπζε [Integration 

of Repatriates and 

Foreign Students in 

Primary Education] 

2006-

2008 

National and 

Kapodistrian 

University of 

Athens 

http://www.keda.gr/e

pam/index.html  

Έληαμε παηδηώλ 

παιηλλνζηνύλησλ θαη 

αιινδαπώλ ζην ζρνιείν 

γηα ηε Γεπηεξνβάζκηα 

εθπαίδεπζε (Γπκλάζην) 

[Integration of 

Repatriates and Foreign 

Students in Secondary 

Education 

(Gymnasium)] 

2006-

2008 

Aristotle 

University of 

Thessaloniki 

http://eppas.web.auth.

gr/  

Δθπαίδεπζε αιινδαπώλ 

θαη παιηλλνζηνύλησλ 

καζεηώλ [Educating 

foreigner and repatriated 

pupils] 

2010-

2014 

Aristotle 

University of 

Thessaloniki 

http://www.diapolis.a

uth.gr/index.php  

European-funded projects for Roma pupils 

Δθπαίδεπζε 

ηζηγγαλνπαίδσλ 

[Educating Roma 

Students] 

1997-

1999 

Univeristy of 

Ioannina 

http://www.rom.gr  

Έληαμε ηζηγγαλνπαίδσλ 

ζην ζρνιείν [Integration 

of Roma Students to 

School Environment] 

2000-

2003 

Univeristy of 

Ioannina 

http://www.rom.gr  

Έληαμε ηζηγγαλνπαίδσλ 

ζην ζρνιείν [Integration 

2005-

2007 

University of 

Thessalia 

http://roma.pre.uth.gr/

main/  

http://www.keda.gr/programs.php
http://www.keda.gr/programs.php
http://www.keda.gr/programs.php
http://www.keda.gr/programs.php
http://www.keda.gr/epam/index.html
http://www.keda.gr/epam/index.html
http://eppas.web.auth.gr/
http://eppas.web.auth.gr/
http://www.diapolis.auth.gr/index.php
http://www.diapolis.auth.gr/index.php
http://www.rom.gr/
http://www.rom.gr/
http://roma.pre.uth.gr/main/
http://roma.pre.uth.gr/main/
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of Roma Students to 

School Environment] 

European-funded projects for Muslim pupils 

Δθπαίδεπζε 

κνπζνπικαλνπαίδσλ 

[Educating Muslim 

students]  

1997-

2001 

National and 

Kapodistrian 

University of 

Athens 

http://www.museduc.

gr  

Δθπαίδεπζε 

κνπζνπικαλνπαίδσλ 

[Educating Muslim 

students] 

2002-

2004 

National and 

Kapodistrian 

University of 

Athens 

http://www.museduc.

gr  

Δθπαίδεπζε 

κνπζνπικαλνπαίδσλ 

[Educating Muslim 

students] 

2006-

2008 

National and 

Kapodistrian 

University of 

Athens and 

Democritus 

University of 

Thrace 

http://www.museduc.

gr  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

http://www.museduc.gr/
http://www.museduc.gr/
http://www.museduc.gr/
http://www.museduc.gr/
http://www.museduc.gr/
http://www.museduc.gr/
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Appendix 4 - The subject aims and goals of the syllabus of the subject 

Greek in the junior secondary school 

 

DIATHEMATIKON PROGRAMMA 

A CROSS-THEMATIC CURRICULUM FRAMEWORK 

FOR THE SUBJECT GREEK IN JUNIOR SECONDARY SCHOOLS 

 

1. General goals 

 

The aim of teaching the subject Greek in the gymnasium is to provide pupils 

with opportunities to: 

 

 Acquire knowledge of the Greek language as a means of communication 

between the members of their community, in order to develop mentally 

and emotionally. 

 Realise the significance of language for their participation in social life, 

either as senders or receivers of information and also as free and 

democratic citizens with a critical and responsible attitude towards 

public affairs.  

 Be able to recognise the structural and grammatical elements of Modern 

Greek at clause and text level, in order to be able to identify and explain 

possible errors.  

 Appreciate the significance of language as the fundamental vehicle of 

expression and culture of every nation.  

 Appreciate their cultural heritage, a basic component and vehicle of 

which is language, showing also respect for the language and the 

cultural values of other peoples.  

 Realise that interaction among nations has an influence on their 

languages.  

 

It should be pointed out that the aims could generally apply to all Years, on 

condition that they are adapted to the requirements of each Year and the age of 

the pupils.  
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2. Key content principles, General aims and Indicative Fundamental 

Cross-thematic concepts  

 

The content guiding principles range in difficulty depending on year. The 

grammatical-syntactical phenomena and the communicative skills are diffused 

in all content guiding principles. 

 

Year  Key Content 

Principles  

 

General Goals  

(Knowledge, skills, attitudes 

and values)  

Indicative  

Fundamental  

Cross-thematic 

Concepts  

1
st 

 

2
nd 

 

3
rd 

 

Listening and 

understanding  
 

Oral 

communication 

codes 

  

Evaluation of 

information and 

arguments  

Pupils should:  

 

recognize the differences 

between the different kinds of 

oral speech and understand the 

intentions of their 

interlocutors; 

  

identify the key points in their 

interlocutors‘ speech;  

 

evaluate what they hear, 

assessing the linguistic, extra-

linguistic and paralinguistic 

elements of their interlocutors‘ 

speech;  

 

evaluate their arguments;  

Communication  

Culture  

System  

Space-Time  

Interaction  

Information  

Change  

Grammar  

Paragraph, 

linking words 

(conjunctions), 

summary, 

punctuation 

marks 

  

Article, noun, 

adjective, 

pronoun 

inflection  

 

Structure of a 

sentence (noun 

phrase, verb 

phrase, subject, 

recognize the morpho-

syntactical and lexical choices 

of their interlocutors, 

depending on communication 

circumstances; 

  

recognize the organization and 

the degree of clarity of other 

people‘s speech;  

 

System  

Change  

Space-Time  

Dependence  

Synchrony-

Diachrony  
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object, 

predicate, 

modifiers) 

  

Kinds of 

sentences (main 

sentence, sub-

ordinate 

sentence) and 

connection 

between 

sentences (co-

coordinative, 

subjunctive) 

  

Tenses, Moods, 

Conjugations  

Semantics, 

Vocabulary, 

Spelling  

 

Word formation 

(derivatives and 

com-pounds)  

 

Direct and 

indirect speech  

 

Pragmatics and 

figures of 

speech  

 

develop the ability to perceive 

the value content of the 

speaker‘s message, depending 

on the pragmatic and semantic 

nuances of his speech (explicit 

and implied meaning, 

metaphor, humour, irony, etc) 

Culture  

Information  

Space-time  

Similarity-

Difference  

Change  

1
st 

 

2
nd 

 

3
rd 

 

Speaking  
Oral 

communication 

codes  

communicate effectively for a 

variety of purposes, adapting 

their speech appropriately.  

make use of the paralinguistic 

and extralinguistic elements of 

speech  

Communication  

Culture  

System  

Space-Time  

Interaction  

Grammar  

(See ‗Listening 

and 

understanding‘)  

organize their speech carefully 

in order to make themselves 

clear  

develop their own distinctive 

and original styles when 

speaking and adapt their 

speech to the communication 

circumstances, taking into 

account the morpho-syntactic 

System  

Change  

Space - Time  

Dependence  

Synchrony-

Diachrony  
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and lexical elements of 

language  

Pragmatics and 

figures of 

speech  

 

enrich their speech with 

pragmatic and semantic 

nuances (explicit and implied 

meaning, metaphor, humour, 

irony, etc.)  

 

Culture  

Space - time  

Similarity - 

Difference  

Change  

1
st 

 

2
nd 

 

3
rd

 

Reading and 

understanding  
Written 

communication 

codes and signs  

 

Variety of text 

types  

understand the intentions of 

the writer when reading  

be introduced to a variety of 

text types representing a range 

of forms and purposes and 

different structural and 

organizational devices and be 

able to identify their 

differences, and evaluate their 

effectiveness  

Communication  

Culture  

System  

Space-Time  

Interaction  

Information  

Similarity 

Difference  

Grammar  

(See ‘Listening 

and 

understanding’)  

identify and analyse the 

grammatical and lexical 

features that writers are using 

in their writing and evaluate 

their appropriateness, 

depending on the 

communication circumstances  

System  

Change  

Space - Time  

Dependence  

Synchrony-

Diachrony  

Pragmatics and 

figures of 

speech  

understand the value content 

of texts, depending on their 

pragmatic and semantic 

nuances (explicit and implied 

meaning, metaphor, humour, 

irony, etc)  

Culture  

Space - time  

Similarity-

Difference  

Change  

1
st 

 

2
nd 

 

3
rd

 

Writing  
Written 

communication 

codes  

extend their confidence in 

writing for a variety of 

purposes, audiences and 

communication circumstances  

Communication  

Culture  

System  

Space-Time  

Interaction  

 Grammar  

(See ‘Listening 

and 

Understanding’

)  

develop their ability to write 

essays in their own distinctive 

and original style 

  

write in an extensive range of 

forms (stories, personal or 

formal letters, reports, reviews, 

essays, advertisements, 

newspaper articles, etc), 

attending to the distinctive 

grammatical, lexical and 

syntactical features of these 

forms  

System  

Change  

Space-Time  

Dependence  

Synchrony 

Diachrony  

 Pragmatics and  enrich their texts with Culture  
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Figures of 

speech  

pragmatic and semantic 

nuances (explicit and implied 

meaning, metaphor, humour, 

irony, etc)  

Space-Time  

Similarity-

Difference  

Change  

 

  

THE SYLLABUS OF THE SUBJECT GREEK FOR THE JUNIOR 

SECONDARY SCHOOL 

 

1. Specific objectives 

 

The purposes of the subject Greek in the junior secondary school is to provide 

pupils with opportunities to: 

 Realise the significance of language for their participation in social life, 

either as senders or receivers of information and also as free and 

democratic citizens with a critical and responsible attitude towards 

public affairs. 

 Become people with integrated personality, self-confidence and creative 

thinking 

 Appreciate the significance of language as the fundamental vehicle of 

expression and culture of every nation. 

 Identity the structure and the particularity of their national language. 

 Appreciate their cultural heritage, a basic component and vehicle of 

which is language. 

 Comprehend that the interactions between different cultures are 

represented in their language.  

 Respect the language of each community being the basic element of 

their culture and be ready to live as citizens in a multicultural Europe.  

 

Specifically, the aim of the teaching of the subject Greek is for pupils to: 

 Recognise and appreciate the long history of the Greek language and 

the richness of all Greek dialects. 
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 Be in a position to recognise the structural and grammatical elements of 

the Modern Greek at clause and text level, in order to be able to identify 

and explain possible errors. 

 Recognise and explain the influences of other language in Modern 

Greek. 

 Comprehend that the development of language cannot only occur in the 

subject Greek as it also occurs in all the lessons and during the 

activities inside and outside school. 

 Practise choosing and using appropriate discourse in a every 

communicative situation. 

 Recognise the different text types, e.g. diaries, CVs, letters etc. and use 

them appropriately. 

 Recognise the paralinguistic and prosodic features of Modern Greek. 

 Appreciate the value of dialogue and practise using this text type – 

basic element of the democracy- and engaging in debates.  

 Extend their vocabulary by using dictionaries frequently.  

 Become familiar with the libraries and generally with information 

centres from which they could collect necessary information for each 

situation 

 Become familiar with the collection of information and the production 

of compound and factual discourse. 

 Develop a cooperative and group spirit inside and outside school. 

 Be able to collect information from different sources (written or 

spoken), process them and at the end to compound an essay where they 

can express and justify their own opinion and ideas. 

 Become familiar with technology so that they can read and write texts 

in the computer and communicate through computer.  

 In terms of pupils who do not have Greek as their first/ mother tongue 

(foreign and repatriated), the familiarisation and learning of Greek can 

be achieved by using Greek in real situations inside and outside school, 

however, it is important to respect the first/ mother tongue of these 

pupils. 
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2. Aims, Content, Indicative activities and Cross-thematic working plans 

 

Year 1 

Aims Main themes Sample teaching activities 

Unit 1: Spoken and written language 

The pupils should be 

able to: 

 

start recognising the 

elements of 

communication: who 

is talking/ writing, to 

whom, why, for what, 

where and when  

Characteristics 

of spoken and 

written 

language in 

communication 

The pupils:  

 

Listen/ read a variety of texts 

from all the curriculum subjects 

and from other sources and 

identifies the elements of 

communication 

Realise the 

significance of 

difference 

communication codes 

and the special role of 

language  

A range of 

communication 

codes – signals  

Realise the variety of 

communication codes (sign 

language, advertisement 

language, maths language etc.) 

through examples and pictures, 

Realise the elements 

of communication in 

written language  

Distinctiveness 

of written 

communication 

Study texts and identify the 

sender, the receiver of the 

message and the aim  

Comprehend that 

there are different 

semantic types of 

sentences that are 

used differently in the 

discourse 

Simple clause: 

affirmative, 

negative, 

questions, those 

expressing 

admiration and 

query, 

exclamatory 

clauses 

Identify the use of different 

types of clauses considering the 

situation and their use (e.g. 

question: request, offer, irony, 

etc.) 

 

Take part in role plays 

exploiting the different types of 

clauses (literature, religious 

education, art education)  

Unit 2: Genres and communication circumstances 

Comprehend that 

there are different 

language styles 

The different 

styles of 

spoken and 

written 

language  

Observe/ read a discussion, a 

website on the internet, a 

forecast, a music programme, an 

advertisement, etc (physics, 

music, literature) 

Be aware that each 

type of discourse 

requires a similar 

linguistic variety and 

that the medium 

(channel) and the 

communication 

circumstance affect 

the form and 

Choice of 

appropriate 

vocabulary. At 

the 

appropriate 

level of 

spoken and 

written 

language.  

Pay attention to linguistic variety 

used in each spoken / written 

communication (specific words, 

formal / intimate level of speech, 

etc.). 

 

Study or read aloud with the 

appropriate voice a variety of 

school and extracurricular texts 
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organisation of the 

message 

and comment on similarities, 

differences, etc. 

Understand the role 

of the paragraph in a 

text.  

 

Realize the parts of a 

paragraph (thematic 

clause-important 

details – ending 

clause). 

Paragraph. 

Paragraph as a 

meaningful 

part of speech. 

Her parts. 

Identify the paragraphs of 

different text types and 

recognizes the importance of each 

paragraph to the text as a whole 

(literature, history, science, art).  

 

Understand the function of 

paragraph parts and their 

significance for paragraph 

structure. 

Unit 3: Description, narration, argumentation, summary 

To be expressed in 

front of a familiar 

audience, or write 

simple texts, taking 

into account the 

various parameters 

and communication 

situations (description 

/ narrative, audience / 

readers, coherence 

etc.) 

Descriptive 

and narrative 

way. 

Structure of 

descriptions. 

Basic 

elements and 

techniques of 

narration.  

Produce orally or write short 

descriptions and narratives 

accurately including the 

information needed by the 

recipient every time 

Pay attention to and 

comprehend the role 

that words play in 

descriptions and 

narratives 

Verbal 

expression 

Observe and comment on the 

role, e.g. of adjectives in the 

description of people and place 

etc., or of verbs and time 

expressions in the narratives  

Monitor 

conversations or read 

texts assessing the 

arguments of the 

sender and their 

effectiveness. 

 

Practise in drafting 

argumentation texts in 

topics appropriate for 

their age. 

Negative/ 

critical speech. 

Argumentatio

n and the 

structure of 

such texts 

Detect and comment on the 

arguments of a speaker or a 

writer. 

 

Develop texts in which their 

views are justified with 

arguments on issues related to 

their interests, e.g. for a book, for 

advertising, for school life etc. 

(literature, math etc.). 

Be able to perceive 

the relation between a 

summary and the text 

through appropriate 

example 

Summary  Study texts of various kinds and 

their summaries and observe the 

process leading from the main 

points of each paragraph in the 

summary of a text. 

Bring together abstracts from 

back covers of books, from 

games instructions, magazines, 

medicines and texts from Internet 

sites.  
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Comment on their sufficiency and 

autonomy (literature, biology, 

computer science). 

Understand that the 

variety of textual 

types depends on 

their communication 

purposes  

Text types Examine different types of texts 

such as narrative, descriptive, 

identifies the main linguistic and 

structural characteristics and 

reason their function based on the 

type of texts to which they are 

used. 

Unit 4: Nouns and adjectives, description 

Realise the function 

of noun in sentences 

and phrases 

Noun phrase.  

Adjectives. 

Discuss the function of a noun as 

the main part of a sentence. 

Explain the function of noun 

phrases in sentences through texts 

and examples 

Identify the different 

conjugations of nouns 

and adjectives  

Conjugations 

of nouns and 

adjectives 

Become familiar with the 

conjugations of nouns and 

adjectives through tables and 

exercises.  

Realise how to 

produce and 

compound new words 

Word 

production 

and compound  

Realise how to produce words 

and the meanings of production 

ending through examples. 

 

Notice how compound words are 

produced through texts and 

examples. 

 

Learn to pay attention to the parts 

of words and finds out their 

meaning. 

 

Compare words that have 

common component and 

understand the different meanings 

of compound words. 

 

Create their own compound 

words and uses them in sentences  

Identify the different 

function of adjectives 

and nouns in the 

description 

The noun and 

the adjective 

in descriptive 

texts 

Notice the meaning of nouns and 

adjectives in descriptive texts, 

e.g. description of an object or 

place etc. 

 

Study texts and discuss the 

meaning of having an adjective 

and a noun together 

Understand that in the 

spoken language 

Paralinguistic 

and prosodic 

Identify paralinguistic and 

prosodic cues in speech 
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paralinguistic and 

prosodic cues are 

used  

elements in 

spoken 

language  

Unit 5: The verb, Narrative 

Realise the function 

of verbs in sentences 

and in verbal phrases 

Verbal phrases Recognise the function of verbal 

phrases in sentences and compare 

them with noun phrases through 

texts and examples. 

Realise the different 

aspects of the verb 

Mood, voice, 

tense, person, 

number 

Think the function of mood, 

voice, tense, person, number of 

verbs in texts and understand the 

relationship of these aspects with 

the conjugation of verbs and their 

meaning.  

Distinguish copula 

from transitive verbs. 

Sentences 

with transitive 

verbs, with 

copula and 

with 

adjectives/ 

nouns 

Identify copula and transitive 

verbs in texts or phrases. 

 

Notice the function of copula 

words in the description. 

 

Create their own texts utilising 

the grammar points presented.  

Grasp how verbs are 

produced 

Verb 

production 

Identify productive ending for the 

creation of verbs from other 

words through examples/ texts 

(Literature, Ancient Greek from 

translation, Foreign Languages) 

Distinguish the 

function of verb in 

narration  

The verb in 

narration 

Identify the meaning of verbs in 

narration in texts and exercises 

Unit 6: Syntax of nouns, Paragraph 

Understand the 

function of noun in 

sentences 

The functions 

of all cases 

Realise that cases are connected 

with the function of nouns, e.g. 

the subject is always nominative, 

object accusative 

Realise the function 

of noun dependents as 

same-case modifier  

Same-case 

modifiers 

Observe the function of nouns as 

same-case modifiers in 

appropriate texts and exercises, 

and distinguish the different types 

Grasp the function of 

noun dependents as 

other-case modifier 

Other-case 

modifiers 

Identify the different meanings of 

other-case modifiers, especially 

their meanings in the genitive 

case 

Grasp how nouns can 

be produced by other 

words 

Noun 

production 

Examine how nouns can be 

produced by other words in 

examples or texts (literature, 

Ancient Greek from translation, 

history, biology etc)  

 

Unit 7: Articles and adjectives, Description 
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Grasp the difference 

between the definite 

and indefinite article. 

 

Become familiar with 

the declension of 

articles, simple and 

compound 

Definite and 

indefinite 

article. 

Declension of 

articles 

Recognise the types and 

meanings of articles in texts for a 

range of subjects 

Grasp the function of 

adjectives in 

sentences 

Adjective 

phrase – 

substantivisati

on of 

adjectives 

Study texts and discuss the result 

of having an adjective next to a 

noun. 

 

Distinguish the position of the 

adjective from the noun and 

realise the impact on the meaning 

of the removal of the adjective. 

 

Highlight several cases of 

substantivisation of adjectives. 

Comprehend how 

adjectives can be 

produced by other 

words  

Adjective 

production 

Distinguish production ending for 

the production of adjectives in 

examples or texts (literature, 

Ancient Greek from translation, 

foreign languages) 

Understand how to 

describe a place 

Description  Identify the structure of 

descriptions in texts. Observe the 

transition from the general to the 

detailed. 

 

Note the description of various 

‗objects‘ (space description, 

person, statements) in appropriate 

texts (literature, biology, 

geography, etc.). 

Unit 8: The compound sentence, Narration 

Understand how to 

connect main clauses 

The 

compound 

sentence. 

Coordinating 

conjunctions 

Grasp the function of compound 

sentences in a text, e.g. in a 

fairytale. 

 

Write texts including compound 

sentences  

Grasp the function of 

asyndeton 

Asyndeton Observe the function of 

asyndeton, e.g. in a descriptive 

text with many adjectives and 

grasp how punctuation is working 

in this case 

Grasp the uses of 

punctuation  

Punctuation Understand the function of 

punctuation and practises putting 

punctuation in texts 

Be in a position to Narration  In a narrative text: 
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report the narrative 

elements (people, 

events, causes of 

events, etc.) and 

narration techniques 

(the angle and time in 

the narrative, the 

narrator, etc.) in 

written texts 

- Understand the development of 

events 

- Distinguish the descriptive parts 

of the narrative and comment on 

their function, 

- Detect the narrator and the 

perspective of the narrative 

- Distinguish the retrospective 

and foreshadowing narratives. 

Unit 9: Constitutional and exemplary axis 

Grasp the flexibility 

of the Greek language 

by combining 

constitutions and 

moving verbal sets 

horizontally in the 

sentence. 

Constitutional 

axis 

Consider the combination of 

constitutions in sentences.  

 

Examine the limits of 

combinations to give meaning 

accepted in Modern Greek 

language. 

 

Move word sets and note the 

semantic differences arising. 

Understands the 

economy of the 

language by replacing 

phrases on the 

exemplary axis. 

Exemplary 

axis 

Notice the replacement of phrases 

having the same function.  

 

Notice, for example, the 

replacement of the subject or 

object with a pronoun or a 

sentence. 

 

Notice and practise replacing 

phrases with others that have a 

different meaning. 

Understand the 

vocabulary of a 

variety of texts that 

have interesting and 

appropriate topics for 

them. 

 

Understand the 

meaning of words 

based on context. 

Understanding 

of vocabulary 

in a variety of 

texts. 

Practise understanding of the 

vocabulary of a range of texts.  

 

If they doubt the meaning of 

certain words, try to understand 

their meaning based on the 

context. 

 

Use dictionaries (literature, 

Ancient Greek literature, religion, 

mathematics, biology, chemistry) 

Practise transforming 

a plain text to a 

different genre. 

Text 

transformation 

On a topic that is familiar, change 

the communication parameters, 

so that they can give different 

genres, although the topic 

remains the same, e.g. 

transforming a story about 

environmental pollution in a letter 

to the local government. 
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Unit 10: Subordinate clauses – Punctuation 

Grasp the structure 

and function of 

subordinate clauses 

Subordinat

e clauses 

Distinguish main and subordinate 

clauses. 

 

Transform main clauses to 

subordinate clauses and notice the 

differences 

Realise the function 

of subordinate 

connectors in 

subordinate clauses  

Subordinat

e 

connectors 

Distinguish various types of 

subordinate clauses.  

 

Notice their position and also the 

changes in their meaning when 

changing the connectors. 

Understand the 

function of 

punctuation in general 

and specifically the 

use of the dot, comma 

in main and 

subordinate clauses 

Punctuation Through various texts (e.g. essays, 

novels, scientific texts) recognise the 

function of punctuation, particularly 

the dot and the comma, in sentences.  

 

Exercise in the use of various 

punctuation in their writing. 

 

Realise the functionality of 

punctuation marks and their 

relationship in the spoken language; 

understand that the question, 

admiration, surprise are indicated by 

using the exclamation mark, while 

the interrogative tone by using the 

question mark, etc. 

 

Convert spoken to written language 

noting the appropriate punctuation. 

Be familiar with the 

use of different kinds 

of dictionaries 

especially 

interpretative. 

Use 

dictionaries 

 

Practise using dictionaries and 

recognise abbreviations and their 

symbols.  

 

Detect easily and find out the correct 

meaning of unknown words by 

considering contextual cues 

Total: 65 hours 

 

Year 2 

Aims Main 

themes 

Sample teaching activities 

Unit 1: Subject, Paragraph 

The pupils should be 

able to:  
Understand the 

Forms of the 

subject 

The pupils:  

Identify the subjects in the texts of 

various subjects and learn to 
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function of the 

subject in the 

sentence. 

 

Comprehend the 

various forms of the 

subject (noun, 

pronoun, sentence). 

distinguish the types. 

 

In selected texts. they attempt to 

replace subjects with other 

different forms (literature, Ancient 

Greek from translation and original 

text, history, religious education, 

physical, etc.). 

Understand that the 

subject agrees with 

the verb in person and 

number. 

Agreement 

of the subject 

and verb 

Replace in appropriate exercises 

the person and number of subject 

and verb 

Be aware that many 

compound words 

have indissoluble 

particles as the first 

component. 

Compound 

using 

indissoluble 

particles, 

both formal 

and informal 

Find in compound words from all 

disciplines the indissoluble 

particles and distinguish between 

formal and informal (literature, 

Ancient Greek from translation and 

original text, history, religious 

education, physical, etc.). 

Understand, in a 

simple way, the 

different ways to 

organise a paragraph 

(justification, 

examples, 

comparison, contrast, 

division, etc.), so they 

can support their 

views. 

Ways to 

develop a 

paragraph  

Study texts of various disciplines 

and identify the different ways to 

organise paragraphs (literature, 

Ancient Greek from translation, 

history, religious, physical). 

Compile texts the paragraphs of 

which are organised in different 

ways. 

Unit 2: Verb moods and tenses, Summary 

Understand the 

meanings of moods in 

independent clauses 

(real, potential, 

desirable etc.). 

Verb moods 

of 

independent 

clauses 

 

Learn to recognise the types and 

meanings of moods in appropriate 

texts from literature, history, etc. 

 

Practise using verb moods in their 

own examples orally and in written 

form. 

Understand the 

different verb tenses 

in independent 

clauses. 

 

Verb tenses Acknowledge the different verb 

tenses by studying appropriate 

texts. 

 

Transform texts of various 

disciplines in other tenses 

(literature, history, religion, etc.) 

Realise the 

differences between 

the different types of 

compounds 

(parataktika, 

ypotaktika, 

The types of 

compounds 

 

Acknowledge different kinds of 

compounds in selected examples 

derived from different disciplines. 
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possessives, etc.). 

Write the summary of 

a text with the help of 

subtitles. 

 

Summary 

with the help 

of subtitles 

Note subtitles in paragraphs or 

bigger sections of various texts– or 

alternatively use subtitles already 

present in a text – so that they can 

write a text summary (literature, 

Ancient Greek from translation, 

history etc.) 

Unit 3: Verb conjunctions  

Realise that the 

inflection of verbs is 

based on the 

distinction between 

the two voices and 

that these are not 

related to respective 

moods. 

 

Active and 

passive voice 

 

Study the tables of verb inflections 

and realise that many verbs have 

both active and passive voice, 

while others have either active or 

passive voice.  

 

Practise recognising verb tenses in 

both voices. 

 

Through appropriate examples, 

realise that the active and passive 

voices do not always coincide with 

the corresponding meanings 

(moods). 

Realise that the 

inflection of the 

present and imperfect 

tenses is based on a 

double model in both 

the active and the 

passive voice. 

 

1st and 2nd 

Conjugations 

Study tables of verbal verb 

inflections and find out that there 

are two inflections of the present 

tense and imperfect beyond the 

different voices. 

 

Acknowledge the first and second 

conjugations in appropriate 

examples. 

Be familiar with first 

synthetic compound 

words (noun, 

adjective, numeral, 

verb, adverb, 

preposition, pronoun). 

 

Composition

: first 

synthetic 

 

Identify the first synthetic of 

compound words in appropriate 

examples or written and spoken 

texts (studying a literary work, 

watching a television news bulletin 

etc.). 

 

Form the first synthetic of their 

own compound words integrated in 

texts (literature, art education, 

geography, physics, chemistry). 

Learn to use methods 

to control and 

improve the texts that 

they produce. 

 

Rechecking 

their writings 

 

Take into account the comments of 

teachers and their classmates and 

make corrections in spelling, 

punctuation, vocabulary etc.  

 

Improve their text structure, 

rewrite parts of their texts.  
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Improve their texts with the help of 

a computer. 

Unit 4: The object of verb, Organisation of the whole text 

Understand that verbs 

are divided into two 

major syntactic 

categories (transitive 

and non-transitive) 

depending on whether 

they accept an object. 

Transitive 

and non- 

transitive 

verbs and the 

object 

Identify transitive verbs and their 

object as well as non- transitive 

verbs in appropriate texts. 

 

Through selected examples, realise 

that some transitive verbs can 

appear with or without an object 

depending on the context.  

 

Write a text with such verbs and 

observe the changes in the meaning 

due to the presence or absence of 

an object in a sentence. 

Perceive the role of 

the object in a 

sentence and its 

importance as a 

complement of the 

verb. 

 

Realise the various 

forms of the object 

(noun, pronoun, 

proposal and 

prepositional object). 

Various form 

of the object 

Detect objects in texts from various 

areas and recognises their type. 

 

In selected texts, replace the 

objects with others of different 

form. 

Be aware that verbs 

based on their 

meaning and 

grammar type are 

divided into active, 

passive, reflexive and 

neutral. 

 

Moods of the 

verb 

 

Recognise the verb moods by 

studying texts from various 

disciplines (literature, 

mathematics, history, etc.). 

 

Form their own sentences using all 

verb moods and make changes 

where necessary. 

Convert appropriate texts from the 

active to the passive voice and vice 

versa (literature, history, physics, 

foreign languages, etc.). 

Organise their 

discourse in a wider 

text while watching 

for the consistency 

and coherence. 

 

Organisation 

of texts 

(macrostruct

ure) 

 

Write texts, making sure of a 

smooth transition from one 

paragraph to another, as well as the 

sequence of meanings.  

 

Use correctly basic conjunctions 

between periods and paragraphs. 

Unit 5: Degrees of Adjectives, Description and Narration 

Realise comparison Degrees of Practise recognising the degrees of 
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through the degrees 

of adjectives. 

 

Understand the one-

word and the 

periphrastic formation 

of the degrees of the 

adjective. 

 

 

adjectives. 

Comparison 

adjectives in phrases and texts 

(literature, Ancient Greek from 

translation, history, religion, 

foreign languages). 

 

In selected sentence, transform the 

degrees of adjectives from one 

number to another.  

 

Convert the one-word to 

periphrastic comparative adjectives 

and vice versa. 

Become familiar with 

the second synthetic 

of compound words 

and more widely with 

the combination of 

two synthetics. 

Composition

: 2
nd

 

synthetic 

 

Identify both synthetics of 

compound words in appropriate 

examples. 

 

Form compound words using two 

synthetics in their own texts 

(literature, art education, 

geography, physics, chemistry). 

Practise in writing 

descriptive and 

narrative texts 

(informal).  

 

 

Organisation 

and 

coherence of 

description 

and 

narration. 

 

Describe an experiment in 

chemistry, a phenomenon in 

biology, morphology of a place in 

geography etc. clearly.  

 

In a history lesson, they describe a 

historic event, indicating the place, 

time, the causes and effects, etc. 

 

In appropriate circumstances, in 

class, they narrate and their 

narration usually follows 

chronological order and sometimes 

they use retrospective narration. 

 

Carefully delineate the persons 

taking part in the events of the 

narration and, the extent to which 

they can justify their actions. 

 

Apply the knowledge of 

description and narration in written 

assignments of other courses, for 

example in a description in biology 

or geography, in a narrative of 

events in history, and so on. 

Collect material from 

various sources and 

lessons, and use them 

to compose simple 

Collect 

materials and 

composition 

of simple 

Study several texts from textbooks, 

from novels, scientific books etc. 

Use the school or regional library 

at a specific time with the 



 

373 

 

assignments. 

 

assignments. 

 

cooperation of the library manager, 

to gather the appropriate materials. 

Evaluate the material collected and 

choose what exactly they need for 

composing an assignment. 

Unit 6: Personal pronouns 

Become familiar with 

the meanings, the 

syntactic roles and the 

declension of 

personal pronouns 

and the 

syntactic/morphologic

al similarities and 

differences between 

the weak and strong 

types. 

The weak 

and the 

strong types 

of personal 

pronouns 

In selected texts, recognise the 

weak and strong types of personal 

pronouns and their syntax. 

 

Compare the meanings of weak 

and strong types of personal 

pronouns in appropriate texts. 

Realise the 

functionality of 

personal pronouns 

(emphasis and 

contradistinction) 

especially in spoken 

language and 

literature. 

The 

functionality 

of personal 

pronouns 

Produce a text using only the weak 

types of personal pronouns and 

then convert them into the strong 

types, by making the necessary 

changes 

Get to know other 

types of pronouns and 

become familiar with 

their function. 

The other 

types of 

pronouns 

 

Recognise the types of pronouns in 

selected texts from various 

disciplines and use them in their 

own texts (literature, Ancient 

Greek from translation and original 

texts, history, etc.). 

Realise that words are 

organised in 

etymological families 

based on a common 

theme or a common 

root, e.g. write, 

writing, copy, 

graphics, etc. 

 

Understand the 

etymological 

relationship between 

words with the same 

productive suffix or 

first or second 

synthetic.  

Etymologic 

word 

families 

 

Create groups of words that have a 

common root. 

 

Create groups of words having the 

same productive suffix, the same 

first and second synthetic and 

identify common meanings. 

Unit 7: Adverbs, Linking words 

Become familiar with 

the different types of 

Types of 

Adverbials  

Recognise adverbials in 

appropriate texts and distinguish 
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adverbials (adverbs 

and adverbial sets). 

their types. 

 

Form their own phrases using 

adverbials of all types. 

Consolidate the ways 

of producing adverbs 

Adverb 

production 

Produce adverbs from adjectives 

and prepositions 

Learn to use linking 

words and 

expressions in writing 

Linking 

words and 

expressions 

and their 

uses in 

written 

language  

Write different types of texts 

connecting the paragraphs with 

linking words and expressions 

(Literature, Ancient Greek from 

translation and original, Foreign 

Languages, etc.). 

Develop a range of 

texts choosing the 

appropriate style 

(vocabulary, syntax, 

language variety) 

Production 

of a range 

types of texts 

using the 

appropriate 

style  

Write informal e-mails, essays, 

formal letters and texts for the 

school magazine, etc. 

Unit 8: Participles, Argumentation  

Become familiar with 

the different types of 

participles 

(adverbials, 

adjectives, ending in 

–κελνο) 

Different 

types of 

participles 

Study selected texts and identify 

the different types of participles. 

 

Form participles in – κελνο from 

different verbs. 

 

Write a letter to a friend using 

different types of participles 

Realise the difference 

of three types of word 

composition 

Word 

composition 

Identify the different types of 

compounds in texts and use them 

in their own sentences. 

Realise that many 

compounds consist of 

two (or more) 

independent words 

Multiple-

word 

compounds  

List the multiple-word compounds 

of texts from different subjects  

Understand the 

arguments of a 

speaker and judge 

his/her conclusions. 

 

Monitor discussions 

and evaluate the 

quality and 

effectiveness of 

arguments used by 

speakers. 

 

Develop spoken or 

written texts using 

arguments in topics 

Evaluation 

and 

Verbalisation 

of arguments 

As listeners of a discussion, 

understand the position of the 

speakers, using the knowledge 

gained about the features and 

organisation of spoken language, in 

different communication situations 

and judge the persuasiveness and 

effectiveness of arguments or their 

conclusions. 

 

Take position on topics, such as 

war and peace, the ecological 

problem etc., showing that they 

understand main concepts of a 

topic (literature, Ancient Greek 
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that contain 

abstractions. 

from translation and original texts, 

history, religious education, 

physics, etc.). 

 

Produce their own text using 

arguments. 

Unit 9: Definition 

Understand the scope 

and technique of 

definitions 

Definition Practise defining terms from 

literature, physics, chemistry, 

maths.  

Learn to present their 

thoughts using 

coherent arguments 

and in any curriculum 

subject  

Argumentati

on/ 

reasoning in 

other 

curriculum 

subjects 

Develop a theorem in physics or 

maths, a principle in chemistry and 

so on, logically and coherently. 

Become familiar with 

the use of different 

types of dictionaries 

(interpretative, 

etymological, 

nominal, factual as 

well as dictionaries of 

synonyms and 

antonyms, derivatives 

etc.). 

Use of a 

range of 

dictionaries 

Practise searching for the meaning 

of and other information about 

words. 

 

Compare different types of 

dictionaries and use the appropriate 

one for each occasion.  

Total: 52 hours 

 

Year 3 

Aims Main 

themes 

Sample teaching activities 

Unit 1: Subject, Paragraph  

The pupils should be 

able to:  
 

Compare compound 

and complex 

sentences 

Compound 

and 

complex 

sentences 

The pupils:  

 

Realise the difference between 

compound and complex sentences 

through appropriate texts. 

 

Transform compound to complex 

sentences and notice the differences 

Use of vocabulary 

appropriately in terms 

of the meaning of 

words and text types 

Use of 

vocabulary  

Choose and use words that fit to the 

text style that they produce, e.g. they 

use words related to the topic ‗Food-

Famine‘ accurately and appropriately.  

 

Choose a variety of words to include 

in their diary and to express their 

concern in the school paper.  
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Plan and write 

complex/ research 

assignments using 

appropriate sources 

Research 

assignments 

Evaluate the material that they have 

collected from different sources 

(textbooks, libraries, internet etc.) and 

exploit them for producing a complex/ 

research assignment as an individual 

or in a group to show that they have 

consolidated the material used.  

Unit 2: Noun clauses – Critical evaluation of topics 

Realise that there are 

two categories of 

subordinate classes 

based on their 

meaning and syntax. 

 

Become familiar with 

all the types of 

substantival clauses 

Substantival 

and 

adverbial 

clauses 

By looking at appropriate examples, 

realise that substantival clauses 

function as the subject or object in a 

sentence. 

 

Through selected texts, become 

familiar with the different types of 

adverbial clauses; understand that 

these clauses function as adverbs 

(literature, Ancient Greek literature, 

history, religious education, political 

and social education, etc.).  

Learn to distinguish 

volitional, noun 

clauses and clauses 

showing hesitation  

Volitional, 

noun 

clauses and 

clauses 

showing 

hesitation  

Produce texts using substantival 

clauses (volitional, noun clauses and 

clauses showing hesitation). 

Realise that the 

meaning of a word 

depends on the 

context. 

 

Be in a position to 

grasp the meaning of 

words through 

contextual cues  

Polysemy of 

words 

Observe that the same word, e.g. 

theatre, has different meanings based 

on the context. 

 

Produce their own texts using the 

same words but with different 

meanings. 

 

Collect texts from different subject 

areas and comment on the polysemy 

of words (literature, Ancient Greek 

literature, maths, biology etc.). 

Criticise different 

topics orally or 

written form  

Critique of 

different 

topics 

Present the person and the topic of a 

discussion of spoken or written texts 

to their classmates. 

 

On appropriate communication 

occasions, express orally their critique 

and comments e.g. for a concert, a 

theatre production, a schoolbook or 

novel. 

Unit 3: Direct and Indirect questions, Literalism and Metaphor 

Distinguish direct and 

indirect questions and 

Direct and 

indirect 

Spot the direct and indirect questions 

in literary, theatrical, scientific texts, 
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become familiar with 

their type. 

 

Realise the factual 

uses of direct 

questions 

questions essays and other type of texts and 

identify their type.  

 

Compare with related grammar points 

of other foreign languages (literature, 

Ancient Greek literature, art 

education, foreign language, etc.).  

 

Transform direct to indirect questions 

and vice versa making the necessary 

changes. 

 

Recognise the different uses of 

questions taking account of the 

context (e.g. question as request, 

desire, order etc.). 

Realise that indirect 

questions are part of 

indirect speech that is 

used in narration and 

reports  

Direct and 

indirect 

speech 

Identify the forms of indirect speech 

in selected texts. 

 

Transform selected texts from direct 

to indirect speech and vice versa, 

making the necessary changes 

(Literature, Ancient Greek literature, 

Art Education, etc.). 

Realise that the 

speaker or the writer 

can use language 

either literally or 

metaphorically 

according to his/ her 

aim. 

Literalism 

and 

metaphor 

In appropriate texts, identify literalism 

and metaphor and understand why the 

sender uses literalism or metaphor 

when describing a place, a landscape, 

when narrating real events etc. 

(literature, religious education, 

history).  

Unit 4: Relative clauses, synonyms, identical words, antonyms 

Distinguish all the 

types of relative 

clauses. 

 

Become familiar with 

the uses of ‗that‘ and 

the possibility to 

replace it with the 

relative pronoun 

‗who‘ and the relative 

adverb ‗where‘.  

Types of 

relative 

clause 

Identify and categorise relative 

clauses in selected texts. 

 

Transform appropriate texts using 

different types of relative clauses. 

In particular examples, they replace 

‗that‘ with ‗who‘ or ‗where‘. 

 

Grasp that the meaning changes when 

using or not using commas in relative 

clauses.  

Grasp that a number 

of Greek words are 

used in all the subject 

areas of the most 

important European 

languages 

Greek 

words in 

foreign 

languages 

In selected texts (essays, medical, 

biological, technical texts etc.) that 

are written in English, French, Italian 

etc. recognise either unabridged 

Greek words or foreign words with 

Greek root (foreign languages, 

physics, biology etc.). 
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Find words or phrases that have Greek 

roots on a range of foreign websites. 

Consolidate the 

phenomena of 

synonyms and 

antonyms. 

 

Look for the 

synonyms and 

antonyms of words 

considering the text 

style 

 

Synonyms, 

antonyms 

and 

identical 

words 

Identify the synonyms, antonyms and 

words that have the same meaning as 

selected words. 

 

Look for synonyms and antonyms in 

appropriate texts considering the text 

style. 

Unit 5: Purpose and Causal clauses, Homonyms, Nicknames, Text 

analysis 

Become familiar with 

recognising purpose 

clauses. 

Purpose 

clauses 

Identify purpose clauses in 

appropriate texts by finding out the 

purpose conjunctions ‗γηα λα, λα‘. 

 

Produce their own texts using purpose 

clauses. 

Distinguish causal 

conjunctions and 

other words or 

phrases used in causal 

clauses  

Causal 

clauses 

Recognise causal clauses in selected 

texts and transform them using 

different conjunctions noticing the 

difference in meaning. 

 

Realise the importance of causal 

conjunctions in developing 

arguments. 

 

Produce argumentative texts using 

different types of subordinate clauses. 

Consolidate the 

phenomena of 

homonyms and 

nicknames 

Homonym 

and 

nicknames 

Looking at a list of words, they spot 

homonyms or nicknames. 

 

Produce spoken or written sentences 

using homonyms and nicknames. 

Realise that a text has 

different parts 

(section, paragraph, 

sentence, word). 

Text 

analysis 

Analyse selected texts from different 

subject areas and identify their parts. 

Unit 6: Time clauses and conditionals, hyponym and definition 

Become familiar with 

time conjunctions 

(words and 

expressions) and 

when conjunctions 

indicate that an action 

occurred previously 

Time 

clauses 

Study narrative texts and recognise 

the time relationships expressed in 

time clauses and other adverbial 

clauses. 

 

Produce a narrative text using a range 

of time clauses. 
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to, simultaneously 

with, or after the 

action of the main 

clause. 

Consolidate the 

different types of 

conditionals 

considering the real - 

unreal 

Conditionals Identify the different types of 

conditionals in texts from different 

subject areas (literature, maths, 

physics, chemistry, foreign 

languages).  

Comprehend the use 

of hyponym. 

Understand the 

relationship between 

a word and its 

definition 

 

Hyponym 

and 

definition 

Identify hyponym and definition in 

different subject areas (literature, 

mathematics, physics, chemistry, 

biology, politics and social 

education). 

Unit 7: Clauses of effect and of contrast, metonym 

Become familiar with 

conjunctions 

indicating effect 

(words and 

expressions) and the 

expression of reason 

and effect in clauses 

of effect  

Clauses of 

effect 

Recognise the relationship between 

reason and effect in different texts 

including clauses of effect. 

 

Transform a text with compound 

sentences to one with complex 

sentences using clauses of effect. 

Recognise the 

conjunctions 

indicating contrast 

and concession 

(words and 

expressions)  

Clauses of 

contrast and 

concession 

Understand the meaning of contrast 

and concession in a range of texts 

including clauses of contrast and 

concession. 

Realise that words 

can change their 

meaning based on 

how they are used in 

texts (metonyms) 

Change of 

word 

meaning - 

Metonyms 

Recognise metonyms in selected 

examples and replace them with other 

words. 

 

Identify metonyms in a range of texts 

and interpret their functionality 

(religious education, literature, art 

education).  

Unit 8: Particles, Punctuation, Summary 

Become familiar with 

the different types of 

particles and their 

meanings. 

Particles 

and their 

meanings 

Identify particles in different texts, 

categorise them and express their 

meanings (literature, Ancient Greek 

literature, art education). 

Realise that word or 

phrase meanings can 

change in different 

figures of speech. 

Figures of 

speech 

related to 

the meaning 

of words 

and phrases 

In appropriate formal and informal 

texts, identify figures of speech, such 

as irony and metonym (literature, 

Ancient Greek literature, religious 

Education, science)  
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Recognise all the 

punctuation marks 

and their function in 

texts, and use them 

accurately 

Punctuation 

marks and 

their 

function 

Use in their writings, among others, 

the semicolon, parentheses, colons, 

quotation marks etc., so they can give 

the appropriate tone in their texts and 

express their feelings using 

punctuation marks. 

 

Use appropriate punctuation in texts 

that don‘t have punctuation from 

different textual types (literature, 

Ancient Greek, religious education, 

political and social education, etc.). 

 

Note and comment on various literary 

forms that do not have punctuation or 

have selective punctuation (e.g. 

surrealist poetry). 

Learn to summarise 

different types of 

texts 

Text 

summary  

Look carefully at selected texts, keep 

notes, write subtitles, make a 

summary plan and write a summary 

avoiding commentary and critique. 

Total: 52 hours 

Suggested cross-thematic projects  

 

Topic: A weather forecast on television. Pupils divided in groups watch a 

weather forecast on television and note the language of the presenter, the 

paralinguistic cues (body language, movements, face expression etc.), the 

specific vocabulary that he/she uses. Fundamental cross-thematic concepts: 

communication, code, similarity-difference, culture etc. Connections with art 

education, geography, physics. 

 

Topic: Legends and traditions of our area. Pupils, divided into groups, 

transcribe testimonials of elders about the folklore tradition of their place, 

noting the traditions that have been preserved in their place until today as well 

as finding books or making Internet searches to elicit the variations of these 

customs. Fundamental cross-thematic concepts: Communication, Code, 

culture, individual-society, interaction etc. Connections with history, literature, 

geography, informatics.  
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Topic: Describing a historical event. Group work on an important historical 

event (e.g. 28 October 1940, the Athens Polytechnic uprising, etc.). Study how 

the events were described by the press of that era, in sound data, musical 

compositions and songs and extracts from literary texts. Composition of 

assignments, announcements and discussion. Fundamental cross-thematic 

concepts: communication, code, culture, individual-society, conflict etc. 

Connections with history, literature, music, geography. 

 

Topic: Language in various sciences. Collection of specific vocabulary 

through various texts with different terminology. Pupils divided into groups 

record the special vocabulary from a political text, from a scientific 

announcement, from a newscast, from a youthful website etc. and make 

comparisons. Fundamental cross-thematic concepts: communication, code, 

culture, science, art, technology etc. Connections with literature, mathematics, 

natural sciences, art education etc. 

 

Topic: The man and the sea. Students divided into groups: 

 Describe the geology of their place and its relationship with the sea 

(borders, sea coast terrain type, etc.) 

 Study the water of the sea (marine pollution, meteorological 

phenomena, etc.) 

 Look for the importance of the sea in the quality of people lives 

(aesthetic pleasure, visual illustrations, musical expression, culture) 

 Study vocabulary related to the sea, poetry – prose, e.g. Nikos 

Kavvadias, Andreas Karkavitsas etc. 

 Examine the sea as an area of trade and shipping from ancient times up 

to today, as a field of economic and political competition, e.g. colonies, 

warfare etc. through the study of sources. Fundamental cross-thematic 

concepts: communication, culture, science, art, technology etc. 

Connections with literature, geography, natural sciences, art education 

etc. 

The activities are for all the Years of junior secondary school but there is a need 

to adjust them accordingly. 
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3. Teaching methodology  

 

The subject Greek is being taught from the nursery to upper secondary school. 

In primary education, the main aim is the acquisition of basic spoken and 

written skills (writing and reading), with the communicative language teaching 

approach being adopted. In the junior and senior secondary school, the focus is 

on the skills concerning the language use in communicative occasions, 

assuming that the skills of reading and writing have been developed. So, in the 

junior and senior secondary school, the text-based approach is adopted.  

 

The main language aims of the subject Greek are the following: 

The pupils are to: 

 Become aware and systematise the language forms and functions that 

they have already developed at home (mother tongue) and are used in 

communication. 

 Extend, cultivate and enrich their language. 

  Develop creative thinking that contributes to the understanding, 

editing and producing of written and spoken language. It contributes 

to the development of a deeper relationship with texts since from 

receivers they become senders producing coherent and appropriate 

texts and of text comprehension. In this way, pupils can achieve high 

language proficiency. 

 

The syllabus covers all linguistic branches (language system - phonology, 

morphology, syntax, vocabulary, pragmatics/speech organisation) and all types 

of speech, spoken and written, in all manners of articulation (narration and 

description, apophatic/critic, dialogue, argumentation). 

 

The teaching methodology for the subject Greek consists of communicative 

language teaching, text-based and cross-thematic approaches. 

 

The cross-thematic curriculum framework for the subject Greek specifies 

particular frameworks and principles that can promote communicative teaching. 
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The cross-thematic approaches concern the connection between different 

thematic fields, ensuring the integration of disciplines in the classroom and this 

is accomplished through individual or group research assignments by the pupils. 

All the units of the subject Greek give an emphasis on research assignments 

conducted by groups of pupils that connect communicative contexts (who is 

talking, to whom, why, the recipient of the assignments) with cross-thematic 

principles (social, historical and scientific, etc.). 

 

The communicative use of language cultivates, systematically, the ability of 

children to communicate accurately and effectively using the forms and styles 

that are appropriate for each communicative setting and are derived from texts. 

During the course, pupils practise understanding a variety of forms of spoken 

and written communication and producing accurate speech of various genres 

and text types. In addition, their language experiences are respected, valued, 

enriched and organised by using language creatively.  

 

The pupils practise using the language, i.e. producing and understanding spoken 

and written language, and adapting it to different communicative circumstances. 

They practise using their metalanguage skills thus helping them realise the 

functionality of language so that they can produce it accurately. This practice 

should occur through the exposure to a variety of texts and exercises that follow 

text-based and communicative approach. 

 

Individual teaching, repetitive exercises or other activities to resolve problems 

in writing and reading comprehension are necessary. In this way, in junior 

secondary school individual pupils who have problems in using basic skills can 

be helped. In this category, foreign and repatriated pupils who have not 

developed adequate Greek language and writing must be included. During such 

courses, language activities must be based on pupils‘ levels - and the specific 

problems that they face - and on whether they are related to writing problems or 

problems in using language in communicative contexts. 
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4. Assessment 

 

Language assessment is a complementary process to teaching, both being aimed 

at the development of pupils‘ language ability. Apart from the production of 

written language in class and the tests during the terms and at the end of school 

year, assessment includes: 

 A range of oral and written exercises conducted in class (comprehension 

questions, development of a topic, speech organisation etc.). 

  Homework that is usually written, but sometimes it can include 

preparation for discussions in class. 

 Projects – cross-thematic activities  

 

It is important to stress that all the above are language production activities. It is 

considered as comprising every oral or written text that pupils produce in a 

particular communicative context that has a specific purpose. The extent and the 

style of such texts are defined by the text type: formal and informal letter, 

formal and informal description of events, narration of personal stories, 

development of ideas on topics that are familiar for the pupils and are related to 

their interests etc. The extent is also defined by the time that it is given to pupils 

and their year. 

 

Written language production: 

 Needs to be situated in a communicative context, meaning that the 

text type, the text receiver, the purpose for which it is written need to 

be defined. In this way, pupils perceive the style that they will use in 

their text.  

 Needs to be related to the units taught or to a theme that they have 

been discussed in class. 

 Something is based on topics discussed in one or more texts that 

come from the textbook, teacher‘s book, textbook of other subject 

areas or other sources that are given to pupils alongside the text topic. 

The text (or texts) can be accompanied by certain questions. 

 The extent of the text needs to be determined.  
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It is clear, therefore, that language production is considered not only the texts 

written at specified hours in class but also tasks being given for homework 

when following the above mentioned criteria. Written or oral exercises which 

are completed in class so that pupils can practise using specific speech types 

can be also considered as being language production. 

 

To assess the language ability of pupils, all the language skills (listening, 

speaking, reading and writing) are taken into consideration. So, their ability to 

produce spoken and written language, as a sender, as well their ability to 

comprehend spoken or written language, as a receiver, is evaluated. The teacher 

must have in mind that it is possible for a pupil to be better in one type of skill 

than another. So, it is important for pupils to be aware of their weaknesses and 

strengths, so that they can gradually assess their own language ability. 

 

Specifically, the criteria for assessing pupils‘ language ability are as follows: 

 

Oral communication  

The pupils as senders 

The criteria for assessing pupils‘ spoken language use are the following: 

 The ability to transmit their thoughts and feelings clearly. 

 The ability to use language accurately (morph-syntactic structures, 

vocabulary, etc.) and utilise the paralinguistic and non-verbal features to 

make their language more alive. 

 The ability to organise their language taking account of communication 

contexts. 

 The naturalness and directness of pupils‘ language use, especially if the 

spoken language use is predesigned. 

 Their ability to monitor the audience‘s reactions (verbal or not) and 

respond to them, e.g. to revise their opinions taking into account the 

information and/or arguments of listeners (receivers).  
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The pupils as receivers 

The criteria for assessing pupils‘ spoken language comprehension are the 

following: 

 The ability to comprehend different types of spoken language use from a 

wide range of senders (to be able to answer comprehension questions, to 

produce language that is based on the speech hearing, and so on).  

 Their ability to evaluate the thoughts and arguments of the senders 

taking into account the latter‘s purpose and communication contexts.  

 

Written communication 

 The pupils as senders 

The criteria for assessing pupils‘ written language use are the following: 

 The content 

 The language use (syntax, wording, punctuation, spelling, etc.) 

 The organisation of speech (coherence and consistency) 

 The appropriateness of the style (choice of the appropriate vocabulary, 

the proper way of syntax, generally the appropriate linguistic variety, 

depending on the circumstances and the text type) 

 The effectiveness of the text (the senders‘ ability to achieve their 

purpose, e.g. to convince or to cause the desired actions/reactions.  

 

The pupils as receivers 

The criteria for assessing pupils‘ written language comprehension are the 

following: 

 The ability to comprehend a variety of written texts and answer various 

questions on them (e.g. questions concerning content, the organisation 

and the text language, etc.), as well as to respond to various exercises 

mentioned in the text (e.g. summary, speech development, making 

diagrams etc.). 

 The ability to assess and comment on the opinions referred to in a text 

according to the purpose of the sender and with the text type produced. 
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The assessment criteria become more difficult in higher levels of education 

(primary, junior secondary school) and in higher classes.  

 

In conclusion, it should be highlighted that the assessment of the subject Greek:  

 Is based on the same principles as teaching 

 Is complementary to teaching 

 Requires the cooperation between pupils and teachers 

 Has as the ultimate aim of pupils‘ self-assessment and improvement of 

their language expression.  

 

5. Teaching materials 

 

 The textbook of the subject Greek for the three years of junior secondary 

school (pupil‘s textbook, teacher's booklet). 

 Some textbooks for the teaching of Greek as a second language (pupil‘s 

textbook, teacher's booklet). 

 Anthology of texts (by text types) for the practice of writing. 

 Grammar of the Greek language for school use. 

 Dictionary of Modern Greek language for school use (in electronic 

form). 

 Illustrated dictionary for learning Greek as a second language. 

 Visual material: video presentations on the history and teaching of the 

Greek language. 

 Cd-roms for the teaching of Greek as a mother and as a second 

language. 

 

6. Specifications of textbooks and other teaching materials  

 

 Short books of about 230 pages, one for each year. The pages have 35-

36 lines and each line has 50-60 letter spaces. These texts are 

accompanied by exercises, questions, tables, diagrams and illustrations. 

 The various themes and language points are presented in their natural 

order. 
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 Emphasis is placed on projects conducted by pupils. 

 Avoidance of duplication and meaningless details. 

 The content of the text should be evident from the headings which 

reflect the ideas and text paragraphs. 

 The units are connected to each other and with other courses (cross-

thematic /multi-thematic), according to the level of importance of this 

connection. 

 The textbooks always provide more material or alternative and 

graduated questions and exercises, hence the number of pages cannot be 

determined precisely. 

 The pupils‘ textbook cannot be separated from questions, as these are 

included in the texts that are connected with the teaching of language 

points. 

 The teacher‘s booklet can be one for all the years, comprising 

approximately 200 pages, and must have a training character.  

 The language of the textbook is standard Modern Greek according to the 

law 1566/1986, paragraph. 1 and to the current Modern Greek grammar. 

 The illustrations should have a brief explanation which refers to the unit 

topic. 

 The proposed school grammar book can be used as a reference book for 

all three years, and is a reformed version of the Modern Greek Grammar 

by Manolis Triantafyllidis.  
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Appendix 5 - Description of the linguistic components of academic English 

and their associated features used in everyday situation and in academic 

situations (Scarcella, 2003) 
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Appendix 6 –Interview schedule of background interviews 

 

Themes 

1. Decision to become Greek language teacher 

2. Teaching qualifications, initial education and professional development 

(general and regarding GAL) 

3. Appointment in the profession 

4. Years of experience in both monolingual and mainstream classrooms 

5. Years of experience in the present school 

6. Problems with which they deal in mainstream classrooms 

7. Ways that they cope with these problems 

8. Discussion regarding the aims of the national curriculum and their 

effectiveness for mainstream classrooms 

9. Discussion regarding the teaching materials and their effectiveness for 

mainstream classrooms 

10. In an ideal world how they would provide for the children who are 

leaning GAL 
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Appendix 7 - Sample of interview schedule of playback interviews _ Anna 

 

First playback interview schedule 

Useful expressions 

 Could you please talk more about this issue? 

 Could you please give me an example? 

 Could you please explain the reasons for doing this? 

 Do you always do that?  

 Do you use other ways of dealing with this problem or helping these 

pupils? 

 

Themes 

 Group work activities and participation 

 Criteria for separating the class to groups 

 Criteria for assigning different texts to different groups 

 How often she asks them to write a summary for the texts that they read 

 Presenting language points through a diagram 

 Grammar practice activity (identification of language points in texts) 

 Giving the definition of unknown words 

 Presentation of summaries in class 

 Discussion on theatre and painting 

 Asking a range of questions 

 

Second playback interview guide 

Useful expressions 

 Could you please talk more about this issue? 

 Could you please give me an example? 

 Could you please explain the reasons for doing this? 

 Do you always do that?  

 Do you use other ways of dealing with this problem or helping these 

pupils? 
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Themes 

 Reasons for deciding to become Greek language teacher 

 Reasons for choosing to become a teacher than a researcher 

 Reasons for feeling unqualified when starting teaching in monolingual 

classrooms 

 How she overcame this issue 

  Which teaching strategies she adopted in mainstream classrooms at the 

beginning 

 Reasons for considering co-teaching remarkable 

 How her Masters contributed to her teaching  

 How her in-service education contributed to her teaching 

 What does she mean with the expression ‗teachers should teach Greek 

normally‘ 

 Why she thinks teaching material difficult for GAL pupils 

 Correcting grammar errors by asking them to remember the rule 

 Giving examples to explain different concepts (for example, a pupil 

asked her if architecture is an art, and she gave examples) 

 Asking questions regarding texts and pictures (for example, she mainly 

asked questions after the pupils read the text ‗Turning my back on the 

future‘) 

 She explained how pupils should handle technology 

 She encouraged them to speak about their future after reading similar 

texts 

 She gave an example (yesterday the theatre applauded) to explain 

metonym 

 She asked pupils to brainstorm ideas regarding the title of unit 8 

 She asked them to read the text ‗Turning my back on the future‘ and 

then to listen to the song 

 She asked them to focus on meaning while they read a text rather than 

the language  

 She attempted to connect carrier content with everyday life  
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Appendix 8 – Transcription keys and data presentation conventions  

 

Transcription Conventions 

 

(…) 

((laugh)) 

[ ] 

inaudible word 

transcription of non-verbal communication 

transcription of back-channel signals 

(.) pause less than a second 

(number) number indicates seconds of pause 

((italics)) comments 

{ } words that are necessary for the text to make sense 

underlined emphasis as in stress, indicated by underlining 

// final fall 

/ slight fall 

? rising tone to indicate uncertainty or a question 

- cut off for interruption or self-repair 

 

Transcription conventions adapted from Gumperz and Berenz (1993). I have 

used a red colour to note the words of interviewer and a black colour to note the 

words of the participant. This is for clarity and to save time and space. The 

interviewer is always myself, and all the interviews were conducted with one 

participant at a time. Some prosodic features are marked to shed a light on what 

the participants were trying to say. 

 

Data presentation conventions  

 

1. In interview transcripts, turns are numbered rather than lines.  

2. In observation transcripts, lines are numbered rather than turns. 

3. Where interview data is quoted in the body of the thesis, prosodic 

features removed for clarity and brevity unless they seemed to clarify 

participants‘ talk 

4. To protect the anonymity or participants, the names of all teachers and 

pupils as well as other identifying details have been changed 

5. In interview transcripts, italics represent the translation  
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6. Documents from the four case studies are labelled as follows: 

CS1 = ‗Anna‘ 

CS2 = ‗Elena‘ 

CS3 = ‗Maria‘ 

CS4 = ‗Andreas‘ 

 

CS1_int1: 12 = Interview 1 with Anna, turn 12 

7. Interview transcripts and schedules, observation field notes, outline of 

teachers‘ activities, school field notes, the units of textbook that teachers 

used in the lesson observed, the syllabus, teacher instruction manual are 

included as electronic appendices in a CD attached to the inside back 

cover of the thesis 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

395 

 

Appendix 9 – Example of field notes 

 

Οbservation 1 fieldnotes _ Maria 

 

Μαθηηές: 18  

 

Αλλοδαποί: 14 (έρεη έλα ρξόλν πνπ ήξζαλ αιιά θαη καζεηέο πνπ γελλήζεθαλ 

εδώ) 

Καηαγωγή ηοσς: Αξκελία, Γεσξγία, Αιβαλία,  

 

Σηότος μαθήμαηος: Δπαλάιεςε ζηηο δεπηεξεύνπζεο πξνηάζεηο 

 

Περιετόμενο: 2 θπιιάδηα: ην έλα πεξηέρεη αζθήζεηο γηα ηηο δεπηεξεύνπζεο 

πξνηάζεηο, ην νπνίν θαη δελ θαηάθεξαλ λα νινθιεξώζνπλ – έθηαζαλ ζηε 

ζειίδα 4, θαη ην άιιν ην νπνίν ην έδσζε ε θηιόινγνο αιιά δελ αζρνιήζεθαλ 

καδί ηνπ, γηα ην ζπίηη θπξίσο ην έδσζε 

 

Πορεία μαθήμαηος 

 Πξηλ μεθηλήζεη ην κάζεκα βιέπσ πσο νη καζεηέο ρξεζηκνπνηνύλ ηε 

κεηξηθή γιώζζα κεηαμύ ηνπο γηα λα θάλνπλ θαιακπνύξη θαη γηα λα κελ 

ηνπο θαηαιάβνπλ νη άιινη 

 Τπάξρεη από ηελ αξρή ηνπ καζήκαηνο ππάξρεη κηα αλαζηάησζε, ε 

νπνία ίζσο νθείιεηαη από ηελ παξνπζία κνπ γηαηί ηα αγόξηα ζπλέρεηα 

γύξηδαλ θαη κε θνίηαδαλ θαη πξνεξρόηαλ θπξίσο από 4 αιινδαπά αγόξηα 

θαη έλα ειιελόπνπιν 

 Απηή ε αλαζηάησζε ζπλερίζηεθε θαζ‘ όιε ηε δηάξθεηα ηνπ καζήκαηνο 

θαη ε θηιόινγνο έζηεηιε ζην δηεπζπληή έλα αιινδαπό αγόξη 

 ηελ αξρή ηνπ καζήκαηνο ε θηιόινγνο αλαθνίλσζε ηνλ ζηόρν ηνπ 

καζήκαηνο πνπ είλαη λα θάλνπλ επαλάιεςε ζηηο δεπηεξεύνπζεο 

πξνηάζεηο 

 Γηα ην Πάζρα ηνπο αλέζεζε λα αλαθαιύςνπλ από κόλνη ηνπο ηα θελά 

ηνπο θαη λα ηα θαιύςνπλ κόλνη ηνπο 



 

396 

 

 Η θηιόινγνο ρξεζηκνπνηεί ηε ιέμε ‗ιεθηά‘ αληί ‗ιεπηά‘ πνπ 

ρξεζηκνπνηείηαη ζε δηαιέθηνπο ηεο γιώζζαο θαη ζηελ θαζαξεύνπζα θαη 

νη αιινδαπνί καζεηέο δελ ηελ θαηαλννύλ θαη θνξντδεύνπλ ηε θηιόινγν. 

Απηή απαληά πσο είλαη ιέμε πνπ ρξεζηκνπνηείηαη ζηελ θαζαξεύνπζα 

αιιά απηνί δε γλσξίδνπλ ηη ζεκαίλεη θαζαξεύνπζα. Απηό είλαη έλδεημε 

γηα κε γλώζεο ηεο ηζηνξίαο ηεο ειιεληθήο γιώζζαο 

 Σν κάζεκα μεθηλάεη αιιά ε θαζαξία επηθξαηεί.  

 Η θηιόινγνο θάζεηαη ζηελ ππεξπςσκέλε έδξα θαη κόλν κηα θνξά 

ζεθώζεθε γηα λα πεξπαηήζεη αλάκεζα ζηα ζξαλία. Απηό δείρλεη κηα 

απόζηαζε από ηνπο καζεηέο 

 πλερώο ηνπο θσλάδεη λα ζηακαηήζνπλ λα θάλνπλ θαζαξία. Απηό 

δηαθόπηεη ζπλερώο ηε ξνή ηνπ καζήκαηνο 

 Δίλαη ζεκαληηθό λα ηνλίζσ πσο έρνπλ εμειιελίζεη ηα νλόκαηά ηνπο θαη 

δελ κπνξείο από ην όλνκα λα θαηαιάβεηο πνηνη είλαη νη αιινδαπνί 

καζεηέο. Αιιά κεηαμύ ηνπο ρξεζηκνπνηνύλ ην θαλνληθό ηνπο όλνκα.  

 Η θηιόινγνο ζεθώλεη έλα αιινδαπό καζεηή ζηνλ πίλαθα γηα λα γξάςεη 

απηά πνπ ιέεη ε θηιόινγνο. Απηόο ν καζεηήο ζύκθσλα κε ηελ θηιόινγν 

παξνπζηάδεη πςειέο επηδόζεηο ζε απηό ην κάζεκα 

 

 

 

 

 

 

 

 

 

 

 

 

 

Δίδε πξνηάζεσλ-
Γεπηεξεύνπζεο-εμαξηεκέλεο 

πξνηάζεηο

Ολνκαηηθέο 

εηδηθέο, βνπιεηηθέο, πιάγηεο 
εξσηεκαηηθέο, αλαθνξηθέο, 

ελδνηαζηηθέο

Δπηξξεκαηηθέο

ηειηθέο, αηηηνινγηθέο, 
ελαληησκαηηθέο, ππνζεηηθέο, 

παξαρσξεηηθέο, 
απνηειεζκαηηθέο, αλαθνξηθέο 

επηξξεκαηηθέο
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 Η θηιόινγνο ξσηάεη όιε ηελ ηάμε, 2-3 καζεηέο ζεθώλνπλ ρέξη θαη απηή 

ππνδεηθλύεη πνηνο ζα κηιήζεη. Σν ρέξη ζεθώλνπλ κόλν έιιελεο ή 

αιινδαπνί καζεηέο πνπ γελλήζεθαλ ζηελ Διιάδα.  

 Ρσηάεη όιε ηελ ηάμε λα επεμεγήζνπλ όξνπο, όπσο δεπηεξεύνπζεο-

εμαξηεκέλεο πξνηάζεηο. Καλείο δελ ζεθώλεη ρέξη θαη θαλείο δελ 

απαληάεη. Γηα λα ηνπο βνεζήζεη λα θαηαιάβνπλ ηη είλαη εμαξηεκέλεο, 

ηνπο δεηά λα βξνπλ ηη ζεκαίλεη ε ιέμε εμάξηεζε. 2 καζεηέο απαληνύλ 

ρσξίο λα ζεθώζνπλ ρέξη αιιά ζην ηέινο δίλεη ε ίδηα ηνλ νξηζκό ρσξίο 

λα ζρνιηάζεη ηηο απαληήζεηο ησλ καζεηώλ. 

 ηε ζπλέρεηα ξσηά όιε ηελ ηάμε λα ηεο πνπλ ηα δηάθνξα είδε 

πξνηάζεσλ θαη ηη ελλννύκε κε ην θάζε είδνο. Βιέπνληαο πσο θαλέλαο 

δελ ζπκκεηέρεη, ξσηάεη πνηεο πξνηάζεηο ιέκε εηδηθέο, βνπιεηηθέο, 

ελδνηαζηηθέο, πιάγηεο εξσηεκαηηθέο, κε πνηνπο ζπλδέζκνπο εηζάγνληαη 

θαη πσο ηηο ρξεζηκνπνηνύκε ζην ιόγν. Καλέλαο καζεηήο δελ έδσζε 

απάληεζε θαη κεηά από έλα ιεπηό δίλεη ε ίδηα ηηο απαληήζεηο. Γελ 

παξαθνινπζεί ε πιεηνλόηεηα ησλ αιινδαπώλ καζεηώλ, ηα αγόξηα 

θπξίσο θαη θάλνπλ αθάληαζηε θαζαξία. 

 ηνλ πίλαθα έγξαθε κόλν ν αιινδαπόο καζεηήο πνπ ηνλ ζήθσζε από 

ηελ αξρή 

 Γηαθόπηνπλ γηα άζρεηα πξάγκαηα ην κάζεκα ξσηώληαο ‗ηη ώξα είλαη‘, 

‗θπξία ζέισ λα ην πεηάμσ‘ 

 Πεηάλε ραξηηά ν έλαο ζηνλ άιιν 

 Άθνπζα 2 θνξέο θάπνηνο λα απνθαιεί ηνλ ζπκκαζεηή ηνπ Αιβαλό θαη 

Αιβαλάθη  

 Μόιηο ηειεηώζνπλ ηε γξήγνξε απαξίζκεζε ησλ πξνηάζεσλ παξαπέκπεη 

ζην πξώην θπιιάδην πνπ ηνπο έδσζε κε ηηο αζθήζεηο. Υσξίδεη ηελ ηάμε 

ζε 2 κεγάιεο νκάδεο. Η 1
ε
 νκάδα ζα αζρνιεζεί κε ηηο επηξξεκαηηθέο 

πξνηάζεηο θαη ε άιιε νκάδα κε ηηο νλνκαηηθέο πξνηάζεηο  

 Σνπο άθεζε λα δνπιέςνπλ κόλν 5 ιεπηά γηα ηελ άζθεζε. Οη καζεηέο 

πνπ δπζθνιεύνληαλ δελ έθαλαλ ηελ άζθεζε ή όπσο έιεγαλ έπαηδαλ 

ιόηην. Απηό ππνδεηθλύεη πσο δελ είραλ θαηαιάβεη θαζόινπ ην 

θαηλόκελν ησλ δεπηεξεπνπζώλ πξνηάζεσλ θαη πσο νύηε ηνπο βνήζεζε 

θαη ε γξήγνξε επαλάιεςε 
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 πλδπάδεη ηηο γλώζεηο ηεο λέαο ειιεληθήο κε ην κάζεκα ηεο αξραίαο 

ειιεληθήο γιώζζαο ζπλερώο γηα λα εμεγήζεη απηέο ηηο πξνηάζεηο 

 Καηά ηε δηάξθεηα ηεο άζθεζεο νη αιινδαπνί καζεηέο ζπδεηνύλ γηα ην 

πνδόζθαηξν θαη βιέπνπλ ηελ άζθεζε ζαλ λα ζπκπιεξώλνπλ δειηίν 

πξνπό 

 Μεηά από 5 ιεπηά, ε θηιόινγνο μεθηλά λα ειέγρεη ηηο αζθήζεηο 

ξσηώληαο όιε ηελ ηάμε αιιά βάδνληαο κόλν ηηο αιινδαπέο θνπέιεο πνπ 

πξνζπαζνύλ ρσξίο απηέο λα ζεθώλνπλ ρέξη. Γελ δηνξζώλεη ε ίδηα ηηο 

απαληήζεηο αιιά δεηά από ηνπο άιινπο καζεηέο λα πνπλ αλ είλαη 

ζσζηό. Οη καζεηέο όκσο δελ απαληνύλ θαη έηζη δίλεη ε ίδηα ηε ζσζηή 

απάληεζε ή επηβεβαηώλεη όηη ε απάληεζε είλαη ζσζηή.  

 Αξρίδεη λα γίλεηαη κεγάιε θαζαξία κέζα ζηελ ηάμε, θάπνηνη αιινδαπνί 

καζεηέο ζεθώλνληαη ρσξίο ιόγν κηαο θαη δελ κπνξνύλ λα 

ζπκκεηάζρνπλ ζην κάζεκα 

 Καηά ηε δηάξθεηα ηνπ καζήκαηνο ε θηιόινγνο θάλεη ζπλέρεηα 

παξαηήξεζε ζηνπο αιινδαπνύο καζεηέο πνπ θάλνπλ θαζαξία. 

Αλαθέξεηαη ζηε ζρνιή ηνπ Ππζαγόξα πνπ εθεί κάζαηλαλ λα αθνύλε 

ηνπο άιινπο δεηώληαο ηνπο λα ζεβαζηνύλ ηνπο ζπκκαζεηέο ηνπο. ε 

θαζαξία όκσο ζπλερίδεηαη 

 Μηα θνπέια από ηελ Αξκελία πνπ έλα ρξόλν έρεη ζηελ Διιάδα 

ζπκκεηέρεη ζην κάζεκα θαη απαληά ζηηο εξσηήζεηο – απηή 

παξαθνινπζεί ζην ηκήκα ελίζρπζεο πνπ ππάξρεη ζην ζρνιείν θαη ην 

νπνίν έρεη δεκηνπξγεζεί ζην πιαίζην ηνπ πξνγξάκκαηνο Γηάπνιηο. Η 

θηιόινγνο βιέπεη δηαθνξά ζε απηή ηελ θνπέια θαη θπζηθά δηαβάδεη θαη 

πξνζπαζεί ζην ζπίηη ηεο 

 Οη αιινδαπνί καζεηέο είηε θάζνληαη κόλνη ηνπο ζην ζξαλίν είηε κε άιιν 

αιινδαπό καζεηή. Οη άηαθηνη ηεο ηάμεο θάζνληαη από ηε κηα πιεπξά 

εθηόο από έλα ειιελόπνπιν 

 Γπζθνιία ζην λα ειέγμνπλ ηηο αζθήζεηο θαη απηό έρεη σο απνηέιεζκα 

λα κελ ζπλερίδεη ηελ απηναμηνιόγεζε αιιά λα ειέγρεη ε ίδηα ηηο 

απαληήζεηο θαη λα βάδεη ε ίδηα ηνπο καζεηέο πνπ ζα κηιήζνπλ 

 Αλ θάπνηνο καζεηήο πεη ιάζνο απάληεζε πξνζπαζεί λα ηνπ ππελζπκίζεη 

ηνλ θαλόλα γηα βξεη ηε ζσζηή απάληεζε 
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 Ρσηάεη ην είδνο ησλ πξνηάζεσλ νιηθήο ή κεξηθήο άγλνηαο θαη δελ 

απαληνύλ αξθεηνί καζεηέο. κόλν έλαο ή δύν 

 Σα ειιελόπνπια θαη ηα αιινδαπά θνξίηζηα απαληνύλ θπξίσο (3-4 

καζεηέο), νη άιινη θάλνπλ θαζαξία 

 Ο καζεηήο πνπ θάζεηαη ζην πξώην ζξαλίν κόλνο ηνπ δελ κηιάεη θαη δε 

ζπκκεηάζρεη θαζόινπ κέζα ζην κάζεκα. Η θηιόινγνο κηα θνξά κόλν 

ηνπ απεύζπλε ην ιόγν αιιά απηόο δελ απάληεζε 

 Ο καζεηήο πνπ θάζεηαη πίζσ ηνπ αζρνιείηαη πεξηζζόηεξν κε εκέλα θαη 

κε ηνπο δηπιαλνύο παξά κε ην κάζεκα. Η θηιόινγνο δελ ηνλ εληάζζεη 

ζην κάζεκα, δελ ηνπ απεπζύλεη ην ιόγν. Μόλν ηνπ έθαλε παξαηήξεζε 

κηα θνξά θαη ηνπ είπε λα ‗ξζεη κε ηνπο γνλείο ηνπ γηαηί δε ζα ηνλ 

μαλαδερηεί κέζα ζηελ ηάμε, όπσο αθόκε δπν αιινδαπνύο θαη έλα 

έιιελα 

 Απηόλ πνπ έβγαιε έμσ έθαλε ηελ ίδηα θαζαξία κέζα ζηελ ηάμε όπσο 

θαη νη άιινη.  

 Ο άιινο πνπ ήηαλ άηαθηνο πξνζπαζνύζε λα ζπκκεηάζρεη κέζα ζηελ 

ηάμε αιιά θπξίσο γηα λα θάλεη θαζαξία θαη όρη γηα λα ιέεη ηε ζσζηή 

απάληεζε 

 Σα ειιελόπνπια δελ ηνπο κηινύλ, έζησ θαη αλ θάλνπλ θαζαξία, δελ 

ηνπο ιέλε λα ζηακαηήζνπλ λα κηιάλε 

 Μνπ ιέεη έλαο αιινδαπόο καζεηήο: θπξία λα γξάςεηο θαιά ιόγηα γηα 

εκάο θαη ηνπ είπα λα αθνύεη ηε θηιόινγό ηνπο. 

 Η θηιόινγνο δελ κπόξεζε λα νινθιεξώζεη ηνλ έιεγρν ησλ αζθήζεσλ 

εμαηηίαο απηήο ηεο θαζαξίαο. Σνπο αλέζεζε ηηο ππόινηπεο εξγαζίεο ησλ 

θπιιαδίσλ γηα ην ζπίηη ηνπο. 

 

Στόλια 

Η θηιόινγνο πξηλ κπνύκε κέζα ζηελ ηάμε ζηελ ηάμε κε ελεκέξσζε γηα ηελ 

θαηάζηαζε ηεο ηάμεο. Σνλ αξηζκό ησλ καζεηώλ, ηελ θαηαγσγή ηνπο, πόζα 

ρξόληα είλαη ζηελ Διιάδα. Αλαθέξεη πσο νη αιινδαπνί καζεηέο, έζησ θη αλ 

έρνπλ γελλεζεί ζηελ Διιάδα αδηαθνξνύλ, δελ ελδηαθέξνληαη γηα ην κάζεκα, γη‘ 

απηό θαη αληηκεησπίδνπλ αξθεηά πξνβιήκαηα. Αξθεηνί από απηνύο έρνπλ 

θξαηήζεη θαη ηελ πξνθνξά από ηε ρώξα ηνπο, όπσο αλέθεξε ε θηιόινγνο. Σα 
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θνξίηζηα από ηελ Αξκελία πνπ είλαη 1 κε 1,5 ρξόλν θάλνπλ πξνζπάζεηα, ηα 

θαηαθέξλνπλ όκσο κόλν ζηνλ επηθνηλσληαθό ιόγν θαη όρη ζηνλ αθαδεκατθό 

ιόγν. Δπίζεο, αλαθέξζεθε ζηε ζρέζε ηεο κε ηνπο γνλείο ησλ αιινδαπώλ 

καζεηώλ. Γελ κπνξεί λα επηθνηλσλήζεη καδί ηνπο θπξίσο ιόγσ ηεο κε 

θαηάθηεζεο ηεο ειιεληθήο γιώζζαο. Οη γνλείο κόιηο αθνύζνπλ πσο είλαη 

άηαθηνη καζεηέο θαη δελ παξαθνινπζνύλ, ε πξώηε ηνπο αληίδξαζε είλαη λα 

ζηακαηήζνπλ ηα παηδηά ηνπο από ην ζρνιείν θαη λα κπνπλ ζηε δνπιεηά. Απηό 

δείρλεη, θαηά ηελ άπνςή ηεο, πσο νη γνλείο νη ίδηνη δελ δίλνπλ θίλεηξν ζηα 

παηδηά ηνπο γηα λα ζπκκεηάζρνπλ θαη λα βειηησζνύλ ζην ζρνιείν. ύκθσλα κε 

ηελ άπνςή ηεο, ίζσο απηόο είλαη έλαο από ηνπο ιόγνπο πνπ νη καζεηέο δελ 

δίλνπλ ζεκαζία ζην κάζεκα. 

 

Νηώζεη πσο επεηδή επηθξαηνύλ νη αιιόγισζζνη καζεηέο, νη έιιελεο, ηα 

θνξίηζηα θαη νη θαινί καζεηέο είλαη πην ζπγθξαηεκέλνη, δελ δηακαξηύξνληαη γηα 

ηε θαζαξία. Αληηζέησο ηα αγόξηα όια πξνζπαζνύλ λα θάλνπλ θαζαξία. Γελ 

μέξεη αλ ζα ην εθιάβεη σο αδηαθνξία γεληθόηεξα ή ζαλ αληίδξαζε πνπ δελ 

κπνξνύλ λα παξαθνινπζήζνπλ ην ζπγθεθξηκέλν κάζεκα ή ην κάζεκα ζην 

νπνίν πξέπεη λα θάλνπλ επαλάιεςε θαη λα ειέγμνπλ ηηο γλώζεηο ηνπο. 
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Appendix 10 – Interview 2 transcript _ Andreas 

 

CS4_interview 2 transcript 

 

Turns Content 

1.  ζα ζαο θάλσ θάπνηεο εξσηήζεηο γηα ηελ πξνεγνύκελε ζπλέληεπμε/ 

θαη κεηά ζα ζπδεηήζνπκε γηα ην πξώην θαη ην δεύηεξν κάζεκα ην 

νπνίν παξαθνινύζεζα// ινηπόλ// κνπ είπαηε όηη ζπνπδάζαηε ζην 

Αξηζηνηέιεην// ζεσξείηαη επαξθείο ηηο ζπνπδέο ζαο? 

 

I will ask you some questions related to our previous interview and 

then we will discuss about the first and the second lesson that I 

observed. So you told me that you studied at the Aristotle University 

of Thessaloniki do you think that your studies were adequate? 

2.  γηα ηηο αλάγθεο ηεο δεπηεξνβάζκηαο εθπαίδεπζεο (.) βεβαίσο 

επαξθείο/ βέβαηα απηό (2) ιίγν έηζη (2) κε όζε κεηξηνθξνζύλε 

κπνξώ/ όηη θξόληηζα θη εγώ (.) από κόλνο κνπ/ λα θαιύςσ// κε 

δηαβάζκαηα/ κε ελεκεξώζεηο/ κε ζεκηλάξηα ηα πάληα/ ώζηε λα 

νινθιεξσζώ πεξηζζόηεξν/ θαη λα κελ κείλσ κόλν ζηηο 

παλεπηζηεκηαθέο ζπνπδέο// ππνηίζεηαη όηη [ε] από απηά πνπ θάλακε 

ζην παλεπηζηήκην (.) ζαλ ζεσξία αο πνύκε αιιά θαη πξάμε/ [ε] πόζα 

λα θάλνπκε ζην γπκλάζην θαη ζην ιύθεην? (5) έηζη κπνξώ λα πσ όηη 

(5) έλα πνιύ κεγάιν πνζνζηό ηεο θάπνηαο πιεξόηεηαο πνπ ζεσξώ 

πσο έρσ/ ηελ απέθηεζα από κόλνο κνπ// 

 

of course I consider them adequate for teaching in secondary 

education of course I have to say with as much modesty as I can that 

I aimed to catch up with everything by studying by going to seminars 

so as to learn more things and not to base only on my university 

studies it is supposed that what we did at university in terms of 

theory and practice how much to do for gymnasium and high school 

so I can say that the most of my knowledge which I think is complete 

I have developed it on my own 

3.  ηη δηαβάδεηε δειαδή? 

 

for example what have you read? 

4.  γισζζηθά δεηήκαηα/ αθνύ θάλνπκε Γιώζζα// (2) βηβιία 

γισζζνιόγσλ// ηη ιέεη ν Σζνιάθεο/ ηη ιέεη ν Κξηαξάο/ μέξσ εγώ// 

άλζξσπνη πνπ αζρνιήζεθαλ κε ηε γιώζζα// ηα βηβιία ηνπο/ ηηο 

πξνηάζεηο ηνπο// κεηά (3) πνιύ ινγνηερλία/ πνίεζε/ κπζηζηνξήκαηα/ 

θαη ηα ινηπά/ όια ηα είδε// ζα ιεγα από πιεπξάο ινγνηερλία ίζσο 

ιηγόηεξν λα δηάβαζα ζέαηξν/ αιιά πεδνγξαθία θαη πνίεζε αξθεηή// 

κε πξώηε (.) ρσξίο ζπλαγσληζκό ε πεδνγξαθία// ηζηνξηθά ζέκαηα// 

εηδηθόηεξα ηεο - ζα ιέγακε ηεο λεόηεξεο Διιάδαο/ δειαδή από ηόηε 

από ζπζηάζεσο ηνπ ειιεληθνύ θξάηνπο (.) από ην 1821 θαη κεηά// 

ζην ηέινο ηνπ 19νπ ζηελ αξρή ηνπ ηνπο Βαιθαληθνύο πνιέκνπο// 

απηά πνπ δελ είρα θάλεηο ζαλ καζεηήο/ θαη ηα αληηκεηώπηζα βέβαηα 

σο θαζεγεηήο ζην ζρνιείν/ απηά ηα ηζηνξηθά κέρξη θαη ηνλ πόιεκν 
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ηνπ 40 θαη ηνλ εκθύιην/ απηά δελ ηα είρακε θάλεη θαη επνκέλσο (.) 

παξάιιεια κε ηα ζρνιηθά εγρεηξίδηα/ δηάβαδα θαη (.) ηζηνξία θαη 

από άιιεο πεγέο// 

 

linguistic issues since we speak about the Greek language subject {I 

study} studies of Linguistics for example what Tsolakis says what 

Kriaras says people who are on language {I study} their studies 

their proposes also {I study} a lot of literature poetry novels and so 

on {I study} all of the types of literature maybe I read less theatre 

but {I study} a lot of prose and poetry of course {I study} more prose 

than poetry {I study} historical events mainly related to the history 

of modern Greece that is, from the time that the Greek nation has 

been established in 1821 until the end of the 19
th

 century from the 

Balkan wars I didn’t learn these historical events when I was a pupil 

but I have had to teach them as a teacher so I was studying history 

from different sources at the same time I was studying it from the 

textbook of history 

5.  σξαία// ηη είδνπο ζεκηλάξηα παξαθνινπζήζαηε? 

 

nice, what kind of seminars did you attend? 

6.  ζεκηλάξηα (.) όζεο θνξέο ε (3) ππεξεζία καο μέξσ εγώ έθαλε// ή κε 

ζρνιηθνύο ζπκβνύινπο/ ή όπνπ αιινύ (.) ζην παλεπηζηήκην θαη ηα 

ινηπά// πήγα ζε όζα κπόξεζα/ ζα ιεγα (.) πεξίπνπ ζε όια// έηζη// 

 

I attend seminars every time when our service organized seminars or 

{I attend seminars} organized by school consultants or wherever at 

university and so on I went in as many as I could I could say that I 

want to almost all of them 

7.  ηί ζέκαηα ζπκάζηε? 

 

do you remember the topics? 

8.  θνηηάμηε (.) ζπκάκαη ζε έλα ζεκηλάξην θάλακε/ μέξσ εγώ/ γηα ηε 

ιπξηθή πνίεζε// ήηαλ κάιηζηα ν θαζεγεηήο (.) από ην παλεπηζηήκην 

(.) θίινο κνπ/ ν Γηάλλεο ν - ηώξα κνπ δηαθεύγεη ην όλνκα// ν 

θαζεγεηήο [ε] γισζζηθά ζέκαηα βεβαίσο αξθεηά/ θαη θέηνο θάλακε 

έλα ζεκηλάξην γηα ηα πνιππνιηζηηζκηθά ζρνιεία (.) γηα λα δσ αο 

πνύκε θαη (4) αλάγθεο/ αο πνύκε μέξσ εγώ/ δπζιεμία θαη ηέηνηα// 

έηζη// θαη δηάθνξα άιια ζέκαηα/ ηώξα από ηε δεθαεηία ηνπ ‗80 πνπ 

έρσ δηνξηζηεί//  

 

look I remember a seminar related to lyric poetry and it was 

presented an academic friend of mine I can’t remember his name 

now seminars had mainly linguistic topics this year we attend a 

seminar for multicultural schools to understand let’s say the needs 

for example dyslexia and such issues now we speak about seminars I 

have attended from the ’80 when I entered the profession 

9.  ην ζεκηλάξην γηα ην πνιππνιηηηζκηθό ζρνιείν/ ηη έιεγε? ζπκάζηε? 

 

what does the seminar related to the multicultural school refer to? 

10.  νη δπζθνιίεο ηεο γιώζζαο γεληθά// θαη γεληθά πσο ζα πξέπεη έηζη λα 



 

403 

 

(6) αληηκεησπίδνπκε/ πνηα λα είλαη ε ζηάζε καο γεληθά (.) απέλαληη 

ζε έλα (.) πνιππνιηηηζκηθό ζηνηρείν// δειαδή όηαλ έρεηο κηα ηάμε αο 

πνύκε (.) κε παηδηά πνπ αλήθνπλ ζε πέληε εζλόηεηεο/ ζε ηξεηο/ ζε 

δύν θαη ηα ινηπά/ πνπ δελ ζπληαπηίδνληαη νη πνιηηηζκνί/ έρνπλ ηηο 

ηδηαηηεξόηεηέο ηνπο// εθεί ρξεηάδεηαη αο πνύκε έλα πλεύκα πσο ην 

ιέλε (5) θαινπξναίξεηα απέλαληη ζε όια/ όια εππξόζδεθηα/ δελ 

ππάξρεη θάηη ην θαιύηεξν ή ην ιηγόηεξν// ν θαζέλαο έρεη ηελ 

πξόηαζή ηνπ/ ν θαζέλαο έρεη ηελ ηζηνξία ηνπ/ ζεβαζηή/ έηζη// 

 

to the difficulties of language basically {it referred to} how we can 

cope with these how we can behave generally when we have 

multicultural class that is, when you have a class with pupils who 

are from five or three or two different nations and so on whose 

culture is different who have different characteristics you have to 

accept everything something is not better from the other each one 

has his/ her culture and history and we respect it  

11.  κάιηζηα// πώο ζαο θάλεθε? 

 

right what do you think about it? 

12.  ην ηειεπηαίν απηό (.) πνπ ιέκε κε ην πνιππνιηηηζκηθό? 

about the last one the multicultural? 

13.  λαη// 

 

yes 

14.  [ε] δελ κπνξώ λα πσ/ γηαηί δελ έρσ ζπγθξίζηκα ζηνηρεία/ δελ όηη 

βξέζεθα ζε θάπνην άιιν θαη ινηπά// ζα έιεγα όηη ην αληηκεηώπηδα - 

πήξα ηηο πιεξνθνξίεο ηνπ ζαλ πξώηε θνξά// ήηαλ θάηη πνπ δελ - 

ήηαλ πξάγκαηα πνπ δελ ήμεξα// ή δελ (3) είρα αληηκεησπίζεη// λαη (.) 

ην δέρηεθα επράξηζηα// είδα θαη άιιεο παξακέηξνπο/ πηπρέο ηνπ 

ζέκαηνο/ πνπ δελ ηηο ήμεξα// 

 

I can’t say anything because I didn’t attend a similar seminar and I 

don’t have a point of comparison I think that I hear the information 

that they gave us for the first time I hear things that I didn’t know or 

I didn’t have to cope with them yes I accept the information with 

pleasant I learn different aspect of this issue that I didn’t know 

15.  [ρκκκ] είραηε παξαθνινπζήζεη θαη άιια ζεκηλάξηα (.) γηα ηε 

δηδαζθαιία ηεο Γιώζζαο (.) κέζα ζηηο κηθηέο ηάμεηο? 

 

um did you attend any other seminars about teaching the Greek 

language subject in mainstream classes? 

16.  όρη/ γηαηί (5) εδώ (2) ζην ζρνιείν ην δηθό καο/ δελ έρνπκε καζεηέο 

πνπ λα ήξζαλ αο πνύκε πξόζθαηα/ θαη λα εληάρζεθαλ ζηηο ηάμεηο 

καο (.) νπόηε ππήξρε πξόβιεκα γιώζζαο// ζηα ζρνιεία (.) εδώ (.) 

θαη ζην ζπγθεθξηκέλν γπκλάζην/ ηα παηδηά έρνπλ έξζεη από κσξά αο 

πνύκε// πνπ ζεκαίλεη (.) όηη παξαθνινύζεζαλ όιε ηε ζρνιηθή 

δηαδηθαζία από ηα λεπηαγσγεία ηεο Διιάδαο αο πνύκε κέρξη ηώξα 

πνπ θηάζαλ ζηε δεπηέξα γπκλαζίνπ (.) είλαη εδώ// επνκέλσο 

ππάξρεη ίζε αληηκεηώπηζε// δελ θάλεηο θάηη ην ηδηαίηεξν γηα λα 

βνεζήζεηο ην (.) Αιβαλάθη/ ηνλ (.) Γεσξγηαλό/ ή ηνλ (.) Οπθξαλό 
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(…) // ηνπο βιέπεηο όινπο ηνπο ίδηνπο καζεηέο// απηό ζπκβαίλεη (.) 

ζηα ζρνιεία ππνδνρήο όπσο ηα ιέκε/ όηαλ έξρεηαη έλα παηδί (.) 

δώδεθα ρξνλώλ/ βεβαίσο θαη δελ κπνξείο λα ην εληάμεηο (.) ζηελ 

πέκπηε ή ζηελ έθηε ηάμε ηνπ δεκνηηθνύ ζρνιείνπ εδώ/ ρξεηάδεηαη 

έηζη λα είλαη - ρξεηάδεηαη κηα αληηκεηώπηζε δηαθνξεηηθή/ νπόηε 

έρνπκε ζεζπίζεη απηά ηα ζρνιεία//  

 

no because in our school we do not have pupils who have come 

recently to Greece and attend our courses so that they would have 

problems with the language in these schools and especially in this 

gymnasium children have come very young meaning that they attend 

all the school courses in Greece they are here from nursery school 

to the 2
nd

 grade of Gymnasium so you treat them as equals you do 

not do something else to help the Albanian the Georgian or the 

Ukrainian I see them as equals this is happening in the host schools 

as we call them when a 12 year old child have come to Greece and 

of course you can’t enter him/ her in the 5
th

 or the 6
th

 grade of 

primary school you have to treat them differently for this reason we 

have established the host schools  

17.  δελ ππάξρνπλ/ όκσο αξθεηά ηέηνηα ζρνιεία/ θαη αλαγθάδνληαη - 

 

there aren’t however many of these schools and pupils have to 

18.  λαη// επεηδή πόζα? - νη πεξηζζόηεξνη καζεηέο (.) έρνπλ έξζεη από 

κηθξνί (.) εδώ// πνιιά δε (.) γελλήζεθαλ εδώ// αλ ζθεθηνύκε όηη (.) 

νη νηθνλνκηθνί κεηαλάζηεο άξρηζαλ λα κπαίλνπλ θαηά ζπξξνή (.) 

έηζη? ζηελ Διιάδα/ κεηά ην 1992/ κηιάκε ηώξα όηη ζπκπιεξώλνληαη 

είθνζη ρξόληα// [ε] κέζα ζηα 20 ρξόληα ηώξα κηιάκε γηα παηδηά 

γπκλαζίνπ/ αζθαιώο (.) ηα πεξηζζόηεξα γελλήζεθαλ εδώ (…)// 

 

yes because most of the pupils have come very young here many of 

them were born here if you imagine that the economic immigrants 

started coming to Greece after 1992 so they have come 20 years ago 

we speak about gymnasium pupils so the most of them were born 

here  

19.  [ε] είραηε βξεζεί ηα πξνεγνύκελα ρξόληα ζε ζρνιεία ηα νπνία είραλ 

ηέηνηα ζύλζεζε ηάμεο? πνιππνιηηηζκηθή? 

 

 in the previous years have you taught in schools where classes were 

this type? multicultural?  

20.  όρη (.) όρη// ήηαλ ε πξώηε θνξά/ θαη δελ ηα γλώξηδα// (…) [ε] εληάμεη 

ήκνπλα ζε έλα ζρνιείν πνπ είρε (2) 25 καζεηέο ε ηάμε/ θαη λα ήηαλ 

δύν αο πνύκε (.) αιινδαπνί/ αιινεζλείο// όρη// 

 

no no it’s my first time and I didn’t know this ok I was in a school 

where from the 25 pupils of a class only two were foreigners  

21.  έρεηε αιιάμεη ηνλ ηξόπν πνπ δηδάζθεηαη εζείο ην κάζεκα (.) ηεο 

Γιώζζαο/ ιόγσ ηνπ όηη έρεηε απηή ηε ζύλζεζε ηεο ηάμεο? 

 

have you changed the way you teach the Greek language subject 

because of the type of class that you have? 
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22.  όρη/ δε λνκίδσ/ γηαηί εθόζνλ ηελ αληηκεηώπηδαλ (.) ζαλ ηάμε 

ειιεληθνύ ζρνιείνπ/ θαη (5) ε δηδαρή ηεο Γιώζζαο (.) ππαγνξεύεηαη 

θαη από ηνπο θαλνληζκνύο/ θαη από ηα εγρεηξίδηα/ δελ είλαη θάηη πνπ 

είλαη εληειώο πξνζσπηθή επηινγή// ηώξα πξνζσπηθά κπνξεί λα (2) 

δώζσ ζπκπιεξσκαηηθά θάηη θηι (.) ην νπνίν ζα έθαλα νύησο ή 

άιισο (.) ζε νπνηνδήπνηε άιιν ζρνιείν// δειαδή λα βάδεηο κηα 

άζθεζε (3) δηθή ζνπ/ κηα εξγαζία ζην ζπίηη/ ή μέξσ εγώ 

ζπκπιεξσκαηηθά λαη// [ε] αιιά ν θνξκόο/ ε ξαρνθνθαιηά ηεο 

δηδαζθαιίαο είλαη απηή πνπ ππαγνξεύεηαη από ηα βηβιία - θαη 

γεληθόηεξα (.) λα κελ πσ λόκνπο/ από ηηο θαηεπζύλεηο/ από ηηο 

νδεγίεο πνπ έρνπκε// 

 

no I don’t think so because I consider it as a class of a Greek school 

and the way of teaching the Greek language subject is prescribed by 

both the rules and textbooks teaching is not completely a personal 

choice I can give something additional which I would have done in 

any other school that is, to give an extra exercise for homework or 

for instance something additional but the basis of the teaching is 

what the textbooks prescribe and in general not the laws but what 

the directions that we have {prescribe}  

23.  έρσ ηηο ζεκεηώζεηο πνπ θξαηνύζα (.) από ηα δύν πξώηα καζήκαηα/ 

αλ ζέιεηε λα ζαο ηηο δώζσ θάπνηα ζηηγκή// ρξεζηκνπνηείηε ηα 

θείκελα ηνπ βηβιίνπ/ θαη εζηηάδεηε ζηα ζπληαθηηθά θαηλόκελα// 

 

here are the notes that I was keeping during the first two lesson that 

I observed if you want I can give them to you you use texts of the 

textbook and you focus on their syntactic phenomena 

24.  θνηηάμηε/ ζηελ - [ε] ηα θείκελα (4) ζηελ κελ αξραία ειιεληθή 

γιώζζα - επεηδή κηιάκε κόλν γηα ηε λέα ειιεληθή/ 

 

look the text of the Ancient Greek language subject do we speak only 

about the Modern Greek language subject?  

25.  λαη/ κόλν γηα ηελ λέα ειιεληθή// 

 

yes only about the Modern Greek language subject 

26.  δελ είλαη κόλν γηα ηα ζπληαθηηθά θαηλόκελα/ θαηαξρήλ ρξεηάδνληαη 

θαη νη απαξαίηεηεο εξσηήζεηο θαηαλόεζεο// γηαηί (.) είλαη θείκελα 

πνπ βγάδνπλ θάπνηα πξνβιήκαηα ηεο επνρήο/ γεγνλόηα αο πνύκε// 

[ε] αθεγνύληαη (.) μέξσ εγώ (.) ηζηνξίεο δηάθνξεο// επνκέλσο ζαλ 

πεξηερόκελν/ ελδηαθέξεη θαη απηό// θαη αλαπηύζζεηαη αλ ζέιεηο έηζη 

θαη ε (2) θξίζε ησλ καζεηώλ// κπνξνύλ έηζη (.) λα δηαηππώλνπλ 

πξνθνξηθά (.) έηζη (.) έλα ζσζηό ιόγν θαη ινηπά// από ηελ άιιε 

κεξηά βέβαηα (.) ππάξρνπλ ηα (.) γξακκαηνζπληαθηηθά/ θαη ηα 

εηπκνινγηθά θαηλόκελα// [ε] όηαλ ηώξα έρεηο λα θάλεηο/ μέξσ εγώ/ 

αλησλπκίεο/ [ε] ζα ηνπο πεηο κέζα ζην θείκελν/ βξέζηε ηηο 

αλησλπκίεο/ μέξσ εγώ// γηαηί (.) αιιηώηηθα (2) ζα πξέπεη λα θέξλεηο 

θάζε θνξά κηα θσηνηππία (.) κε ηηο αλησλπκίεο έηνηκεο/ ή κε ηα 

ξήκαηα/ κε ηα επηξξήκαηα/ νηηδήπνηε/ θαη λα πξνζπαζνύλ ηα παηδηά 

λα απνζηεζίζνπλ έλα θαηάινγν ιέμεσλ αο πνύκε// ελώ (.) όηαλ 

κπνξνύλ θαη ηα εληνπίδνπλ κέζα έηζη ζην θείκελν/ καζαίλνπλε 
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θαιύηεξα// δελ είλαη ζέκα (.) απνζηήζηζεο/ είλαη ζέκα λα ην 

εληνπίδνπλε// 

I don’t use them only for the syntactic phenomena first of all you 

have to have the appropriate comprehension questions because texts 

are referring let’s say to some of the problems happening of our era 

they discuss different stories so their content is interesting in this 

way also you can say that the judgment of pupils can be developed 

so they will be able to speak correctly and so on on the other hand 

there are the grammatical and syntactical phenomena as well as the 

etymological phenomena when you have then to teach pronouns you 

will tell them for example to find the pronouns of the text because 

otherwise every time you should give them a photocopy {sheet} with 

either the pronouns or verbs or adverbs or whatever and children 

should try for example to memorize a list of words while when they 

can find them in the text they can learn them better the issues is not 

to memorize them but to find them 

27.  καζαίλνπλε θαιύηεξα? 

 

they learn better? 

28.  όηη (.) όηαλ ηνπο ιεο όηη απηή είλαη/ αο πνύκε/ δεπηεξεύνπζα 

αηηηνινγηθή πξόηαζε/ λα κπνξνύλ λα δνπλ όηη (.) μέξσ εγώ/ έρεη ην 

δηόηη θαη ινηπά αο πνύκε// ρξεηάδεηαη έηζη// γηαηί ε γιώζζα [ε] είλαη 

ιέμεηο/ είλαη πξνηάζεηο/ πνπ ζεκαίλεη όηη όια απηά ηα πξάγκαηα γηα 

λα γξάςεηο έλα ιόγν ή γηα λα πεηο πξνθνξηθά/ πξέπεη λα έρεη κηα 

δνκή/ ε δνκή εμαζθαιίδεηαη από ηε γξακκαηηθή/ από ηε 

ζπληαθηηθή/ αο πνύκε από ην ζπληαθηηθό/ λα ην πσ έηζη// [ε] 

αιιηώηηθα ζα ήηαλ έλαο ζθόξπηνο ιόγνο/ βεβαίσο ζηα πξνθνξηθά 

έρνπκε θαη ηελ πεξίθεκε εμσγισζζηθή αο πνύκε (.) (…) ηηο 

ρεηξνλνκίεο/ θαη ηα ινηπά/ εληάμεη// αιιά ζηνλ γξαπηό ιόγν (.) ηα 

πξάγκαηα είλαη πην (.) ζα έιεγε θαλείο ζαθή// δελ ελλνείηαη ηίπνηα/ 

δελ εμππαθνύεηαη ηίπνηα/ δελ θαηαγξάθεηαη (.) γθξηκάηζα ηνπ 

πξνζώπνπ/ ή ρεηξνλνκία αο πνύκε ζηα γξαπηά// εθεί πξέπεη λα είζαη 

πνιύ ζαθήο/ θαη δηαζθαιίδεηαη αθξηβώο (.) κε ηνπο θαλόλεο απηνύο/ 

ηνπο γξακκαηηθνύο/ θαη ηνπο ζπληαθηηθνύο//  

 

for example when you tell them that this is an expressing 

subordinate clause {they should} be able to understand that it starts 

with ‘because’ and so on this is needed because the language is 

words is sentences meaning that in order either to be able to write or 

to speak you must produce a structured speech the structure of a 

speech depends on the grammar and the syntax otherwise your 

speech will be disconnected of course when we speak we can use 

paralinguistic {signs} for example gestures and so on but when we 

write things are more clear you cannot imply anything you cannot 

take anything for granted you cannot write a grimace or a gesture 

when you write you must be very clear and this can be insured by 

these grammatical and syntactical rules  

29.  άξα/ εζείο πηζηεύεηε όηη κέζα από ην θείκελν/ καζαίλνπλ θαιύηεξα 

ηα ζπληαθηηθά θαηλόκελα/ αλ θαηάιαβα θαιά?  
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so if I understand correctly you believe that they can learn the 

syntactic phenomena better through a text? 

30.  λαη// πξέπεη λα ηνπο δώζεηο έλα θείκελν/ γηα λα κπνξνύλ κέζα λα ηα 

αληρλεύζνπλ/ λα ηα βξίζθνπλ/ θαη επεηδή – θνηηάμηε (.) ζα 

κπνξνύζεο λα ηνπο θέξεηο έλα νπνηνδήπνηε θείκελν/ αιιά (.) ζηελ 

ζπγθεθξηκέλε πεξίπησζε ηη γίλεηαη// επεηδή απηό είλαη ζρνιηθό 

εγρεηξίδην/ ζεκαίλεη (Φ.1) όηη νη ζπγγξαθείο ηνπ βηβιίνπ (.) έρνπλ 

βάιεη ηέηνηα θείκελα/ ώζηε κέζα από εθεί (.) ηα παηδηά λα πάξνπλ 

όιεο ηηο πιεξνθνξίεο πνπ ζέινπλ/ έηζη? θαη λα βξνπλ όινπο - όια ηα 

αληηθείκελα/ ηα ζηνηρεία/ ηα γξακκαηεηαθά/ ηα γξακκαηνινγηθά/ ηα 

γξακκαηηθά/ ηα ζπληαθηηθά κέζα από απηά// είλαη (.) επηιεγκέλα// 

γηαηί όηαλ ζα πξέπεη αο πνύκε λα παξαδώζεηο (.) έλα παξάδεηγκα λα 

πσ (.) γηα ηα επηξξήκαηα/ [ε] δελ κπνξεί λα κελ έρεηο έλα θείκελν (.) 

κε θάπνηα επηξξήκαηα παξαπάλσ/ δελ κπνξεί λα δώζεηο έλα θείκελν 

πνπ λα έρεη έλα επίξξεκα κόλν// έηζη? είλαη επηιεγκέλα απηά// γη‘ 

απηό// 

 

yes you should give them a text in order for them to be able to find 

{the grammatical and syntactical phenomena} and because look you 

could give them any type of text but in this situation we have this 

textbook of which the writers chose such texts so that children can 

find all the wanted information and all the grammatical and 

syntactical phenomena of the texts which were chosen because when 

you for example have to teach the adverbs you can’t use a text 

without a lot of adverbs you can’t use a text that had only one 

adverb for this reason these texts are chosen  

31.  [ε] θάλεηε αλαθνξά θαη ζηνπο θαλόλεο ηεο γξακκαηηθήο// 

 

 you also referred to grammatical rules 

32.  [ε] θαη βέβαηα// θνηηάμηε// (5) [ε] ιέλε (.) θαη απηό ην ιέσ από 

πξνζσπηθή κνπ πείξα/ δελ ην ιέσ όηη είλαη (.) νύηε επηζηεκνληθό 

ζπκπέξαζκα/ νύηε θάηη ην - έρσ ηελ εληύπσζε όηη (3) απηόο πνπ 

γξάθεη ζσζηά/ νξζνγξαθεκέλα/ ην βαζίδσ ζε δύν πξάγκαηα/ πάλσ 

ζε δύν ππιώλεο// ν έλαο είλαη ν αηζζεηηθόο/ πσο έρσ δεη ηε ιέμε// θη 

εγώ αθόκε πνπ είκαη θαζεγεηήο/ πνιιέο θνξέο όηαλ (.) δε ζπκάκαη 

κηα ιέμε/ δε δηέπεηε από γξακκαηηθό θαλόλα/ είλαη ιέμε ε νπνία από 

γελλεζηκηνύ ηεο γξάθηεθε έηζη/ πξσηόηππε ιέμε// είλαη ιαζεκέλε - 

είλαη ιαλζαζκέλε θάπνπ/ ην βιέπσ (.) θαη ιέσ δε κνπ αξέζεη απηή ε 

ιέμε έηζη/ νπόηε (.) ππάξρεη ινηπόλ ε αηζζεηηθή πιεπξά// ιέμεηο πνπ 

βιέπεηο (…) δηαβάδεηο ηόζα βηβιία/ θαη ηόζα απηά/ θαη 

απνηππώλεηαη κέζα// αιιά ππάξρνπλ θαη νη νξζνγξαθηθνί θαλόλεο// 

ιεο παξαδείγκαηνο ράξηλ όηη όια ηα ξήκαηα πνπ ηειεηώλνπλ ζε σλσ 

γξάθνληαη κε σκέγα/ θαη ηα παξάγσγά ηνπο// κπαιώλσ/ κπάισκα/ 

μέξσ εγώ (4) θακαξώλσ/ θακάξσκα/ μέξσ εγώ/ γξάθνληαη κε 

σκέγα// δελ κπνξεί δειαδή - δπζηπρώο ζήκεξα ζα ιεγα όηη (.) νη 

καζεηέο καο (3) πζηεξνύλ θαη ζηνπο δύν ηνκείο// θαη ηνπο 

νξζνγξαθηθνύο θαλόλεο δελ μέξνπλ/ θαη ε αηζζεηηθή ηνπο είλαη (.) 

λα κελ πσ όρη ιεηςή/ αλύπαξθηε// γξάθνπλε όηη αθνύλε (.) 

αθνπζηηθά// γη‘ απηό θαη κπνξείο λα δεηο ζε έλα γξαπηό λα γξάθνπλ 

ηελ ίδηα ιέμε πέληε θνξέο κε πέληε δηαθνξεηηθέο – κε πέληε 
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δηαθνξεηηθνύο ηξόπνπο// ελλνώ από πιεπξάο νξζνγξαθίαο// 

 

of course look I say this from personal experience I don’t say it 

because it is a research result or something {else} I have the 

impression that two things happens when someone writes correctly 

with correct spelling first he/ she has an aesthetic criterion that is 

how I have seen the word to be written for example I who am a 

teacher many times when I don’t remember {the spelling of} a word 

which is not based on any grammatical rule and is a prototype word 

when I see it with wrong spelling somewhere I say I don’t like the 

spelling of this word so there is the aesthetic criterion you see a lot 

of words when you read so many books also there are the spelling 

rules you know that all the verbs that have an ending ‘-σλσ’ they 

are written with omega and their derivatives for example ((he is 

giving examples of derivatives)) are written with omega too 

unfortunately nowadays I will say that our pupils are inefficient in 

both criteria they do not know the spelling rules and they do not 

have an aesthetic criterion they write what they hear for this reason 

you can see that in the same text they can write the same word with 

five different ways of spelling 

33.  άξα/ δηδάζθεηε ηνπο θαλόλεο ηεο γξακκαηηθήο/ γηα λα ηνπο 

βνεζήζνπλ ζηελ νξζνγξαθία πεξηζζόηεξν? 

 

that is do you teach the grammatical rules to help them in spelling? 

34.  θαη βέβαηα/ θαη βέβαηα// γηαηί (3) πνιιέο θνξέο βέβαηα/ ε 

νξζνγξαθία κηαο ιέμεο (.) ηαπηίδεηαη θαη κε ηε ζεκαζία ηεο// άκα 

πεηο - έλα παξάδεηγκα/ έδσζα - δήηεζα ηε ρείξα (.) ηεο ηάδε 

δεζπνηλίδνο μέξσ εγώ/ έηζη// θαη ην γξάςεηο κε νη από ηε γνπξνύλα/ 

ζπγλώκε (…)/ παίδεη ξόιν// ή δήηεζα ηε ρήξα/ θαη αλ ην γξάςεηο κε 

ήηα/ πήγεο ζε κηα γπλαίθα πνπ δελ έρεη ηνλ άλδξα ηεο/ θαη ηεο 

δήηεζεο ην ρέξη// ινηπόλ ππάξρνπλ πεξηπηώζεηο - ε νξζνγξαθία 

δηαθνξνπνηεί θαη ηε ζεκαζία ηεο ιέμεο// 

 

of course because many times the spelling of a word is connected 

with its meaning for example if you say I asked the hand of a miss if 

you write ‘ρείξα’ ((the hand)) for example with different spelling 

((he says the different ways of spelling)) the meaning will change 

there are times that the spelling affects the meaning of a word 

35.  σξαία// δίλεηε θαη αξθεηά παξαδείγκαηα/ όηαλ (.) δηδάζθεηαη ηε 

γξακκαηηθή// 

 

you give a lot of examples when you teach grammar 

36.  λαη λαη λαη// θνηηάμηε// ηώξα ηα παξαδείγκαηα (3) έρνπλ λα θάλνπλ 

κε ην εμήο/ [ε] είλαη ηα ζηνρεπκέλα/ αο πνύκε/ απηά πνπ ζηελ 

πξνεηνηκαζία ζνπ/ μέξσ εγώ/ ιεο ζα πσ απηό θη απηό ην 

παξάδεηγκα// αιιά θαη ηα άιια νθείινληαη (.) ζε κηα (.) αο πνύκε (.) 

θπζηθή ηθαλόηεηα (.) λα ζπκάζαη εθείλε ηε ζηηγκή/ ή λα θηηάρλεηο αο 

πνύκε κηα πξόηαζε πνπ ζνπ ρξεηάδεηαη/ δελ είλαη αλάγθε λα ηελ 

έρεηο δηαβάζεη θάπνπ/ μέξσ εγώ// θαη αλ κνπ επηηξαπεί λα πσ/ εθεί 

θαίλεηαη θαη ε αμηνζύλε ηνπ δάζθαινπ/ έηζη? αιιά (.) εληάμεη (.) 
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ρξεηάδεηαη κηα επάξθεηα λα θαηαιάβνπλ ηα παηδηά/ γη‘ απηό θαη κηα 

ιέμε όηαλ δίλεηο ηα πεξηζζόηεξα ζπλώλπκα/ δίλεηο θαη αληώλπκα/ 

θαη ηα ινηπά// όζν πιεξέζηεξα αο πνύκε ηε δίλεηο/ ηόζν θαιύηεξα//  

yes yes yes look during your planning you make examples you think I 

will say these examples but you also make up examples during the 

lesson to do this you need to have a natural skill to remember that 

moment or to make up a sentence that you need and it is not 

necessary to have read this sentence somewhere else if I can say you 

can understand how capable is a teacher from the examples that 

he/she makes up during teaching of course the examples must be 

adequate to help pupils understand for this reason when you give the 

most of synonyms and antonyms of a word and so on the better is for 

the pupils  

37.  άξα (.) πνπ εμππεξεηνύλ? 

 

so how do these help? 

38.  λαη/ γηαηί κπνξεί κε έλα παξάδεηγκα κπνξεί λα κελ ην θαηαιάβνπλ 

κε έλα άιιν ίζσο λα ην θαηαιάβνπλ// δειαδή ππάξρεη κηα (4) πώο 

λα ην πεη θαλείο? θάηη πνπ ζέιεηο λα ηνπο δηδάμεηο/ (…) έλα πξάγκα 

κπνξεί έλα παξάδεηγκα λα γίλεη πην εύιεπην/ ην θαηαιαβαίλνπλ 

θαιύηεξα/ από έλα άιιν παξάδεηγκα/ έηζη// θαη όζν πην θνληά ζε 

απηνύο είλαη ην παξάδεηγκα απηό/ ην θαηαιαβαίλνπλ κε ιέμεηο πνπ 

(.) ηηο μέξνπλ θαη ηα ινηπά/ ηόζν ην θαιύηεξν//  

 

because they may not understand {a phenomenon} with one example 

but they may understand it with another one that is, when you want 

to teach them something they may understand it better with one 

example than with another one so when the example is related to 

their interests and it has words that they know and so on the better it 

is 

39.  θαη ηνπο ξσηάηε ζην θείκελν κε ηνλ Φύιιν ηνπο ξσηήζαηε/ αλ έρνπλ 

εκπεηξία από εθεκεξίδεο// απηό πνπ βνεζάεη? 

 

you also asked them in the text with Psyllo if they have had 

experience in publishing newspapers how does this help? 

40.  θνηηάμηε/ ε γλώζε είλαη - δελ είλαη κόλν δειαδή γλώζε από ην 

δάζθαιν/ θαη από ηα βηβιία/ είλαη θαη ε εκπεηξηθή γλώζε/ απηή πνπ 

δνύκε/ απηή πνπ βηώλνπκε// [ε] λνκίδσ όηη θάηη (5) πνπ πν έρνπλε 

κάζεη ηα παηδηά θαη ηαπηόρξνλα ην έρνπλε βηώζεη/ [ε] ην 

ελζηεξλίδνληαη πεξηζζόηεξν/ ην θαηαθηνύλ πεξηζζόηεξν/ γίλεηαη 

δηθό ηνπο// θαη έπεηηα θακηά θνξά (.) πξέπεη λα μεθηλήζεηο θαη από 

έλα - [ε] κηα αξρή// θαη επεηδή ηα καζήκαηα δελ είλαη γθαξπόλ (.) 

θάηη λα ιέγεηαη ζπλέρεηα/ ε ίδηα παηέληα αο ην πνύκε/ [ε] θάπνηε 

μεθηλάσ πσο ην βιέπεηε απηό? έρεηε δήζεη θάηη ηέηνην? αλ ζεο θαη 

(3) κηαο κνξθήο - ηξόπνο δηδαζθαιίαο// 

  

look learning does not only come from the teacher and the books we 

also learn from our experiences I think that when children have 

learnt something that they have experienced they embrace it they 

learn it better also sometimes you have to start from a starting point 
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and because the lessons are not always the same you can’t always 

say the same things sometimes I start by asking them what do you 

thing about this do you have experience on this? If you want, this is 

a way of teaching  

41.  [ρκκκ] [ε] ηνπο πεξηγξάςαηε ηελ εκπεηξία ζαο κε ην ζηλεκά// 

um you describe them your experience at the cinema 

42.  [ε] λαη// λνκίδσ όηη ιέσ θη εγώ ηελ εκπεηξία κνπ/ κε όζε ζεκλόηεηα 

βέβαηα πξέπεη μέξεηε έρσ// θη απηό ην ιέσ πξνο επίδνζε απηνύ πνπ 

δηαβάδσ// ιέσ κηα πιεξνθνξία/ ηε δεηάσ από ηα παηδηά/ θαη ιέσ 

μέξεηε (.) λα ζαο πσ θη εγώ/ λα θαηαζέζσ/ κνπ έγηλε θαη εκέλα απηό/ 

λνκίδσ όηη - ππάξρεη όκσο θάηη// [ε] όηαλ ιεο θάηη (.) ζαλ δάζθαινο/ 

απηό κεηξάεη/ ην επηζηεκνληθό// ην ιέσ/ κηιάεη ν δάζθαινο// όηαλ 

ηνπο ιέσ όκσο θάηη ζαλ Αληξέαο/ εθεί βάδσ (.) παξέλζεζε/ θαη ιέσ 

παηδηά (.) απηό είλαη δηθή κνπ άπνςε/ ηνπ Αληξέα// δελ είλαη ηνπ 

θαζεγεηή// θιείλεη ε παξέλζεζε// έηζη? επνκέλσο/ θάηη πνπ ζα ηνπο 

πσ βησκαηηθά/ δελ είλαη όηη ηζρύεη/ επεηδή ην έδεζα εγώ// ηνπο ιέσ 

(.) έρσ κηα πξνζσπηθή εκπεηξία/ ζαλ άηνκν// 

 of course I think that I tell them my own experience with modesty of 

course you have to know that when I ask an information from the 

children I tell them and my own experience of course there is a 

difference between what I tell them as a teacher which is valid and 

what I tell them as Andreas which is only the opinion of Andreas and 

not of the teacher so something does not mean that is valid because I 

experience it I just tell them my personal experience as a person  

43.  σξαία// θάλεηε ζύλδεζε θαη κε ηα αξραία ειιεληθά// 

 

good you refer to a phenomenon in both the Modern Greek language 

and the Ancient Greek language  

44.  λαη ην γισζζηθό κάζεκα δελ κπνξεί λα - ζηε Γιώζζα κάιινλ δελ 

κπνξείο λα ην απνθύγεηο απηό/ θαη δελ πξέπεη λνκίδσ λα ην 

απνθεύγεηο// ηώξα (2) κπνξεί θάπνηνο λα επηθαιεζηεί όηη είλαη κηα 

επηπιένλ δπζθνιία/ όηη ηα παηδηά λα έρνπλε ηώξα κπξνζηά ηνπο (.) 

αο πνύκε flash back πνπ ιέγεηαη/ λα πεγαίλνπλ πόηε ζηε κηα πόηε 

ζηελ άιιε έηζη// ελώ πεο ηνπο πσο είλαη ζήκεξα ζηα λενειιεληθά (.) 

ρσξίο αλαθνξά ζηα αξραία// ίζσο λα είλαη θαη απηό έλα ίζσο 

πξόβιεκα/ κηα δπζθνιία/ αιιά επεηδή ε γιώζζα είλαη εληαία// ν 

θαζεγεηήο καο/ ν Κξηαξάο έιεγε (3) είλαη ζαλ ηα εηεξώλπκα 

θιάζκαηα/ αιιάδνπλ κόλν νη αξηζκεηέο// ιεο αξραία ειιεληθή 

γιώζζα/ ιεο αηηηθή δηάιεθηνο/ έξρεζαη ζηελ θνηλή γιώζζα/ έξρεζαη 

ζηε κεζαησληθή γιώζζα/ αιιά από θάησ ν παξνλνκαζηή είλαη 

ειιεληθή γιώζζα/ ειιεληθή γιώζζα/ ειιεληθή γιώζζα// επνκέλσο 

λνκίδσ όηη είλαη πιεξέζηεξε ε πιεξνθνξία// ηώξα αλ ην 

αθξναηήξην/ ηα παηδηά έρνπλε κεγάια (2) γισζζηθά ειιείκκαηα/ θαη 

δπζθνιεύνληαη παξαπάλσ/  

 

yes in the Greek language subject you can’t avoid this and I believe 

that you must not avoid it someone may say that this is an additional 

difficulty for the children who have to use both languages at the 

same time but how can you tell something in the Modern Greek 

language without saying how it is in the Ancient Greek? Maybe it’s 
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a problem a difficulty but it is the same language as our professor 

Kriaras told us the Greek language is like dividing fractions in 

which numerators changes for example we say the Ancient Greek 

language the attic dialect the standard Greek the byzantine Greek 

but the denominator is the same the Greek language so I believe that 

in this way you give them a full information now if the children have 

huge linguistic deficiencies and they have an additional problem 

45.  εζείο γηαηί ην (.) ρξεζηκνπνηείηαη? 

 

why do you use it? 

46.  εγώ λνκίδσ έηζη/ γηα πιεξέζηεξε πιεξνθόξεζε// έλα παξάδεηγκα λα 

ζαο πσ πνπ κνπ έξρεηαη ζην κπαιό// ιεο ζήκεξα μέξσ εγώ/ ιεο (.) νη 

μέλνη// θαη ην γξάθεη κε θεθαιαίν γηαηί ιεο όηη είλαη θύξην όλνκα// 

ππάξρεη όκσο θαη (.) λνκίδσ απαξαίηεηα πξέπεη λα ηνπο πεηο όηη (.) 

ζηελ αξραία γιώζζα ν μέλνο ήηαλ επίζεην/ θαη ζήκαηλε ν θίινο από 

θηινμελία// [ε] λνκίδσ όηη όηαλ ηνπ ην ιεο έηζη/ μέξσ εγώ/ πην 

ζπκπιεξσκέλα/ λνκίδσ όηη είλαη (3) θαιύηεξν// έηζη? λα 

ζπκπιεξώλεη ην παηδί/ λα έρεη κηα νινθιεξσκέλε εηθόλα θαη γλώζε 

γηα κηα ιέμε/ γηα έλα όξν// 

 

to give them a full information for example you know that a word 

‘μέλνη’ ((foreign)) is written with a capital letter because it is proper 

noun but I think that it is necessary to tell them that in the Ancient 

Greek the word ‘μέλνο’ was an adjective and it meant the guest I 

think that if you give them a full information is better because the 

pupil have a complete picture and knowledge for a word for a term  

47.  σξαία// ηνπο παξαπέκπεηε θαη ζηε γξακκαηηθή (.) ηνπ 

Σξηαληαθπιιίδε 

 

nice you asked them to open the grammar book by Triantafullidi 

48.  [ε] βεβαίσο// έηζη// [ε] δελ γίλεηαη ε γξακκαηηθή είλαη/ ζα ιέγακε/ νη 

θσδηθνπνηεκέλνη θαλόλεο ηεο ιεηηνπξγίαο κηαο γιώζζαο// ρσξίο 

ινηπόλ ηελ ξπζκηζηηθή γξακκαηηθή/ δε γίλεηαη// έηζη? ππάξρεη όιε 

απηή ε απεξαληνζύλε ηεο γιώζζαο/ ιέμεηο θαη ηα ινηπά/ όπσο ιέεη 

θαη ην κηθξό εγρεηξίδην ηεο πξώηεο ιπθείνπ// [ε] όιν απηό ην 

ζεζαπξό ησλ ιέμεσλ/ [ε] ιεο ηνλ εληάζζνπκε/ ζηα δέθα κέξε ηνπ 

ιόγνπ// [ε] δε ζα παο ζηελ γξακκαηηθή λα δεηο ην ιέλε νπζηαζηηθό/ 

ην ιέλε επίζεην/ ην ιέλε ξήκα/ αλησλπκία/ πξόζεζε/ ζύλδεζκν// δε 

ζα πνύκε όηη θιίλεηαη? όηη θάπνηεο ιέμεηο θιίλνληαη/ αιιάδνπλ 

κνξθή// έηζη? ιέκε μέξσ εγώ ην ζπίηη/ ηνπ ζπηηηνύ// ιέκε ηα ζπίηηα// 

αιιά ην εδώ/ εδώ/ εδώ/ ην ιέκε πάληα εδώ// ην ιέγακε θαη ρζεο/ θαη 

αύξην ζα ην πνύκε// [ε] όια απηά ηα ιέεη – καο/ πώο ην ιέκε/ δε καο 

ηα δηδάζθεη ε γξακκαηηθή/ ηα ιέκε εκείο/ αιιά ηα έρεη 

θσδηθνπνηήζεη θαηά θάπνηνλ ηξόπν ε γξακκαηηθή// 

 

of course grammar explains how language function we can’t 

understand it { language} without grammatical rules as language is 

huge it was million words as the textbook of the 1
st
 grade of high 

school says grammar informs us that all these words are split into 

ten parts of speech if you do not check the grammar how to 
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understand that this is called noun this is called verb preposition 

conjunction or how to understand that some words are inflected they 

change their form ((he gives an example)) but some others don’t ((he 

gives an example)) they always have the same form so grammar 

refers all these things that no one has taught us but we use them and 

the grammar book has written these things down 

49.  άξα πνπ ηνπο βνεζάεη? όπσο ηνπο βάιεηε ζην κάζεκα ησλ 

αλησλπκηώλ/ ησλ επηξξεκάησλ// 

 

so how does this help them? for example you told them to check the 

pronouns and adverbs 

50.  [ε] θνηηάμηε (5)/ δελ λνκίδσ όηη κπνξείο λα ρξεζηκνπνηείο κηα ιέμε/ 

όηαλ δελ μέξεηο ην ζεκαζηνινγηθό ηεο θνξηίν// ηόηε θνβάκαη (.) όηη 

ζα πάκε ζε κηα αθπξηνιεμία (.) ζα έιεγα ηνπ θεξαηά/ γηα λα 

γειάζνπκε θαη ιίγν// όηαλ ιέκε όηη απηή είλαη αλησλπκία/ πξέπεη λα 

μέξεηο – (…) όηη ην βάδνπκε αληί νλόκαηνο// δειαδή δελ κπνξεί ν 

καζεηήο ζε κηα πξώηε επαθή/ άιιν κεζαύξην πνπ ζα ηειεηώζεη θαη 

ζα γξάθεη (2) ρσξίο λα ζθέθηεηαη/ απηό είλαη αλησλπκία ζα ην βάδσ 

εθεί// εληάμεη? αιιά ζε πξώηε θάζε/ ζηελ πξώηε επαθή κε ην [ε] αο 

ην πνύκε κε ην είδνο απηό ηνπ - κε απηό ην κέξνο ηνπ ιόγνπ πνπ 

ιέγεηαη αλησλπκία/ κηαο θαη κηιάκε γη‘ απηέο/ [ε] δελ κπνξείο λα κελ 

ηνπ πεηο/ ηηο ιέκε αλησλπκίεο/ γηα απηό ην ιόγν/ ιέκε νπζηαζηηθό/ 

γη‘ απηό ην ιόγν/ ην ιέκε επίζεην γηαηί θάλεη [ε] έηζη απηή ηε 

ζεκαζία// [ε] ε γλώζε δελ είλαη - δελ πξνζθέξεηαη αο ην πνύκε 

ιεηςή// αθνύο πνιιά (.) θαη όηη ζπγθξαηήζεηο από απηό// θαη όηαλ 

πηα ην θάλεηο δηθό ζνπ/ κεηά (.) δελ θάζεζαη - δελ ζθέθηεζαη γηα λα 

γξάςεηο κηα αλησλπκία/ ηη? είλαη ε αλησλπκία/ γηα λα γξάςεηο έλα 

ζύλδεζκν/ ηη? είλαη ν ζύλδεζκνο// ηα γξάθεηο απηά απζόξκεηα/ 

έηζη? γξάθεηο ην ιόγν ζνπ/ εληάμεη σξαία/ έηζη? αιιά εθόζνλ 

βέβαηα (.) είλαη κέζα ζνπ πηα θεθηεκέλν - θεθηεκέλε (.) ε γλώζε (.) 

θάζε ζηνηρείνπ (…)// 

 

look I don’t think that you can use a word without knowing its 

meaning if this happens I am afraid that we will start saying 

nonsense you have to know that we call a word as a pronoun 

because we can use it instead of a noun that is, pupils can’t use it for 

the first time {if they do not know that} of course it will be different 

when they will finish school and they will write without thinking that 

this is a pronoun I have to use it that way ok? but when they first 

learn about a part of speech let’s say the pronouns you have to refer 

that we call them pronouns for this reason or we call them nouns or 

adjectives for this reason because it is important to give them full 

information to be able to learn them correctly they are taught a lot 

of things but when they learn well something they can use it without 

thinking for example if you want to use a pronoun or a conjunction 

in your written speech you won’t think what is a pronoun or what is 

a conjunction you will write it spontaneously of course you will write 

spontaneously if you have learn well the parts of speech 

51.  σξαία γηα παξαγσγή ιόγνπ/ ηη θάλεηε ζπλήζσο γηα λα παξαγάγνπλ 

νη καζεηέο ιόγν? 
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good what do you do in order for the pupils to produce speech? 

52.  παξαγσγή ιόγνπ είλαη ηα πάληα// ππάξρνπλε - όπνην θεηκεληθό είδνο 

ππάξρεη// ζέινπλ λα γξάςνπλ έλα (.) άξζξν? μέξσ ‗γώ// ζέινπλ λα 

γξάςνπλ έλα αθήγεκα? κηα επηζηνιή? ηα πάληα// δελ έρνπκε απηό 

ζηελ απηό πνπ είρακε παιηά (.) δύν ώξεο γξάθακε έθζεζε/ μέξσ 

εγώ// βάδεηο εθζέζεηο ηώξα κηα/ δύν παξαγξάθνπο πάλσ ζε δηάθνξα 

ζέκαηα/ είηε ζηε γιώζζα/ είηε ζηα θείκελα ηεο ινγνηερλίαο//  

 

speech production means everything there are different kinds of texts 

do they want to write an article? do they want to write a narrative? 

a letter? now we do not have to tell pupils to write an essay for two 

teaching hours as we did previous years you tell them to write two or 

three paragraphs on different topics either during a lesson of the 

Greek language subject or during a lesson of the Greek literature 

53.  γηα παξάδεηγκα/ ζην έθην θεθάιαην/ δηαβάζαηε απηό πνπ έγξαθε ην 

βηβιίν γηα ηελ επηζηνιή/ πσο γξάθνπκε ηελ πξνζθώλεζε θαη ηα 

ινηπά/ 

 

for example, in unit six you read them what the textbook was saying 

about how we write a letter 

54.  λαη/ ηα παηδηά ζέινπλ λα έρνπλ κηα πξώηε επαθή κε ην θεηκεληθό 

είδνο// απηό ζα ην κάζνπλ ζην κάζεκά ηνπο// εληάμεη// ηώξα κπνξεί 

λα ππάξρνπλ θαη πνιινί πξνθνκκέλνη/ λα πάλε ζε (.) μέξσ εγώ 

εθζέζεηο θηι θαη λα κάζνπλ από εθεί// ζπκάκαη όκσο - λα εδώ είλαη 

ε εκπεηξία/ όηαλ εγώ πήγαηλα ζηελ ηξίηε γπκλαζίνπ ζπκάκαη (.) ην 

πώο? θάλνπκε κηα αίηεζε/ καο ηελ είρε δηδάμεη ζηελ ηξίηε 

γπκλαζίνπ ν θαζεγεηήο καο/ ν θηιόινγνο/ ((αλαθέξεηαη ζηα κέξε ηεο 

αίηεζεο)) είρα κηα πξώηε/ θαη κπνξώ λα πσ όηη θαη ηώξα/ κεηά/ ζηελ 

ππόινηπε δσή κνπ/ όηαλ ρξεηάζηεθε λα θάλσ κηα αίηεζε/ κνπ 

εξρόηαλ κπξνζηά κνπ/ αο πνύκε/ ν ηξόπνο πνπ κνπ ην είρε δηδάμεη ν 

θαζεγεηήο κνπ/ πξώηε/ πξώηε θνξά/ ζην ζρνιείν// 

 

yes children want to learn first about a kind of a text {that they may 

write} this will happen during their lesson of course many of them 

may be diligent and they may have a look for example at other 

essays and to learn from these too I remember that when I was a 

pupil of the 3
rd

 grade of Gymnasium our teacher taught us how to 

complete an application I can say that when I have had to complete 

an application in the rest of my life I always remember what my 

teacher taught me them  

55.  [ε] κε πνην ηξόπν δηακνξθώζαηε ηνλ ηξόπν δηδαζθαιίαο ζαο? 

 

how did you adopt of your style of teaching? 

56.  θνηηάμηε/ είλαη έλα θξάκα (.) ζα έιεγα ησλ εκπεηξηώλ κνπ/ ησλ 

πξνζσπηθώλ κνπ εκπεηξηώλ// δειαδή από ηόηε πνπ άξρηζα λα 

ιεηηνπξγώ ζαλ θαζεγεηήο/ ζηα ηδησηηθά ζρνιεία/ ζηα θξνληηζηήξηα/ 

θαη κεηά αο πνύκε απηό/ πνπ ζα ιεγε θαλείο/ ε θπζηθή κνπ έηζη (3) 

λα πσ θιίζε/ λα πσ/ αλ ζέιεηο ε πίζηε κνπ όηη απηό πξέπεη λα θάλσ/ 

έηζη πξέπεη λα γίλεηαη/ λα γίλεη κηα πξώηε ζθέςε// 
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look it is a combination of my experiences of my personal 

experiences that is when I have started teaching in private schools in 

tutorial centres I could say firstly that I have known what I have to 

do without making any effort  

57.  έηζη πξέπεη λα γίλεηαη? 

 

this is what I have to do? 

58.  ην δεύηεξν είλαη όηη είρα θαη εκπεηξίεο// δηόηη ζηε θηινζνθηθή ζρνιή 

εδώ (.) ήηαλ ην πεηξακαηηθό θαη είρακε έλα θαζεγεηή παηδαγσγό 

(…)/ θαη καο έιεγε έηζη νξηζκέλα πξάγκαηα απηά ζην πεηξακαηηθό// 

θαη ην ζπνπδαηόηεξν από όια/ παίξλεηο/ θιέβεηο/ ζηνηρεία/ 

ραξαθηεξηζηηθά/ από δαζθάινπο πνπ αθνύο// θαη απηνύο πνπ είρακε 

αθνύζεη ζηα γπκλαζηαθά καο ρξόληα/ θαη ηώξα πνπ αθνύσ// όηαλ 

πάσ θαη παξαθνινπζώ έλα ζρνιηθό ζύκβνπιν/ ή έλα θαζεγεηή 

παλεπηζηεκίνπ ζε έλα κάζεκα μέξσ εγώ/ λαη// σξαία// ζα ην 

πηνζεηήζσ θη εγώ απηό/ ιέσ από κέζα κνπ// είλαη πάξα πνιύ 

σξαίν// έηζη// ρσξίο λα κηκήζε απνθιεηζηηθά θάπνηνλ/ έηζη? (…) 

θιέβεηο ηέρλε αο ην πνύκε από άιινπο//  

 

secondly I had experiences because in the school of philosophy we 

had a professor of pedagogy who was giving us advices how to teach 

in the experimental school of the university and the most important 

is that I adopt characteristics from teachers who I have observed 

from school consultants or from university professors I say that I 

will adopt this because it is very good I do not mimic only one 

person I adopt let’s say their teaching  

59.  γηα παξάδεηγκα/ ηί είραηε πάξεη? 

 

for example what did you adopt? 

60.  [ε] (6) παξαδείγκαηνο ράξηλ/ αο πνύκε/ ιέσ ζηα παηδηά κνπ λα 

επαλαιακβάλνπλ ην κάζεκα// ε επαλάιεςε κεηέξα ηεο καζήζεσο/ 

καο είρε πεη θάπνηε έλαο θαζεγεηήο/ ην κεηαθέξσ απηό// θαη 

πηνζεηώ κέζα κνπ (.) επαλαιεπηηθέο αζθήζεηο// βάδσ ζηα παηδηά 

επαλαιεπηηθέο αζθήζεηο// δελ είλαη έβαια κηα θνξά ηελ άζθεζε/ αο 

πνύκε/ απηή θαη ηειείσζε// κπνξεί ηελ ίδηα άζθεζε/ ζε άιιν/ κε 

άιιεο ιέμεηο/ λα ηελ βάισ ηξεηο/ ηέζζεξηο θνξέο// λνκίδσ όηη ηόηε 

(…) ην θαηαθηνύλ/ γίλεηαη δηθό ηνπο// ιέσ έλα παξάδεηγκα// θαη ζα 

έιεγα πνιιέο θνξέο είλαη θαη ζέκα (.) ύθνπο// κνπ άξεζαλ νη 

δάζθαινη πνπ είραλ επρέξεηα ιόγνπ θαη ηα ινηπά/ θαη δελ ήηαλ 

θνθνθνθν// απηό πξνζπάζεζα (.) αλ θαη πηζηεύσ όηη είρα θαη έηζη 

θπζηθό ράξηζκα θαη απηό/ θαη ην ιέσ έηζη κε πνιύ κεηξηνθξνζύλε/ 

[ε] λα κελ έρσ απηά ηα ααα/ κκκ ζηα παηδηά/ λα ηνπο κηιώ έηζη 

ζαξξεηά/ επαλαιακβάλσ/ πσο πέξα από ηε θπζηθή θιίζε/ ην 

θξόληηζα θαη ηερληθά (.) λα ην ζπκπιεξώλσ/ (…) λα ην δηακνξθώλσ 

αθόκα θαιύηεξα// (7) εληάμεη ζα κπνξνύζα λα κπσ θαη ζε άιιεο 

ηέηνηεο ιεπηνκέξεηεο/ αιιά από ηε ζηηγκή πνπ (.) δηακνξθώλεηο έλα 

ηειηθό ραξαθηήξα δαζθάινπ σο πνκπνύ/ [ε] έρεηο μεράζεη από πνπ 

έρεηο θιέςεη// γηαηί όηαλ ιεο όηη εγώ θάλσ απηή ηε δνπιεηά 30 

ρξόληα/ 33/ [ε] ηη? λα πσ ηώξα/ απηό πνπ είπα/ ή απηό πνπ έθαλα/ ή/ 
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έλα ηειεπηαίν γηαηί δε ζέισ λα ην μεράζσ// γηα ηνπο αλνξζόγξαθνπο 

καζεηέο/ παξαδείγκαηνο ράξε/ ηνπο ιέσ αληηγξάςηε/ θάζε θνξά/ 

από θάπνην θαζεγεηή ην άθνπζα// γηαηί λα κελ ην πηνζεηήζσ/ κνπ 

θάλεθε - κνπ θαηλόηαλ ζσζηό// βιέπσ όηη είλαη αλνξζόγξαθνη/ θάζε 

βξάδπ αληηγξάςηε από έλα βηβιίν ηξεηο/ ηέζζεξηο ζεηξέο/ θαη δεο ηηο 

πξνζεθηηθά/ ώζηε ηα παηδηά απηά λα κπνξνύλε κέζα ηνπο/ λα 

ζρεκαηίδνπλ ζα έιεγε θαλείο/ όπσο γίλεηαη ζην θηικ ην αξλεηηθό/ 

ηελ αληαύγεηα ηεο ιέμεο αο πνύκε/ ην ηειέθσλν γξάθεηαη ην ηε κε 

ήηα/ ην θσ κε σκέγα// γηαηί άκα ην γξάςνπλ/ ζα ην γξάςνπλ όπσο 

ζέινπλ// ζα γξάςνπλ ην ηειεπηαίν ν κε σκέγα/ ιεο θαη είλαη ξήκα/ 

γηαηί θηάλνπλ κέρξη εθεί// κηιάκε γηα ηέηνηεο ηξαγηθέο θαηαζηάζεηο/ 

έηζη? απηά// 

 

for example I will tell my pupils to repeat their lessons repetition 

contributes to learning as one university professor told us I adopt 

this motto and I give to pupils repetition exercises that is, I don’t 

give them an exercise once but I may give the same exercise in a 

different lesson with different words I may give it three or four times 

I believe that in this way they learn another example I have liked the 

style of others for instance I have liked teachers who could speak 

fluently I was trying to do this despite the fact that I believe that this 

is a natural gift I try to improve it ok I could say more details but 

when you are teacher who transmit knowledge you have forgotten 

what things did you adopt from others because I do this work for 30 

33 years I can’t say that I adopt this from that one and this from 

another one and something more because I don’t want to forget it 

for example I tell to misspelling pupils to copy {from a text} I adopt 

this from a teacher why not to adopt it? I have found it useful I know 

that they are misspelling so they have to copy three four lines from a 

book every night and to look them carefully so as these children can 

memorize the spelling of a word ((he gives an example of how to 

spell a particular word)) because they make terrible spelling 

mistakes  

61.  κνπ είπαηε όηη θάπνηα πξάγκαηα πνπ δηδάζθνληαη ζαο έξρνληαη έηζη/ 

δειαδή? από ηελ πείξα ζαο? 

 

you told me that you teach without making any effort that is, because 

of your experience? 

62.  [ε] δελ είλαη ζέκα πείξαο/ είλαη θαη ζέκα γλώζεο// [ε] όηαλ αο πνύκε 

(.) ελεκεξώλεζαη/ καζαίλεηο/ απηό ζε βνεζάεη// ε γλώζε είλαη 

δύλακε// έηζη? εθείλε ηε ζηηγκή ζα ζπκεζείο θάηη/ εληάμεη εγώ απηό 

κπνξεί λα ην δηάβαζα ζηνλ Καδαληδάθε αο πνύκε/ δελ έρεη 

ζεκαζία// εθείλε ηελ ώξα/ δελ ειέγρεηο πνπ? ην βξήθεο ή από πνπ 

ην πήξεο? ζνπ έξρεηαη όκσο/ επεηδή ην γλσξίδεηο// θαη (.) ζα έιεγα/ 

απηό δελ μέξσ αλ ην – λνκίδσ όηη ην έρσ αθνύζεη (…)/ε γλώζε καο 

(.) είλαη θάηη - κηα δσληαλή παξνπζία ζηηο ιεπηνκέξεηέο ηεο/ αο 

πνύκε μέξσ εγώ// αλ ζέιεηο είλαη θαη έλαο γίγαληαο θνηκηζκέλνο// 

θαη όηαλ εξεζηζηεί από θάηη/ ηόηε αξρίδεη θαη μαλαζπκάηαη// έηζη 

πηζηεύσ όηη είλαη// δελ είζαη έηνηκνο/ θάπνηεο θνξέο αηζζάλεζαη όηη 

δελ μέξσ ηίπνηα/ όηη είζαη ζε (…) ζε ππλσηηθή θαηάζηαζε// αιιά 
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όηαλ ηζηγθιάο ην κπαιό ζνπ/ ιεο όηη έρσ λα θάλσ θαη απηό ην ζέκα// 

έηζη/ όηη γλσξίδεηο γύξσ από απηό/ ζνπ έξρεηαη ζην κπαιό// αιιά 

ζέιεη όκσο/ θαη ιίγε - λα ελεκεξώλεζαη/ λα δηαβάδεηο/ λα 

αζρνιείζαη/ έηζη? γηαηί θνληά ζηελ απεξαληνζύλε ηεο γιώζζαο/ 

ππάξρεη θαη ε απεξαληνζύλε ηεο γλώζεο//  

 

this is not related to my experience but to my knowledge for example 

when you learn something it helps you {during teaching} knowledge 

is power when teaching you may remember things and you can use 

them because you know them it doesn’t matter where have you learn 

them I believe that knowledge is like a sleeping giant and when you 

wake him up then he starts remembering sometimes you may feel 

that you are not ready {to teach} you do not remember some things 

but when you push yourself to remember you start remembering 

things related to a topic of course it is important to be informed and 

to study constantly because knowledge as language is endless  

63.  σξαία// θαη θάηη ηειεπηαίν/ ζρεδηάδεηαη ην κάζεκά ζαο πξηλ κπείηε? 

θάλεηε θάπνην πιάλν? 

 

something else do you plan your lesson in advance? 

64.  όηαλ ήκνπλα λένο/ (…) έθαλα ζρεδηάγξακκα κε κνιπβάθη/ όρη ζε 

ιεπηνκέξεηεο/ ην πνιύ θαλέλα θηππεηό παξάδεηγκα// ή θάηη πνπ δελ 

ήζεια κε ηίπνηα λα κνπ δηαθύγεη/ ην ζεκείσλα// [ε] όζν πξνρώξεζα 

θαη κε ηελ εκπεηξία πνπ απέθηεζα/ [ε] ηώξα αλνίγνληαο ην βηβιίν 

θαη βιέπνληαο έλα ζέκα/ θαηαιαβαίλσ πεξίπνπ/ όηη πξέπεη λα 

επηζεκάλσ απηό/ απηό/ θαη απηό// έηζη? δειαδή/ ζα κπνξνύζα λα 

πσ/ όηη ηνικώ ηώξα λα κπσ λα θάλσ έλα κάζεκα/ θαη αο κελ έρσ 

πξνεηνηκαζηεί/ κηαο θαη μέξσ/ έρσ ζπλεζίζεη/ θαη ηα ινηπά/ ηα 

θείκελα/ θάηη πνπ δε ζα ην έθαλα πξηλ από είθνζη ρξόληα/ αο πνύκε// 

εθεί ζα έιεγα θάηζε λα ξίμσ κηα καηηά/ θαη έιεγα ζα πσ εθείλν/ ζα 

ξσηήζσ εθείλν/ έλα ζρεδηάγξακκα κέζα κνπ/ ζην κπαιό κνπ έρσ// 

 

when I was young I made a plan without many details on which I 

might have written down a very good example or something that I 

didn’t want to forget as the years passed and because of my 

experience when I open a textbook now and I read a topic I know 

what I have to tell them now I dare to teaching without preparing in 

advance since I know the texts something that I wouldn’t have done 

before twenty years when I wanted to have a look to a topic and 

think what I will ask them I made a plan in my mind 

65.  σξαία// ηα παηδηά πνπ δελ έρνπλ ηα ειιεληθά σο κεηξηθή ηνπο 

γιώζζα/ καζαίλνπλ ηνπο θαλόλεο ηεο γξακκαηηθήο/ ηνπο νξηζκνύο/ 

λα θαηαλνήζνπλ έλα θείκελν? 

 

good do the children who do not have Greek as their mother tongue 

learn the grammatical rules the terms so that they can understand a 

text?  

66.  θνίηα// έλαο πνπ έξρεηαη από κηα ρώξα ηνπ εμσηεξηθνύ κεγάινο/ 

πέληε ή έζησ νθηώ/ δέθα ρξνλώλ/ λαη δπζθνιεύεηαη/ λα κάζεη ηα 

ειιεληθά// είλαη ζίγνπξν// όπσο εκείο ηώξα όπσο πάεη άιινο ζηε 



 

417 

 

Γεξκαλία δειαδή έηζη? αιιά (.) όπσο ην ειιελόπνπιν πνπ 

γελλήζεθε ζηελ Αγγιία/ θαη καζαίλεη άπηαηζηα ηα αγγιηθά από ην 

λεπηαγσγείν/ έηζη λνκίδσ ζα πξέπεη (3) ηε ζηηγκή πνπ θάπνην παηδί 

όηη θαη λα είλαη/ κπνξεί λα κελ γελλήζεθε εδώ/ αιιά λα ήξζε κσξό/ 

θαη μεθίλεζε από ην λεπηαγσγείν/ γηαηί λα κελ κάζεη ηελ ειιεληθή 

γιώζζα? 

look someone who comes for a foreign country either old or at least 

ten years old of course he/she has a difficulty in leaning the Greek 

language and this will happen to us if we go to Germany but as the 

Greeks who were born in England and they speak the English 

fluently I think that once a child either was born here or was a baby 

when he/she came and he/she attended a Greek nursery school why 

not to learn the Greek language?  

67.  ηα παηδηά ζηελ ηάμε ζαο? 

 

the children in your class? 

68.  άιισζηε απηή είλαη ε γιώζζα ηνπ ε επηθνηλσληαθή/ απηή είλαη ε 

γιώζζα ηεο θνηλσλίαο πνπ ζα κηιάεη// ηε δηθή ηνπ/ αο πνύκε 

κεηξηθή γιώζζα/ ζα ηε κάζεη ζην ζπίηη/ ζα ηελ αθνύεη από ηνπο 

δηθνύο ηνπ/ εληάμεη// ην λα έρεη ην παηδί κηα ζπλείδεζε όηη εγώ είκαη 

Αιβαλόο/ θαη πξέπεη λα μέξσ θαη αιβαληθά/ είλαη ν παηέξαο θαη ε 

κάλα κνπ ζην ζπίηη λαη// αιιά όκσο αύξην/ ζα είλαη έλαο 

εξγαδόκελνο (4) ζηελ Διιάδα// άξα (.) ηα ειιεληθά σο γιώζζα/ δελ 

ιέσ ηελ ηζηνξία καο/ δε ιέσ παξαδόζεηο/ ζε άιια πξάγκαηα// αιιά 

ηε γιώζζα σο επηθνηλσληαθό αλ ζέιεηο - σο επηθνηλσληαθή αλάγθε/ 

ζα πξέπεη λα ηε κάζεη// 

 

besides this is the language of communication the language of 

society they will learn and they will hear their mother tongue at their 

home it’s ok when a child is aware of his identity for example that he 

is Albanian he has to learn the Albanian language his parents are 

from Albania but when they will start working in Greece they have 

to know the Greek language I am not saying that they have to know 

our history our culture and so on but they have to know the language 

to be able to communicate 

69.  ηα παηδηά ζηελ ηάμε ζαο ζπγθεθξηκέλα αληεπεμέξρνληαη? 

 

do the children of your classes cope with learning?  

70.  ζηελ ηάμε κνπ/ ηα παηδηά πνπ είλαη - γηα ηνπο αιινδαπνύο κηιάκε? 

δε λνκίδσ όηη παξνπζηάδνπλε δηαθνξά κε ηα ειιελόπνπια αο πνύκε/ 

γηαηί μέξσ όηη κεγαιώζαλ εδώ/ δε/ δε λνκίδσ// ηώξα αλ πσ ζε 

θάπνην θνξίηζη όηη (.) έλα ειιελάθη αο πνύκε/ παίξλεη νθηώ/ θαη ν 

αιβαλόο παίξλεη 7.95/ εληάμεη ηώξα δε κηιάκε γηα ηέηνηα//  

 

the children of my class do we speak for foreigners? I don’t think 

that they differ from the Greek children because I know that they 

have grown up here I don’t think if a Greek girl takes a mark 8/20 

and a Albanian boy takes a mark 7.95/20 it will be a problem this is 

not an issue  

71.  [ρκκκ] 
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uhhh 

72.  θαηαλννύλ// όηαλ μεθηλνύλ από ηελ αξρή/ θαηαλννύλ// αλ μέξσ εγώ 

ζα δείηε όηη (.) δε ξσηάεη κόλν έλαο - ηα μέλα παηδηά κηα ιέμε// ζα 

δείηε αθόκα θαη ηα ειιελόπνπια λα ζε ξσηνύλ κηα ιέμε ηελ νπνία 

ηελ μέξεη θαη ε θνπηζή Μαξία αο πνύκε// δειαδή κηα πνιύ απιή 

ιέμε// άξα ε γισζζηθή αλεπάξθεηα/ γηα λα κελ ην πσ έιιεηςε πνπ 

είλαη ρεηξόηεξν/ ε γισζζηθή αλεπάξθεηα δελ είλαη θάηη πνπ 

πξνέξρεηαη/ ή παξνπζηάδεηαη κόλν ζηνπο κεηαλάζηεο// είλαη 

γεληθόηεξα πξόβιεκα/ θαηά ηε γλώκε κνπ ηεο ζεκεξηλήο λενιαίαο//  

 

they understand when they have started the Greek school in young 

age they understand you will notice that not only the foreign 

children ask me {the meaning of} a word you but also the Greek 

children ask me {the meaning of} a very simple word so I believe 

that not only immigrants have linguistic problems but also today’s 

youth  

73.  επραξηζηώ// 

 

thank you 

74.  παξαθαιώ// 

 

you are welcome 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

419 

 

Appendix 11 – Observation codes 

 

These codes emerged inductively from the lesson observation data (see 

subsection 4.4.2), and show the teaching activities and strategies that the focal 

teachers adopted in these lessons. Here, I group the teaching activities and 

strategies of all the focal teachers in all the observed lessons (for the teaching 

activities and strategies of each teacher separately, see the electronic 

appendices). These codes have been used not only to describe focal teachers‘ 

actual practices but also to provide recommendations for teacher education and 

the national curriculum.  

 

Teaching activities 

 Grammar presentation activity (whole-class activity) 

 Grammar practice activity (individual activity) 

 Speaking activity (whole-class activity) 

 Reading comprehension activity (whole-class and group work activity) 

 Listening comprehension activity (whole-class activity) 

 Listening activity (whole-class activity) 

 Knowledge checking activity (whole-class activity) 

 

Teaching strategies 

 Group silent reading 

 Collaborative summary writing 

 Group work discussions 

 Question-answer sequences (whole-class) 

 Exposure to extended academic texts 

 Explanation of texts without pupils‘ contribution - lecturing 

 Teacher explains language points through examples 

 Pupils are expected to identify presented language points in academic 

texts 

 Teacher analyses the structure of sentences syntactically  

 Pupils are expected to identify presented language points in academic 

texts 
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 Pupils are expected to convert one language point to another one 

 Teacher reads grammar rules from the textbook and grammar book 

without commenting 

 Teacher presents grammar rules before giving examples 

 Teacher presents grammar rules after giving examples 

 Teacher engages pupils in multiple-choice exercise regarding language 

points 

 Use of pictures 

 Use of music 

 Use of diagrams 

 Use of videos 

 Use of whiteboard 

 Teacher connects concepts with real-life experiences 

 Teacher explains texts by giving examples of real life events 

 Use of informal interactive language  

 Simplification of lesson content 

 Simplification of teacher speech 

 Teacher reads the text aloud 

 Pupils listen to academic texts  

 Teacher asks comprehension questions (deductive questions, plain sense 

reading questions)  

 Teacher does not comment on texts 

 Teacher asks for pupils‘ personal experience 

 Teacher gives the definition of unfamiliar or difficult words from the 

text  

 Elicitation strategies 

 Teacher-led discussions  

 Teacher checks pupils‘ grammar knowledge 

 Teacher checks pupils‘ reading comprehension 

 Teacher asks display questions 

 Teacher asks ‗information requests‘ 

 Teacher confirms or rejects pupils‘ answers  
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 Teacher corrects pupils‘ wrong answers 

 Teacher incorporates pupils‘ answers into her following questions 

(feedback) 

 Teacher leads pupils to the correct answer 

 Repetition of teacher question or pupils‘ answers 

 Expansion of teacher question  

 Repair of pupils‘ answers 

 No use of contextual support 

 Paraphrase teacher‘ questions, academic texts and pupils‘ answers 

 Nominate particular pupils to answer teachers‘ questions 

 Pupils can reply to teachers‘ questions without waiting for the teacher to 

nominate them 
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Appendix 12 - Interview codes 

 

These interview codes emerged inductively from the background and playback 

interviews with the teachers (see subsection 4.4.3), representing the beliefs and 

pedagogical principles of the focal teachers. Here I put together the codes 

derived from all the interviews with all the teachers. These codes have been 

used not only to describe focal teachers‘ principles but also to provide 

recommendations for teacher education and the national curriculum.  

 

Background interviews 

 Initial education did not prepare them for classroom reality  

 Initial education provided the needed subject content knowledge to 

teach the subject Greek  

 In early teaching career: ‗apprenticeship of observation‘ (Lortie, 1975) 

 Teaching experience, in-service education and discussion with 

experienced colleagues can make teachers change their teaching  

 GAL pupils made them change their teaching  

 No change of teaching since GAL pupils went primary school in Greece  

 GAL pupils who came in older age need to go to special schools that 

have different ways of teaching Greek 

 Simplification of lesson content and explanation of vocabulary: strategy 

for teaching GAL in mainstream classrooms 

 Learning experiences and personal preferences affect teaching decisions 

 Pupils‘ language difficulties and needs affect teachers‘ teaching 

decisions 

 The national curriculum and the textbook have an impact on their 

teaching decisions and practices 

 Time has an impact on teachers‘ teaching decisions and practices 

 Importance for GAL pupils to develop academic language skills to cope 

with curriculum demands 

 Importance for GAL pupils to learn different parts of language to attain 

language  

 Learning of language points explicitly can lead to language development 
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 Learning grammar rules can lead to high language proficiency 

 Applying grammar knowledge in practice so that learners can 

understand how to use language  

 Providing extended opportunities to comprehend meaning would help 

GAL pupils develop academic skills 

 Using of language productively to learn language without focusing 

exclusively on language points  

 Use of group work: pupils responsible for their learning, to concentrate, 

to engage actively in activities and to accept diversity  

 Co-teaching is a strategy to cope with GAL pupils‘ learning needs 

 A teacher alone without a help cannot teach GAL in mainstream 

classrooms 

 Need to learn language as native speakers – same content and aims 

 Attending extra language support classes 

 The subject Greek needs to be taught more hours to cover GAL pupils‘ 

needs 

 Inappropriateness of curriculum content  

 Appropriateness of the textbook 

 Difficulty of textbook language  

 Writing can lead to language accuracy 

 Discussion about topics that pupils are interested in to make pupils 

speak about them 

 Teachers should have the appropriate knowledge to teach in a 

mainstream classroom with GAL pupils 

 To bring new materials: lexica, books about immigration to help them 

understand their meanings 

 Need to change your teaching when you have more that 65% GAL 

pupils in your class  

 Choosing texts that promote diversity and cooperation, show the 

common things between different people 

 Asking pupils what is happening in their country about a related topic 

 When GAL pupils go to primary school in Greece, they can incorporate 

into the society and learn the language 
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 Discussions can facilitate language learning 

 Language learning from their errors  

 Need of a curriculum that does not force teachers to complete a syllabus 

and give them initiative  

 Difference between interactive formal and academic formal language  

 Extensive exposure to texts with a focus on meaning would lead to 

language development  

 Extended opportunities to practise language to improve their language 

skills 

 Error correction 

 Simplification of lesson content and classroom activities 

 Reading books at home and telling their impressions orally can lead to 

language development 

 Use of text-based approach 

 Use of teacher-led and elicitation approaches for transmitting new 

information to all pupils 

 Repetition of new information so that GAL pupils understand input 

 Teach language points inductively 

 Satisfaction from school curriculum 

 Explicit teaching of writing 

 Choosing interesting topics and topics that they experienced to motivate 

them to write 

 Experimenting to cope with the situation 

 GAL pupils are not interested in learning 

 Giving differentiate exercises and extra grammar exercises for 

supporting GAL pupils‘ learning 

 Use of role plays: pupils like to act, they will need to play a role in the 

society, free dialogue in order for pupils to find the vocabulary that they 

need to use, to produce language, to develop self-confidence, to develop 

empathy, she likes theatre – use it when textbook activities prompt it 

and as a solution when pupils are noisy  
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 Games in groups: writing a story as a class, which pupil complete the 

sentence of the other – used it in school with Greek language majority 

learners 

 No change of teaching approaches but of teaching strategies 

 Need of curriculum change so that GAL teaching can be incorporated in 

mainstream classrooms 

 Language improvement can occur when GAL pupils listen to what they 

had written 

 Vocabulary learning can occur when pupils participate in discussions 

 Because pupils are in Year 3 can cope with the difficulty of the textbook 

 Mother-tongue teaching outside mainstream classroom to keep the 

connection with their culture 

 Connecting their mother tongue with Greek to feel confident 

 GAL pupils can learn Greek the same way as GMT pupils 

 Lecture is the appropriate method for transmitting new knowledge 

 Teaching language points through texts 

 Focus on carrier content so that he can transmit ideas and to give 

opportunities to pupils to speak  

 Use mother tongue only at home because Greek is the language of 

society  

 Learning spelling through seeing and writing down words 

 Pupils learn better something that they had experienced 

 Listening of input can help pupils use language accurately 

 

Playback interviews 

 Exposure to comprehensible input can lead to the understanding of 

language functions and to the development of language accuracy 

 Silent reading would help pupils focus only on meaning comprehension 

rather than pronunciation since GAL pupils lack of fluency 

 Group summary reading can involve pupils in group discussions 

regarding the main ideas of texts and can prepare them for the end of 

year exams 
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 Question-answer sequences can enable pupils to express their opinion 

and understandings  

 Question-answer sequences can help pupils comprehend academic texts  

 Lecturing can contribute to the development of critical thinking and to 

the cultivation of pupils‘ character 

 Lecturing can facilitate the development of carrier content knowledge 

and of a point of view regarding different topics 

 Use of contextual support can lead to the comprehension of carrier 

content and language points 

 Use of contextual support can lead to language production 

 Use of linguistic cues will enable learners to comprehend carrier content 

and different concepts 

 Participation in controlled practice activities can lead to the 

consolidation of language points 

 Connecting new information with pupils‘ previously taught knowledge 

can facilitate the understanding of new information 

 Active language use can contribute to the development of language 

production skills 

 Expressing their personal experience would make pupils feel more 

confident to speak in class using interactive informal language  

 Checking pupils‘ understanding and knowledge so that they can obtain 

the correct knowledge and ideas 

 Importance of following the national curriculum and the textbook 

 Focus on meaning can lead to language accuracy, production of 

comprehensible output and to the development of reading 

comprehension skills 

 Focus on meaning can enable pupils to express their opinion about 

different topics 

 Listening to academic texts can help pupils to understand how to use 

language accurately 

 Comprehension question can facilitate pupils‘ understanding of carrier 

content and the development of reading comprehension skills 



 

427 

 

 Simplification of lesson content can lead to active participation in 

classroom activities 

 Simplification of academic texts and classroom language would enable 

learners to comprehend input and to understand language points  

 Engagement in less challenging activities can lead to active participation 

in classroom activities 

 Presentation and explanation of language points can contribute to the 

understanding of language points, to the production of accurate spoken 

and written language and to the development of fluency 

 Paraphrasing and simplification of teacher speech and academic texts 

can lead to input comprehension 

 Extended exposure to input can lead to the development of listening 

comprehension, reading comprehension, speaking and writing skills 

 Elicitation strategies can contribute to the production of extended 

spoken language 

 No differentiation of teaching strategies  

 Lecturing can result in knowledge development and understanding 

 Vocabulary explanation can facilitate text comprehension 

 Reading comprehension questions can check pupils‘ comprehension 

levels 

 No comment on academic texts when they are easy and understandable 

 Inductive presentation of language points can help pupils to learn to 

think and to understand language points better 

 Inductive presentation of language points is the proposed methods of the 

national curriculum 

 Listening to grammar rules would enable pupils to understand language 

points and complete grammar exercises correctly 

 Deductive presentation of language points is easier and less time-

consuming 

 Use of whiteboard can facilitate pupils‘ understanding of language 

points and different concepts  

 Giving the easiest texts to GAL pupils because they could not make it 

with difficult texts 
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Appendix 13 – Teaching materials _ Anna’s lessons 

 

Appendix 13A – Γσρίζω ηις πλάηες μοσ ζηο μέλλον (Turning my back on 

the future) 
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Appendix 13B - Σο κέιιολ ζα είλαη άιιο (The future will be different) 
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Appendix 13C - Σέτλες θαη ηετλάζκαηα (Art and tricks) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Appendix 13D - Λαός θαη Κοιωλάθη (People and Kolonaki) 
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Appendix 13E - εηρήλες – Οδσζζέας (Sirens – Ulysses) 
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Appendix 14 – Teaching materials _ Elena’s lessons 

 

Appendix 14A – Ρηλοθερίηης (Living like a rhino) 
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Appendix 14B – Μεηαιιαγκέλα : Ση κπορείς λα θάλεης εζύ; (Genetically 

modified products: What can you do?) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Appendix 14C – Μαζαίλω όηη (I learn that) 
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Appendix 15 – Teaching materials _ Maria’s lessons 

 

Appendix 15A – Αθούω θαη Μηιώ (Listen and Speak) 

 

Appendix 15B – Παιηές δηαθεκίζεης (Old advertisements) 
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Appendix 15C – Δηαβάδω θαη Γράθω (Read and Write) 
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Appendix 15D – Multiple choice exercises 
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Appendix 16 - Teaching materials _ Andreas’ lessons 

 

Appendix 16A - [Όηαλ ε ηειεόραζε «ηο παίδεη» ζοβαρή ] (When the 

television tries to be serious) 
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Appendix 16B - Πρωηαζιεηές ζηα ηροταία αηστήκαηα (Champions of car 

accidents) 
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Appendix 16C - [Ήζεια λα βοεζήζω ηο θίιο κοσ …]’ (I wanted to help my 

friend) 
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Appendix 16D - The grammar rule of adverbs 

 

Appendix 16E - Practice activity 

 


